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Abstract

Executive function (EF) is an umbrella term used to describe the group of higher
order thinking and regulatory processes. They are the brain functions that enable
working memory, inhibitory control, and attentional or mental flexibility and there
are many factors that impact the early development. Research confirms that EF skills
are malleable and can be improved through preschool experiences. Early support and
intervention are especially important for children who enter school with poorer
executive function skills and are at risk because of social, economic, or other adverse
childhood experiences. This project aims to provide a workshop and training
handbook for the teachers at the Leelanau Children’s Center focused on executive
function skills, why they are important for school and life success, and the strategies
found in the research to improve young learners’ skills. The focal points are on
improving teacher-child interactions, classroom climate, and using play as a central
context for development. The ultimate purpose being that children gain the
experiences that can strengthen executive function and improve self-regulation

behavior to have a more successful entry into kindergarten.
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Chapter One: Introduction

Problem Statement
Many children in the U.S. begin kindergarten with challenges or delays
related to executive function and self-regulation often leading to problems with
attention, following directions, lack of self-control, and challenging social behavior
(Wenz-Gross et al., 2018). The early years are an essential period for developing the
foundational skills for learning and early gaps in these skill developments are likely

to persist into later grades (Allee-Herndon & Roberts, 2019).

There are many factors that impact the critical period of growth related to
building executive function and self-regulation in the early years. There is a strong
association between adverse childhood experiences, stress, and brain development.
Chronic early childhood stress negatively impacts the growth in the areas of the brain
responsible for complex cognitive processes including planning, decision making,
and moderating behavior (Vrantsidis et al., 2020). Another recognized risk factors for
school readiness, closely related to chronic stress, is poverty. Fewer than half of
children growing up in poverty are ready for school at age 5 as compared with 75% of
children from moderate- or high-income household (Williams and Lerner, 2019).
Another factor impacting the development of executive function is the lack of early
learning experiences that promote the pathways for later executive function skills or
addressing potential needs for early intervention. On average the early care and

education settings attended by many young children provide quality at levels too low



to promote children’s executive and social-emotional skills adequately (Freidman-

Krauss et al., 2020).

Importance and Rationale of the Project

It is evident that early executive function and self-regulation skills are critical
for learning and predictive of later school and life outcomes. While these skills are
not fully developed in early childhood, the essential pathways are being developed.
When children develop these skills early, they gain the social and emotional
foundations necessary for school readiness including cooperating with others,
handling stress, attending to and following directions, and problem-solving (Allee-
Herndon & Roberts, 2019). Often referred to as the brain’s “air traffic control
system”, executive functions generally include working memory, mental flexibility,
and inhibitory control (Center on the Developing Child, 2011). Early support and
intervention are especially important for children who enter school with poorer
executive function skills and are at risk because of social, economic, or other
disadvantages (Diamond, 2016). Recent research demonstrates that executive
function skills are malleable and can be improved by preschool experiences and that
the ability to control emotions, thoughts, and behaviors is critical for success in

school and in life (Sasser et al., 2017).

Preschool is an ideal time to implement supportive environments, curriculum,
and interventions because of the rapid development in the prefrontal cortex, an area

associated with self-regulation and EF skills (McClelland et al., 2019). There is



evidence that social emotional skills such as self-regulation, prosocial behavior, and
healthy executive function are equally if not more important in predicting school
readiness and long-term positive school outcomes and reducing or eliminating the

“readiness gap”.

The early education field has been discussing the role of executive function
skills for decades and a growing research base including children from both low- and
higher-income families, has demonstrated the relationship between inhibitory control,
cognitive flexibility, and/or working memory and both early and later academic skills.
The National Institute of Child Health and Human Development study of Early Child
Care and Youth Development data set found that children’s behavior regulation, a
construct related to EF, at 4.5 years and in kindergarten predicted their academic
achievement in first grade (Ackerman, 2017). The current national picture of young
children’s progress towards school readiness skills and the competencies adopted by
the U.S. Department of Education found that only 41.8% of three- to five-year-old
children were estimated to be on track overall (Ghandour et al., 2019). Research has
shown that the degree to which children exhibit various EF skills prior to
kindergarten predicts their EF levels 2 years later (Cuevas et al., 2012). A report
written for the U.S. Department of Education states that “kindergarteners with poorer
EF skills and poorer social competence had more difficulty in reading and math, with
growth curves indicating that this gap in performance widened until second grade and

then persisted from third through sixth grade” (Zelazo et al., 2016).



The need for better understanding of this problem and finding systems of
support for early educators is being recognized on a regional level in Northern
Michigan. According to the 2019 Michigan Department of Education’s Kindergarten
Entry Observation data report, the Grand Traverse Bay region of Michigan indicated
similar findings with only 42% of incoming kindergarten children at the
demonstrating level on the State’s readiness assessment in 2019, with the lowest
scores in the domains most related to executive function skills such as concentrating,
following direction, approaching new tasks, and expressing and responding to
emotions. With the bulk of the research demonstrating that these skills and capacities
are important for all learning and for school readiness, it is important to find how to
support the development in our early childhood classrooms to lay the foundations for
later success and to find potential solutions to address the readiness gap. Early
childhood educators could be better equipped to understand and address behavioral
and learning challenges if they can have professional training in the development of
executive function skills. They are often the first to recognize problems with a child’s

ability to control impulses, focus attention, and follow instructions (Diamond, 2016).

Though there is a general call in the literature for more research on the
subject, the relation between self-regulation and academic skills suggests that
children’s self-regulation specifically supports the development of other academic
skills because it supports the management of attention, motivation, and stress in
learning contexts (Lonigan et al., 2105). It is possible to positively impact this

development in early childhood and lay the foundations for later social cognition and



executive function skills. Understanding the key features within early learning
environments that facilitates this is essential to support more children’s successful

kindergarten entry and long-term success in school and life.
Background of the Project

There has been a growing interest in the relationships between executive
function, school readiness and early adjustment to school over the past thirty years
and expanded during after the1990s often referred to as the “decade of the brain”. In
the early 2000s researchers began to present evidence of the effects of early
experiences, both positive and negative, on the brain and demonstrated the
importance of healthy brain development in children ages 0-5 (Goldberg et al., 2014).
These discoveries highlighted the strong association between early adverse childhood
experiences and brain development (Vrantsidis et al., 2020). Chronic early childhood
stress negatively impacts the growth in the areas of the brain responsible for complex
cognitive processes including planning, decision making, and moderating behavior
(Vrantsidis et al., 2020). Children exposed to a range of biological, psychological,
and environmental stressors are shown to have high levels of cortisol, the hormone
that regulate brain activity and can impact the neural connections responsible for
developing executive function (Haft & Hoeft, 2017). Ongoing neuroscience
discoveries shine a light on the complexity of the problem and continue to help early
childhood professionals better understand the progression and important windows of
opportunity for development, including building and strengthening the executive

function pathways that lead to behavior and emotion regulation.



The connection between early executive function development and later
school readiness and success has been increasingly examined and funding towards
research into solutions expanded. Research by Willoughby et al. (2017) showed
substantial evidence that individual differences in executive function in early
childhood are distinctly predictive of children’s academic readiness at school entry.
Their study drew from a large representative sample of children and tested whether
growth of EF across the early childhood period could be used to identify children who
were at risk for academic impairment in kindergarten. Compared to children who
exhibited typical trajectories of executive function, the delayed group exhibited
substantial impairments in multiple indicators of academic readiness in kindergarten.
Data was collected annually from children during the ages of 3, 4, and 5 using direct
assessments that had been extensively evaluated along with teacher-rated assessments
(Willoughby et al., 2017). As a result of evidence like what was found in this study
suggesting that these skills are critical for academic success, there has been ongoing
research attempting to determine the specific aspects of interventions that are most
effective in supporting the early executive function skills in early childhood
classrooms, especially those that may lead to a decrease in school readiness gaps.
Some of the outcomes of the researched curriculum, activities, and interventions have
been inconclusive, mixed, or shown to have no positive impact, while others showed

some promising results.

One example of a curriculum-based intervention is the Research-based,

Developmentally Informed program (Project REDI) focus on emotion regulation



through a program known as the Promoting Alternative Thinking Skills (PATHS)
program. The study included social-emotional learning programs that specifically
teach children how to identify and manage strong feelings, how to employ self-
regulation strategies, and how to solve problems. Evaluation of REDI indicated that
children that were randomly assigned to implement the program had higher
vocabulary, emotional understanding, better social problem-solving skills, and
engagement in learning. The REDI intervention had sustained benefits for children
while the control-group children with low EF trajectories showed declining EF after
kindergarten entry (Sasser et al, 2017). While social and emotional learning has been
increasingly overshadowed by academic pushdown into preschool curriculum, this
study demonstrates the potential positive impacts of emphasizing such programming.
One problem with a program such as this and others is that it is difficult to pull out of
this type of intervention the specific components that lead to the positive results.
Another curriculum intervention specific to addressing executive function
researchers have examined over the past fifteen years is Tools of the Mind. The
curriculum’s central focus is that children “practice” executive function throughout
the school day through tasks that require the use of self-regulation. Children use their
natural interest in sociodramatic play to use working memory to plan play, shifting
between roles, and inhibiting other responses. Studies have found small
improvements to self-regulation skills in participating children, though the research
outcomes have been mixed (Mattera et al., 2021). Another recent study from White et

al. focused on pretend play in preschool classrooms, but not a prescriptive curriculum



approach. Researchers report that play, including pretend or make-believe play,
provided young children with valuable opportunities to learn executive function skills
(2021). The research advocates for supporting dramatic play in which teachers play
alongside children to scaffold learning and encourage deeper thinking by using open-
ended questions to extend children’s thoughts and ideas (White et. al, 2021). The
Tools of the Mind curriculum is mentioned frequently in the literature as a solution to
addressing the gap in early executive function development, though researchers do
not agree on the findings and implementing all curriculum components with fidelity is
a challenge for early childhood programs. While there is extensive research not
highlighted in this paper about the benefits of play, there are also appears to be an
aspect of these play-based curriculum interventions that is specifically related
building executive function skills. Exasperating the current problem, play is
increasingly being pushed out of early childhood classroom routines and replaced
with more “academic focused” direct instruction for preschoolers in hopes of

improving school readiness (Nicolopoulou, 2010).

Red Light, Purple Light Circle Time Games is an example of a potentially
effective intervention using games with preschool children. The series of music and
movement games can increase children’s abilities to self-regulate and the increasingly
complex directions engage executive function skills through motivating social
activities and focuses on improving three components of executive function: working
memory, attentional shifting, and inhibitory control (McClelland et al., 2019). While

circle time games alone are likely not the solution to the complex problem, it is a



developmentally appropriate, and easy to integrate intervention that early childhood

teachers can add to their daily routines.

Helping young children with the skills necessary for self-regulation is an
essential goal for early childhood educators. When asked about school readiness
skills, many teachers say children who succeed in the early elementary grades know
when and how to control their impulses. They can follow through when a task is
difficult and listen to and follow directions and hold general social rules in mind.
These skills are linked to self-control. We begin to help children gain the tools they
will need to work on this challenging skill needed to learn in a structured group
environment. After over twenty years in early childhood education, I can attest to
what was found in the literature about kindergarten teachers, early childhood
teachers, and parents agreeing that following directions and routine, being able to get
along with others socially, regulate behavior, and the ability to express emotions
appropriately are the most helpful to children when they start kindergarten. Without a
strong base of these skills children are less available for learning and connecting with
others in the classroom, often begin to struggle socially and academically and,

unfortunately as a result may begin to disengage from school and learning.

While researchers have been trying to pinpoint effective models there is no
evidence that one comprehensive curriculum method can stand alone in improving all
executive function skills in preschool children. However, a few aspects of the
researched approaches and interventions emerge that may be effectively integrated

into existing early childhood curriculums. The paper by Mattera et al. (2021)
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describes the “kernels” approach to curriculum and intervention as the “small,
discrete teacher practices or packets of knowledge in the domain of EF that can be
used without the need for a more complete EF curriculum” (Mattera et al., 2021). A
hybrid approach that uses play-based games and activities in combination with other
intervention strategies allows educators to start to take steps towards solving the

problem while the research continues.

In my experience as an early childhood educator and supervising and
coaching preschool and toddler teachers in, finding the most effective, respectful, and
developmentally appropriate way to support young children as their brains and bodies
develop the thinking and regulatory abilities associated with executive function is the
most challenging part of the work. This can be especially true when helping children
who have had adverse early experiences or have any challenges causing dysregulated
executive function. While it is a challenge to meet the needs of all children in a large
group setting, it can also be an opportunity and early intervention is critical to help

those students who struggle to succeed.

Statement of Purpose

The purpose of this project is to create a handbook for early childhood
teachers to increase their understanding of executive function and self-regulation and
ways to strengthen development in preschool children. The focus of the handbook
will be on specific aspects of the classroom environment, teacher-child interactions,

and the introduction of developmentally appropriate games that promote executive
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function and self-regulation. The handbook will focus on supporting individual
children in the classroom by providing teachers with developmental information and
strategies for supporting executive function skills. It is important that in this project
that the evidence-based components shared with are those that can be easily
implemented by teachers into their existing daily routines and play-based
environments and are developmentally appropriate for young children. A successful
outcome will be that teachers’ understanding and competencies in executive function
skill development in early childhood have increased and that they are able to integrate
the information and activities into their classroom routines and environments with
ease. The ultimate purpose being that children gain the experiences that will
strengthen executive function and improve self-regulation behavior to have a more

successful entry into kindergarten.
Objectives of the Project

The overall objective of this project will be to increase teacher’s overall
understanding of the importance of the early childhood years for building the
pathways for healthy executive function and self-regulation. Teachers will be able to
improve their observation skills, recognize, and discuss children’s behavior in terms
of executive function and self-regulation skills. They will gain competencies in
creating optimal environments for supporting this development. They will better
recognize how daily interactions during child-directed play can be an opportunity to

strengthen children’s skills. Teachers will be able to learn and immediately use new
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activities that are shown to have a positive impact on executive function and self-

regulation skills.

Definition of Terms

Adverse childhood experiences: Broadly defined as forms of abuse, neglect, and

household dysfunction that occur during childhood (Lund et al., 2020).

Executive Function (EF): Executive function is an umbrella term used to describe a
group of higher order thinking processes. They are the brain functions that enable
children to focus, plan and organize behavior. The main processes include working

memory, inhibitory control, and attentional or mental flexibility (White et al., 2021).

Executive Skills: The strategies that are activated and cued by executive functions.

What EF looks like in action (Mclntosh & Fox, 2019).

Inhibitory Control: The skills used to filter thoughts and impulses in order to resist
temptations, distractions, and to pause and think before acting (Center on the

Developing Child, 2011).

Mental Flexibility: The ability to adjust to various demands, priorities, perspectives,
and to be able to adapt and respond to different rules for different settings (Neitzel,

2019).

Self-Regulation: is the ability to integrate the aspects of executive function into
behavior (McClelland et al., 2019). It is the act of managing thoughts and feelings to

enable goal-directed actions. For instance, finding ways to cope with strong feelings,
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learning to focus and shift attention, and successfully controlling behaviors required

to get along with others (Rosanbalm & Murray, 2017).

Working Memory: The system responsible for holding and processing new and
already-stored information. It is an important process for reasoning, comprehension,

learning and memory (Zelazo et al., 2016).
Scope of the Project

This project aims to teach early childhood educators about what executive
function skills are, why they are important for school and life success, and to improve
their abilities to build young learners’ skills through classroom environment, routine,
and activities. The project will include a handbook and training for the teachers at the
Leelanau Children’s Center, a private, non-profit, community-based early childhood
program delivering services to children ages 2.5 to kindergarten entry. While other
early childhood educators may benefit from this resource and it may be made
available for educators outside of our program in the future, it will be designed with
specific teachers in mind and will take into consideration their previous professional
learning and the environment, culture, and demographics of the children they serve.
The topic of executive function has many layers and devoting enough professional
learning time to fully engage teachers in a meaningful workshop is a challenge. The
solution is to devote several hours of in-service time that is already scheduled for
professional development prior to a new school year. It may be a challenge to deliver

the training to other early childhood professionals, though a recorded power point



presentation and pdf handbook could make the project digitally available and more

accessible to others.

14
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Chapter Two: Literature Review

Introduction

A growing body of research indicates that executive function abilities,
including self-regulation, develop rapidly in early childhood and are important
contributors to school readiness and early school success (Blair, 2017). Early
childhood educators play an essential role in supporting the foundational development

of these skills.

This literature review outlines the research and evaluation of key topics
regarding executive function and self-regulation development in the early childhood
years and the implications for intervention strategies in early childhood classrooms.
The categories of literature that will be reviewed are 1) Importance of executive
function and self-regulation development in early childhood, 2) Implications for
school readiness, 3) Analysis and impacts of preschool curriculum models, 4)
Importance of child-directed social play, 5) Teacher’s role in supporting play and
executive function development. Finally, a summary of the reviewed literature will be

provided along with the conclusion.
Theory/Rationale

The framework for this literature review and project is supported by two
theories. The first is founded on a neurobiological model that suggests executive
function skills are malleable, are determined by experiences, and that there are

sensitive periods of brain development in early childhood (Blair, 2002; Center for
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Developing Child, 2011). The second is based in social constructivism theories
suggesting that learning is largely a social process that occurs during interactions with
others more knowledgeable (Vygotsky, 1978). Vygotsky’s theories also recognize the
enormous influence that social play and scaffolding have on young children’s
development of self-regulated behaviors (1978). These theories together support the
argument for early intervention in environments where children can interact with

peers with support from informed educators.

The idea that a young child’s brain develops strictly based on maturation and
genetically determined factors has changed based on research conducted over the past
few decades. Over twenty years ago, the National Research Council released a
landmark report by Shonkoff and Phillips (2000), From Neurons to Neighborhoods:
The Science of Early Childhood Development. The study focused attention on several
scientific conclusions that have become foundational and continue to inform early
educators today. The study summarized that brain development begins before birth, is
dependent on experiences, that behavior reflects brain function, and that the early
years build the foundation for later functioning. The report also concludes that the
“best enrichment for healthy growth comes from loving interactions with people who
provide a rich variety of opportunities for exploration and discovery” (Shonkoff,
2003). Ongoing research over the past two decades by Shonkoff and others continues
to confirm and expand on what the original paper inferred. The experience-dependent
shaping of the brain has since become well established (Center for the Developing

Child at Harvard University, 2011).
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Development of executive function is linked with changes to the prefrontal
cortex of the brain, the area responsible for helping children direct and plan their
actions. Because the prefrontal cortex and the corresponding EF skills undergo rapid
transformation from ages 3 to 6, this is a crucial time for acquiring the skills
important for successful functioning in school settings (Blair, 2002, Diamond, 2016;
Lonigan et al., 2017). Although the areas of the brain responsible for higher order
thinking like executive function can be improved it can also be reduced by adverse
experiences. For example, young children growing up in poverty typically experience
more challenges and perform worse on tasks associated with executive function than
their more affluent peers (Zelazo et al., 2016). Children with adverse backgrounds,
including those with chronic stress due to poverty, show the greatest improvements
from programs that include specific interventions to improve early executive
functioning skills (Sasser et al., 2017). The brain science reveals that development is
vulnerable to environment and early experiences and that the rapid development in
the regions of the brain responsible for building foundational executive functioning
happen in the years prior to kindergarten entry. With this knowledge, it is crucial that
early childhood administrators and educators understand how to best provide

supportive environments and practices.

This literature review offers research and analysis on several interventions that
have been shown to strengthen executive function and self-regulation in preschool
children in classroom group settings. The social and play-based nature of the

instruction and curriculum approaches examined is supported by Vygotsky’s
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conception in which thinking skills are socially constructed through interactions and
social play is used as the primary platform to aid in memory and attention (Vygotsky,
1978). Through interactions in a social environment young children develop higher

mental functions according to Vygotsky;

The influence of play on a child's development is enormous. Play continually
creates demands on the child to act against immediate impulse. At every step
the child is faced with a conflict between the rules of the game and what he
would do if he could suddenly act spontaneously. A child's greatest self-
control occurs in play (Vygotsky, 1978).

The framework for this literature review is grounded in the understanding that the
early childhood years present an essential window of time for executive function
development and that those foundational skills can be improved through the social
interactions with peers and teacher’s intentional guidance during play in early

childhood classroom settings.
Research/Evaluation

The literature refers to executive function (EF) as the cognitive processes that
support children’s ability to regulate behavior. Self-regulation refers to the ability to
modify behavior, thoughts or attention automatically or intentionally (Ackerman &
Friedman-Krauss, 2017). These processes, which begin to develop in the early
childhood years, are composed of working memory (the ability to retain information
and use it), cognitive flexibility (shifting attention) and inhibitory control (the ability
to control impulses) (Center on the Developing Child at Harvard University, 2011).

The growth of these skills relies on the development of the prefrontal cortex and are
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sometimes described as neurocognitive skills. Although the development of EF
continues into the adolescent and early adult years, a substantial research base
suggests that the early childhood period may represent the most rapid growth in EF

skills (Center on the Developing Child at Harvard University, 2011).

Executive Function and School Readiness

In 2002 Clancy Blair proposed a neurobiological model of self-regulation
development and the implications for school readiness. The constructivist approach
lens suggests that the development of the prefrontal cortex executive thinking skills is
determined by experiences. In contrast the maturational view suggests that readiness
comes through gradual development of abilities that allow behaviors such as being
able to follow multiple-step instructions, avoid distractions and impulsive responses,
and adjust when instructions change (Blair, 2002). Certainly, there is a maturational
component to the view of readiness, but prior experience also has a large impact. For
example, Zelazo et al. (2017) asserts that the strong association between childhood
stress and lower levels of EF skill is reciprocal. Higher levels of stress in childhood
negatively impact EF development, and impaired EF in turn leads to more failures
and more stress. However, there is evidence that improved EF skills can protect
against the risk of academic failure associated with poverty and adversity. Efforts
targeting the improvement of EF skills in children from disadvantaged environments

may lead to beneficial changes in many domains of activity, including social
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relationships and these may lead, in turn, to further improvement in EF skill (Zelazo

etal.,, 2017).

By age three most children can organize themselves to complete tasks with
simple rules. They typically can demonstrate some inhibitory control by maintaining
focus for short periods. In contrast to the three-year-old mind, the child ready to enter
kindergarten is much more complex (Blair & Razza, 2007). Older preschoolers can
demonstrate problem solving by shifting from one rule in a game to another and
responding in appropriate ways to multi-step directions and requests from others
(Center for the Developing Child, 2011). While these skills are still emerging, they
enable children to acquire knowledge and to successfully participate in school as they

enter kindergarten.

The consensus in the literature is that self-regulation skills underlie school
readiness and executive function abilities are as important if not more so for early
success in school than is general intelligence (Blair & Raver, 2015). These underlying
skills are presumed to be critical for school readiness, both directly and indirectly.
First, they support the self-regulatory skills necessary for learning, such as persisting
during challenging tasks or resisting distraction. They also promote learning directly
by facilitating children’s capacity for information processing, problem solving, and
complex reasoning (Blair & Raver, 2015). Children need to first develop cognitive
executive functioning skills before they can integrate and apply them in context

through regulated behaviors and emotions (Blair, 2016). Researchers are especially
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invested in understanding the visible effects of young children’s executive function in
terms of their behavioral regulation and learning-related skills as well as the

contribution to school readiness and later academic achievement.

A study by Finders et al. (2019) called attention to disparities in academic
achievement reflected in executive function skills at kindergarten entry. Their
research examined the connections between individual executive function abilities at
school entry and the achievement gaps in kindergarten and third grade among
children from economically disadvantaged families. The study used data from the
Early Childhood Longitudinal Study Kindergarten cohort of 2010-2011 based on a
nationally representative sample of approximately 18,170 kindergarten children
collected during the 2010-2011 school year who were followed into the spring of
third grade during the 2013-2014 school year. The assessed EF skills consistently
explained kindergarten achievement gaps based on teacher and parent reports and
direct assessments, and a significant portion of third grade achievement gaps (Finders
et al., 2019). Results are significant because they highlight the contribution of
classroom self-regulation and individual executive function skills for school readiness
gaps in kindergarten among children from families with low socioeconomic status
and suggest that improving executive function abilities prior to school entry could be

effective for decreasing the initial achievement gaps.

Another significant study of pre-kindergarten children by Lonigan et al.

(2017) indicated significant associations between lower levels of self-regulation in
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preschool and higher levels of later externalizing problem behaviors in early
elementary. The data for this study came from 815 children who were part of a larger
study that evaluated the short-term impacts of preschool curriculum in preschools
serving high proportions of children at risk for academic difficulties due to poverty or
identified developmental delays (Lonigan et. al, 2017). The study examined how
preschool children’s self-regulation was related to children’s externalizing behaviors
two to four years later and the potential association between preschool children’s
language skills and later externalizing behaviors. Both teacher-reported and direct
assessments of self-regulation in preschool were associated with children’s
externalizing behaviors when children were in first through third grades. Measures of
self-regulation were related both to children’s general externalizing behaviors and to
variation in children’s attentional problems in elementary school. Their study also
found that children who scored lower on measures of language in preschool had
higher levels of parent-reported behavior problems in early elementary school
(Lonigan et. al, 2017). Their report argued that development of EF is dependent on
children’s ability to comprehend and integrate multiple sets of rules and that without
adequate development of language skills, children are unable to use private speech to
reflect on sets of rules and generate higher-order rules necessary for self-regulation
(Lonigan et. al, 2017). These correlations are an important example of language
development and early executive function skills impacting the behavior and learning

related skills necessary for foundational learning in school.
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Focusing on strengthening executive function skills in early education and
prevention programs may play a key role in reducing gaps in school readiness and
later achievement that separate disadvantaged children from their more advantaged
peers (Bierman and Torres, 2016). Efforts to improve the achievement gap between
low-income children and their more affluent peers has led to the development of
classroom interventions and preschool curriculum. Early childhood classrooms
include many shared learning experiences, where a child must engage with both
teachers and peers. Executive function skills allow children to adapt to the classroom
learning environments, engage in behaviors that facilitate academic achievement, and
successfully participate in social interactions. For young children, these
competencies are needed for successful participation in, and learning skills from,
early education programs (Center on the Developing Child at Harvard University,
2011). Blair (2016) argues for improving executive function skills in the early
childhood classrooms suggesting, “many experts consider the development of self-
regulation skills to be the most important objective of high-quality preschool in order
to help children focus attention, be emotionally expressive, not be impulsive, and to
engage in purposeful and meaningful interactions with caregivers and other children”
(Blair, 2016). Interventions during the preschool years appear to be especially
beneficial because executive function skills promote school readiness and set the
stage for the development of other behavior and cognitive processes. There are some
approaches in the research literature that demonstrate significant success across

multiple studies while others have failed to consistently lead to improved EF.
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Preschool Interventions

There is evidence that programs designed to boost preschool executive
functions have brought about some early achievement and lasting impacts. For
example, analyses of the effectiveness of the historic High/Scope Perry Preschool
Project, which focused on the promotion of active learning, planning, and executing
tasks showed lasting improvements in educational achievement and positive life
outcomes into adulthood (Fitzpatrick et al., 2013). These findings were based on a
relatively small study in the 1960s that included three and four-year old African
American children in Ypsilanti, Michigan who were deemed to be at risk of later
school failure based on family socioeconomic status (Besharov et al., 2020). While
the long-term benefits (such as participants being more likely to graduate from high
school and less likely to serve time in jail) were ground-breaking and continue to
offer lessons for early childhood practices today, the question that needs to be
examined is whether similar approaches can be implemented in today’s typical
preschool program. The positive results from the program stemmed from having
children attended 2.5-hour sessions for two years (ages 3 and 4) and taught by
certified public school teachers with at least a bachelor's degree. The average child-
teacher ratio was 6:1. The teachers also provided a weekly 1.5-hour home visit to
each mother and child, designed to involve the mother in the educational process and
help implement the preschool curriculum at home (Schweinhart et al., 1993). All of
this requires an adequate professional staff and ample funding, both of which are

consistently a challenge to obtain and sustain in early childhood education programs.
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Another impressive intervention program targeting self-regulation and school
readiness is the Chicago School Readiness Project (CSRP) which focused on
children’s social and emotional development and reduction of behavior problems.
Raver et al. (2011) conducted research on whether preschool children’s self-
regulatory skills could be the means through which such an intervention would
improve children’s preacademic outcomes (Raver et. al., 2011). CSRP intervention
trained teachers specifically in positive classroom-management skills and included
ongoing classroom-based and child-focused consultation with a professional mental
health consultant who supported teachers in the classrooms while they tried new
techniques. Another unique component of the project was that consultants conducted
stress reduction workshops throughout the school year to help teachers limit burnout.
The study of CSRP’s approach included 609 preschool children ages 3 and 4 in 35
Head Start classrooms. Children’s self-regulatory and preacademic skills were
collected individually from each child who was enrolled in the study in both
September and May. Analyses indicated large effects on reductions in problem
behavior and improved children’s self-regulation (as indexed by attention, impulse
control, and executive function) and academic skills with moderate to large effects.
The findings of this study suggest that an emotionally and behaviorally oriented
intervention can increase children’s learning opportunities, as evidenced by
participating children’s improvements in language and math skills relative to children
in the control group (Raver et al., 2011). The significant investment in the CSRP

intervention components such as training, coaching, and mental health consultation
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equaled improved school readiness for low-income children. While there is much to
be learned from this comprehensive approach, there are limitations to replicating the
resources made available to the classroom teachers especially for schools with few or

no clinical resources, limited staff support, budget constraints, or all these limitations.

A current curriculum model called Tools of the Mind (Tools), designed to
focus specifically on self-regulation and executive function in early childhood, has
been adopted for widespread use in classrooms throughout the United States, Canada,
and South America. Tools derives from Lev Vygotsky’s theories claiming that
children achieve their greatest self-control in play and that mature make-believe play
helps them to use skills such as planning, negotiating, and assuming different roles
(Bodrova & Leong, 2013). According to the curriculum developers, Tools is “inspired
by the word of Lev Vygotsky and his students, and at the same time, is rooted in
cutting edge neuropsychological research on the development of self-
regulation/executive functions in children”. Tools blends teacher-led support of early
literacy, mathematics, and science curriculum activities through child-directed and
“structured” sociodramatic play (Bodrova & Leong, 2019). Overall, Tools includes
over 60 activities that both target students’ self-regulation as well as their academic

skills.

Although Tools’ popularity in use has been consistently growing since
inception over twenty years ago and the developers have repeatedly hypothesized

gains for Tools students, the findings from evaluation studies are inconsistent (Baron
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et al., 2017). Baron et al., looked at six carefully selected studies all using cluster
randomized controlled trial designs. Results overall showed effect sizes in the
positive direction for Tools students, although those effect sizes did not reach
statistical significance across three out of the four outcomes. Assessor report-based
ratings of children’s self-regulation, task-based self-regulation indicators, and literacy
skills all showed insignificant positive results. By contrast, small but statistically
significant impacts were observed for improvements in math skill development

(Baron et al., 2017).

A study conducted in 2019 by Baron et al. specifically tested the aspects of
Tools focus on structured sociodramatic play that included analysis of the three
discrete curriculum activities. The first step in the Tools curriculum “play block™ is
formal planning where teachers work with a small group of children to plan their play
scenario. The next is teachers and children practicing the play scenario together with
the teacher modeling appropriate role behavior in the target scenario from the play
plan. The final step is acting out their play plans. If children deviate from their plan,
the teacher refers them to their plans to help them recover focus (Baron et al., 2019).
Their trial involved 1145 children in 80 classrooms in 59 schools in two
chronologically sequenced cohorts. Self-regulation assessment data were collected at
the beginning and end of the pre-K school year. Assessments then occurred in the
spring of children’s kindergarten and first-grade years. The play block unexpectedly
exhibited non-significant associations with the executive function construct and the

teacher-rated self-regulation for both cohorts. Tools not only failed to predict
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improved executive function, but instead resulted in lower executive function for
students in the second cohort (Baron et al., 2019). The authors offer one possible
explanation for these results arguing that the highly structured nature and constant
monitoring to make sure everyone follows the play rules does not foster self-
regulation. Many early childhood classrooms support make-believe play, Tools
attempts to formalize the play scenario to require children to write and adhere to plans
about their play. Baron et al. emphasized that “it is important to consider that these
findings do not pertain to the effectiveness of make-believe play in general but rather
only to the frequency and fidelity of make-believe play implementation in this Tools
curricular context” (Baron et al., 2019). The findings of these studies are significant
because they continue to tease apart the early childhood curriculum approaches to
find the aspects that may or may not produce meaningful improvements of self-
regulation and executive function development. The highly structured Tools of the
Mind approach may not be an affective play-based model but there is current research
demonstrating how different types of play, especially social play, predict or improve

executive function development.

Importance of Social Pretend Play

The research literature on the contribution of children’s social pretend play to
the development of executive function confirms a positive connection, particularly
when that play is child-directed. Child-directed play happens when children
spontaneously create groups and play according to their own interests without

external interventions (Gmitrova & Gmitrov, 2003). Sociocultural theory recognizes
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that play, especially pretend play involving imaginative or sociodramatic elements,
naturally support children’s learning and development and can help build executive
function skills (Blair & Diamond, 2008). Young children begin to seek each other out
for social play during the preschool years, many of them having their first experiences
with cooperative and shared imaginative play with peers. As Bierman and Torres
(2016) emphasized, it is through this play that young children learn self-control (e.g.,
taking turns and thinking before acting) and cognitive flexibility (e.g., role-playing

and considering the perspective of the other child) (Bierman and Torres, 2016).

Eggum-Wilkens et al. (2014) developed a study to determine the effect of
children's peer play on school readiness in relation to social and academic
competence. They believed that children who began kindergarten with a higher level
of social play skills would make the kindergarten transition more easily due to the
competencies acquired through social play (Eggum-Wilkens et al., 2014). Participants
included 264 Head Start preschoolers from 18 different classrooms in seven schools.
Peer play was classified as play involving verbal or physical activity with another
child or groups of children. The Interactive Peer Play Scale was used to assess
children on play interactions, disruptive behaviors, and nonparticipation in social
play. Children who exhibited higher levels of peer play in preschool were rated as
more school-ready by their kindergarten teachers with assessments showing that they
were better able to follow directions, self-regulate, and cooperate, and overall were
better prepared for the academic aspects of kindergarten (Eggum-Wilkens et al.,

2014).
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White et al. (2021) suggests that pretend play could be a fundamental
experience through which children develop EF abilities because it requires that
children follow shared rules of play within a given scenario. They learn to control
their impulses and cooperate to support the group goals (White et al., 2021). Like
Eggum-Wilkens’s study, White et al. (2021) investigated whether observations of
social and solitary pretend play throughout one preschool year predicted growth in
executive function in a low-income sample of preschoolers from 10 Head Start
classrooms. Data was collected during the fall and spring semesters of preschool
using multiple methods, including naturalistic observations of classroom behaviors
and standardized assessments. They found only social pretend play to be positively
associated with children’s EF gains across the school year and solitary pretense was
not associated with gains. According to the authors, children benefitted from the
social influences inherent in social pretend play such as the need to cooperate with
others to reach shared goals and to negotiate conflict (White et al., 2021). This study
provides another recommendation that supporting this type of play in early childhood

classrooms is beneficial.

Another recent study confirms the previous and goes on to correctly
hypothesize that pretend play in preschool would be positively associated with EF in
first grade and would even moderate a negative association between cumulative risk
and EF abilities (Thibodeau-Nielsen et al., 2019). The longitudinal study included
191 children and were distributed across 21 classrooms in 6 Head Start preschools.

Each preschool classroom included in the study utilized Creative Curriculum, a
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widely used educational approach in preschool classrooms that emphasizes hands-on
exploration of topics and materials largely inspired by childrens’ interests (Dodge et
al., 2016). The authors found that pretend play in preschool was positively associated
with EF outcomes and that children who were reported to engage in more social
pretend play = in preschool were likely to exhibit greater EF abilities two years later
compared to their peers who were reported to engage in lower levels of pretend play
in preschool. Another finding was that this type of play in preschool moderated the
likely relationship between cumulative risk in preschool and EF in first grade
(Thibodeau-Nielsen et al., 2019). The authors assert that their findings are in line with
the Vygotskian theory that pretend play is especially important for the development
of self-regulation in early childhood as “children inhibit the constraints of reality and
suppress individual desires in favor of group goals in their play” (Vygotsky, 1978;

Thibodeau-Nielsen et al., 2019).

The discussion about the importance of play in children’s executive function
development is an important one as the tension has increased with the emphasis on
academic-focused versus play-based curriculum (Wasik & Jacobi-Vessels, 2016).
While the benefit of this type of play is well documented, the pressure to get children
“ready for school” is squeezing the time for child-directed social play out of many
preschool classrooms. While several of the curriculum interventions mentioned
earlier in this review had some positive results, they were costly, had prescribed
activities, and required extensive teacher training and support. On the other hand,

using social pretend play is an intervention approach that early childhood teachers can
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incorporate easily within their routines. A line of inquiry that has emerged from the
literature is whether there are small, discrete teacher practices in the domain of EF
that can be used without the need for a more complete EF curriculum. What are some
of the specific teacher strategies and practices that can be identified, in the absence of

curriculum, that can directly improve children’s EF (Mattera et al., 2021)?

The Teacher’s Role

Understanding the importance of executive function development does not
automatically translate into supportive practices in the classroom according to
research by Moreno et al. (2017). In fact, connections to executive function in the
preschool classroom are often lacking (Moreno et al., 2017). Classrooms that show
the lowest scores on development of cognitive executive function skills are those that
focus on rote learning, have few opportunities for students to engage in analysis of
learning, and lack scaffolding (Moreno et al., 2017). Effective classrooms are those
that support regulated thinking, extend topics into conversation, pose thought
provoking questions, and make connections between new concepts and what a child

has previously learned (Moreno et al., 2017).

Like many aspects of development, children must learn how to engage in
more mature play from the adults or more capable peers. Dr. Sue Bredekamp, author
of the highly influential publication Developmentally Appropriate Practice in Early
Childhood Programs (2008), offers a basic framework asserting that teachers play

three key roles in supporting children’s sociodramatic play: observer, stage manager,
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and co-player (Bredekamp, 2004). The teacher’s role as the observer is to carefully
assess whether to intervene and to think about whether the involvement will interrupt
or support the play. The observer also recognizes and considers the individual
children who may need additional support to enter play scenarios. As stage manager
is important for creating the environment where the play can thrive. Teachers provide
time, space, props and the positive climate that allows for sustained social play. As
co-player, the teacher carefully involves themselves in the play, scaffolding language,
and intervening to support and extend the play. The most helpful teacher role involves
not directly instructing or explaining, but instead, modeling, demonstrating, guiding

as well as expanding and extending children’s language (Bredekamp, 2004).

Scaffolding Language Development

As a co-player, teachers have the important role of developing and extending
children’s language and content knowledge. This starts with what children know and
supports learning of new ideas and ways to discover the world around them, also
known as scaffolding (Wasik & Jacobi-Vessels 2017). In line with Vygotsky’s
theories, this type of social speech provides verbal guidance that advances a child’s
individual private speech that gradually becomes self-guiding inner speech. Self-
guiding inner speech leads to the formation of directed higher mental functions, along
with the neurological systems necessary for the executive functions (Smolucha &

Smolucha, 2021).
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Reilley & Downer (2019) studied the link between executive functioning and
language skills to children’s ability to regulate themselves in the preschool classroom.
Data was collected as part of an observational study of children’s experiences from
preschool through kindergarten in 15 public preschools and Head Start centers. Their
research is significant because although there is widespread evidence indicating that
these skillsets each facilitate young children’s regulation separately, this study
illustrated how they might work together. (Reilley & Downer, 2019). The main
finding was that not only is language directly related to the positive development of
regulation during preschool, but it is likely a protective factor specifically for children
who enter preschool with low executive functioning skills. The study also noted that
where higher levels of observed instructional support children were found to have
more gains in language development. Instructionally supportive strategies observed
included providing children verbal feed-back, frequently modeling rich language, and
using open-ended and follow-up questions to engage children’s development of

concepts (Reilley & Downer, 2019).

Wasik & Jocobi-Vessels’ (2017) paper gives specific instructions to teachers
for purposely supporting children’s play with language scaffolding. They stress the
importance of asking questions and providing meaningful feedback while
participating alongside children’s social play. This does not mean directing or making
judgement but rather talking about what the child is doing in play and making
connections between vocabulary and real-world applications (Wasik & Jocobi-

Vessels, 2017). Introducing and defining new vocabulary and using wait time to
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allow children the chance to make connections and express their thoughts are also
important teacher practices. All of this while allowing the children to choose the
direction of the play. These examples of scaffolding experiences help children
develop language and as a result their complex thinking (Wasik & Jocobi-Vessels,

2017).

Supportive Play Environments

The role of teacher as “stage manager” (Bredekamp, 2004) requires creating
environments and routines that allow executive function skills to develop. The study
by Fuhs et al. (2013) examined associations between specific environmental
characteristics and classroom processes with the gains in young children’s executive
function skills across a preschool year. They found that effective classroom
management, along with teacher’s emotional and instructional support, were all
associated with better self-regulation and academic engagement (Fuhs et al., 2013).
They focused on three sets of classroom processes: classroom emotional climate, the
proportion of observed time spent in learning opportunities, and quality of instruction.
The direct assessments and classroom observations collected data related to children’s
focus, working memory, and inhibitory control. The emotional climate of the
classrooms was characterized by teacher’s approving or disapproving behaviors,
teachers listening to children, and the emotional “tone” of the teacher. There were
positive associations between the classroom emotional climate and direct assessments
of children’s cognitive self-regulation. The results of this study support the idea that

teachers who communicate positively with children, who show more warmth and less
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often disapprove, create a classroom in which executive function skills are fostered
(Fuhs et al., 2013). The authors also conclude that classroom management is an
important factor. The amount teachers were able to focus on learning opportunities
and children were focused on activities are indicators of classrooms that are better
managed and organized. The positive findings suggest that teachers had activities
well-enough managed so that they could devote more time to engaging children in
learning and that the materials and activities in the classroom held children’s interest
and kept them engaged (Fuhs et al., 2013). The study illustrates that recognizing the
specific behaviors and details of creating positive, well-managed classroom
environments can help early childhood teachers better promote the development of

executive function skills.

Another recent large-scale study confirms that specific aspects of learning
environment support executive function development (Nietzel, 2018). Researchers
evaluated the relationship between aspects of program quality and child outcomes,
including preacademic skills and executive function. Classroom quality for children
ages 3 to 5 years is typically measured with two primary instruments: the Early
Childhood Environment Rating Scale-Revised (ECERS-3) and the Classroom
Assessment Scoring System Pre-K (CLASS Pre-K) which focuses on teacher-child
interactions (Nietzel, 2018). Both the ECERS-3 and CLASS Pre-K include items
focused on providing opportunities for children to engage in open-ended play
activities with peers. In this study, the ECERS-3 was administered in 944 classrooms

and CLASS Pre-K data collected in a subsample of these classrooms. With the
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ECERS-3, executive function growth was most closely related to the Learning
Opportunities subsection of the rating scale. Noteworthy is that this section includes a
dramatic play item that assesses the provision of open-ended play materials that allow
for children to engage socially with one another as they negotiate roles and
responsibilities within the context of play schemes (Nietzel, 2018). Within this item,
the authors have also included indicators related to the ways in which teachers engage
with young children and support the development of their play. All three domains of
the CLASS Pre-K (emotional support, classroom organization, and instructional
support) were associated with executive function growth. These findings offer
insights into specific items within these assessment tools that can be targeted to
improve specific skills, such as executive function. When instruction throughout the
daily routine children have more opportunities to practice using executive function
skills in different settings and activities. This study and the assessment tools used to
measure quality can provide a lens for teachers to recognize specific interactions and

environmental supports and set goals to improve practice.

Play-based games and activities

One final intervention approach widely discussed in the research literature is
the use of developmentally appropriate play-based games and activities as a means
for the “co-player” (Bredekamp, 2004) to provide an easy and fun way to help
children develop executive function skills (Mclelland et al., 2019). While games are

not a primary source of play and require the teacher to direct and monitor children’s
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involvement, they offer opportunity to practice some of the challenging aspects of
executive function and can fit within the normally occurring routines of an early
childhood classroom. One program that specifically targets the three behavioral
aspects of executive function skills is the Red Light, Purple Light (RLPL) circle time
games intervention. The intervention includes a series of music and movement games
where children must listen to and remember instructions (i.e., working memory),
attend to the group by watching the cues and switching from one rule to another (i.e.,
cognitive flexibility), and resist the inclination to engage inappropriately in an action
(i.e., inhibitory control) (Mclelland et al., 2019). Several recent studies have
demonstrated significant improvements in children’s skills after participation in
RLPL interventions. Schmitt et al. (2015) used a randomized control design to
evaluate the program impact with a sample of 276 children enrolled in 14 Head Start
classrooms and found that participation promoted stronger self-regulation skills
(Schmitt et al., 2015). Teacher ratings of self-regulation as well as direct measures
were used at the beginning and end of the preschool year. Duncan et al. (2018) found
similar results with their study of the RLPL intervention integration into a summer
kindergarten readiness program for children with no previous preschool experience
(Duncan et al., 2018). Their measurements demonstrated a significant effect on
children’s self-regulation skills at the end of the three-week intervention period along
with broader improvements in school readiness skills, including early math and
literacy skills compared with a control group participating in the summer readiness

program without the RLPL intervention (Duncan et al., 2018). While more research is
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needed, these initial studies highlight the potential for using circle time music and
movement games to practice executive function skills with an intervention that is
cost-effective, requiring minimal teacher training, and can be flexibly added to

preschool classroom routines (Mclelland et al., 2019).

Summary

Executive function refers to higher order cognitive skills that allow children to
control their behaviors, thoughts, and emotions. These skills develop rapidly between
3 and 6 years of age (Blair, 2017). Neurobiological models suggest that executive
function skills are malleable, are determined by experiences, and that there are
sensitive periods of brain development in early childhood (Blair, 2002; Center for
Developing Child, 2011). There is increasing awareness of the importance of
executive function skills for school-readiness, classroom behavior, and academic
success. Children who begin school with less developed skills are at risk of struggling
socially and academically (Diamond, 2016). There is growing evidence that this
important skill set is responsive to intervention, therefore, can be improved.
Questions remain about effective and sustainable approaches to curriculum
intervention and the specific teacher practices that support EF skill improvement
(Mattera et al., 2019). Research recognizes that high-quality early childhood
programs have the potential to provide the basis and support for developing essential

skills prior to kindergarten entry.
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A promising approach with positive outcomes is achieved through the
teacher’s intentional support of play. Social play helps children use and practice key
skills that support executive function development. This is in line with Vygotsky’s
theories recognize the enormous influence that social play and scaffolding have on
young children’s development of self-regulated behaviors (1978). Early childhood
teachers are observers, stage-managers, and co-players (Bredekamp, 2004). They
strengthen children’s executive function skills by listening carefully, entering play
thoughtfully, scaffolding children’s language and problem-solving, creating
supportive play environments, and providing developmentally appropriate activities
to practice challenging self-regulation skills that fit within the normally occurring

routines of an early childhood classroom.

Conclusion

Although some of the interventions reviewed in the literature showed
significant positive effects, they required extensive time and money and may not be
easily replicated without those same resources. Also, many of the larger
comprehensive programs did not specifically target executive function making it
challenging to untangle which components relate directly to the outcomes. Some of
the curriculum approaches did not demonstrate consistent improvements for
participating children and even had negative long-term results. The need for more

research specific to early childhood education practices is apparent.
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Most importantly educators should become aware that executive functions
control self-regulated behavior, and that by first understanding those functions can
help young children strengthen those skills. Learning about how to effectively support
children’s social play through interactions, routines, and environment are also key to

creating classrooms that foster this development.
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Chapter Three: Project Description
Introduction

Executive function refers to the specialized cognitive skills working together
to help children regulate, recall, plan actions and are a predictor of school readiness.
Many young children begin kindergarten with challenges related to these skills often
leading to challenging behavior, difficulties sustaining attention, and problems with
following directions (Wenz-Gross et al., 2018). Early childhood educators can
strengthen these foundational skills during the critical period of brain development
responsible for executive function and self-regulation. Research demonstrates that
when children develop these skills early, they gain the foundations necessary for
school readiness including cooperating with others, handling stress, attending to and

following directions, and problem-solving (Allee-Herndon & Roberts, 2019).

Preschool is an ideal time to implement supportive environments, curriculum,
and interventions. Research demonstrates that strategies and key features within early
learning environments in these early years can help facilitate children’s successful
kindergarten entry and long-term success in school (Lonigan et al., 2105). Preschool
teachers can become better equipped to do this if they can have the professional

training and resources necessary to increase awareness and build capacity.

This chapter includes the details of the project components including a
description of the local context of the Leelanau Children’s Center, the rationale for

the project and the steps leading to the conception. The section dedicated to the
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elements of the project will describe the items in the appendices including the
contents of the handbook, the workshop outline, and the tools for evaluation. Next
will be the details of the project evaluation and the chapter will finish with the

conclusions and the plans for implementation.

Project Components

Description of local context: This project is specifically designed for the
preschool teachers at the Leelanau Children’s Center (LCC) in Leland, Michigan. The
center is a community based organization located in a small town in rural, northern
Michigan. It is a private, non-profit center-based preschool and childcare program
that has been in operation since 1976. While some families live in the town of Leland,
the Leelanau Children’s Center serves children from throughout the county. Some
children are transported by local school district bussing, which includes a large rural
area in Leelanau County. Some children are transported by their families from outside
of the school district. The demographics for each school year vary slightly, but
typically in line with the countywide percentages. According to Kids Count (2020),
the Leelanau County population is constituted by 80% white, 10% Hispanic, 5%
American Indian, 3% Black and 2% other ethnicity backgrounds. The poverty rate for
Leelanau County was 33% in 2018. The program is funded through private pay
tuition, public donations, and the Michigan Department of Education’s Great Start
Readiness Program (GSRP). Fifty per cent of the 4-year-old children in the program

qualify for GSRP based on income and an additional 25% qualify based on qualifying
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life factors. These children attend tuition-free for 4 full days per week. The Leelanau
Children’s Center is a play-based educational program, and the classrooms are multi-
aged with children ages 30 months up to kindergarten entry. The Creative Curriculum
along with the Teaching Strategies GOLD for child assessment help guide the
planning for children. The handbook for this project is designed to be a supplement to

accompany these models.

Each classroom is taught by a team of two teachers with a ratio of 1 adult for
every 7 children. All teachers have early childhood education credentials; 15% with
early childhood master’s degrees, 30% with bachelor’s degrees in early childhood
education, 30% with K-8 teaching certification with early childhood endorsement,

and 25% with a child development associates.

Obijectives: The handbook designed for this project provides a resource for
preschool teachers to learn about the importance of executive function and classroom
strategies and activities to strengthen the associated skill development. As the
pressure for more academics in preschool mounts, it is increasingly more important
for teachers to understand and preserve play-based learning environments and the
nuanced skills necessary to support children’s development through play. The
practices and strategies that are selected for the handbook can be used by teachers in
the regularly occurring curriculum, routines, and environments. The follow up
observations and evaluations with teachers will give continuing opportunities to

reflect and improve their teaching skills.
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Rationale: According to the 2019 Michigan Department of Education’s
Kindergarten Entry Observation data report only 42% of incoming kindergarten
children in LCC’s region were at the demonstrating level on the State’s readiness
assessment. The lowest scores were in the domains most related to executive function
skills such as concentrating, following direction, approaching new tasks, and
expressing and responding to emotions. How to address this deficit is an ongoing
discussion amongst regional educators and leaders. The need for this project was first
identified during an interview with the regional Intermediate School District’s early
childhood director. As we discussed the increasing focus on school readiness in the
region and the threat that the underlying development needs of young children would
not be recognized as essential, it became clear that more education for our preschool
teachers on the topic was necessary. | continued the development of the project
concept after discussions with local kindergarten teachers from surrounding school
districts about the skills they find to be most beneficial for kindergarten entry. The
preschool teachers at the Leelanau Children’s Center also identified challenges with
children in their classrooms related to executive function and self-regulation skills as
well as the pressure to help develop school readiness skills and at the same time

preserve a play-based approach to learning.

The interest to provide teachers developmentally appropriate strategies for
was supported through the research for this project. Different curriculum approaches,
assessment tools, and theories of development were examined in the research

literature to select the contents of the project. The handbook design includes the
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strategies found to improve EF and self-regulation development in a play-based
context. The handbook also reviews quality assessment tools that can help set the
stage and assess classroom environment and teacher-child interactions. While this
project is designed with the LCC program teachers in mind, it is also meant to help
address the needs of the greater early childhood education community. The rationale
for this project is that building the capacities of teachers for strengthening executive

function skills in preschool can have lasting impact.

Project elements: The project includes a workshop for teachers which
introduces the topic, gives an overview of the handbook contents, and opens a
dialogue with teachers on their observations and reflections. The handbook is found
in appendix A and includes description of strategies to use during child-led play,
activities for teacher-directed play, and details about child observation and
assessment related to EF and self-regulation. Appendix B contains the presentation
slides that outline the contents of the handbook and prompt discussion points for the
workshop. The final items are the tools for the project evaluation including the
dimensions of the observation-based assessment tool for teachers and the form to be

completed with teachers during meeting times (Appendix C).
Project Evaluation

The effectiveness of the project will be evaluated using an individual child
observational assessment tool, Teaching Strategies GOLD, to examine children’s
development in EF and self-regulation areas. The benefits of the project will be

identified by watching the progression children make in these areas of development
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throughout the year. Individual child assessments will be conducted and individual
reports as well as whole classroom reports will be reviewed and discussed in October,
February, and May. The project will be successful if 100% of the teachers are able to
employ strategies to improve individual children’s executive function skills. This will
be indicated by each child in their classroom moving closer to or reaching the widely
held expectations of their age group as shown in the color bands on the GOLD
assessment. Teachers will also have CLASS (Classroom Assessment Scoring System)
observations in their classrooms in the Fall and again in the Spring. This tool focuses
on the effectiveness of classroom interactions among teachers and children. Quality
daily interactions as outlined in the project can be measured through the initial scores
on the CLASS with the goal of seeing improvement on the subsequent observation. |
will meet with teachers after the first observation to review scores, support self-
evaluation, provide a platform for goal setting, and look to the project handbook with
them for supporting strategies. Scores on the CLASS will indicate success when
teachers improve their scores either from the low to middle range or from the middle

range to the high range on the second observation.

Project Conclusions

Research evidence indicates that skills such as self-regulation, prosocial
behavior, and healthy executive function are equally if not more important than
academic skills in predicting school readiness and long-term positive school
outcomes. However, many young children begin school with greater than normal

challenges with these foundational skills. Neurobiological models suggest that
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executive function skills are malleable, are determined by experiences, and that there
are sensitive periods of brain development in early childhood (Blair, 2002; Center for
Developing Child, 2011). Early childhood teachers and classrooms can play an
essential role in improving and strengthening executive function during this critical
time. Vygotsky’s theory also supports the enormous influence and importance of
social play and teacher scaffolding for the development of self-regulated behavior
(Vygotsky, 1978). These theories together support the argument for early intervention
in environments where children can interact with peers with support from informed

educators.

Studies do not indicate there is one successful comprehensive curriculum
approach in addressing the need for improving executive function skills before
kindergarten. Teachers and administrators therefore need to sort out and select the
strategies and practices that have been effective in helping children. Informing
teachers of the most beneficial strategies and practices gives them the power to
improve the learning trajectory for the young children in their classrooms. Executive
function and self-regulation skills can be most improved through having teachers who
understand the why and how of supporting the development. Many of the strategies
are meant to take place during child led play and potential challenges may exist for
classrooms that have little time for this type of play or for teachers to fully engage as
opportunities are presented. However, the kernels of information in handbook can be

integrated into existing classroom curriculum.
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Major areas identified in the research for this project include improving
teacher-child interactions, improving classroom climates and environment, and using
social play as a central context for learning. Research indicated that higher scores on
all domains of the CLASS Pre-K, which focuses on both teacher-child interactions
and classroom climate, were found to positively impact executive function and self-
regulation (Nietzel, 2018). The CLASS Pre-K include items focused on providing
opportunities for children to engage in open-ended play activities with peers and the
teacher’s role in fostering learning during interactions. The research on the
contribution of children’s social pretend play also confirms a positive connection,
particularly when that play is child-directed and includes teacher’s scaffolding and
intentional support of children’s language development (Mattera et al., 2021).
Another recent highlight in the research that informed this project is the use of play-
based movement games to introduce and practice executive function skills (Mclelland

et al., 2019).

Researchers have been attempting to tease out the specific key specific aspects
of interventions that are most effective in supporting the early executive function
skills in early childhood classrooms, especially those that may lead to a decrease in
school readiness gaps. However more research is necessary to help pinpoint which
individual teaching behaviors and curriculum components that consistently work and
how to effectively measure the EF and self-regulation of children in various preschool

environments.
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Plans for Implementation

The handbook will be useful for early childhood professionals working with
groups of young children primarily in a classroom setting. The first plan for
implementation is to conduct a workshop with teachers at the Leelanau Children’s
Center prior to the next school year during a preservice professional development day
planned for November 2022. The workshop will be submitted to the Michigan
training registry for approval prior to and teachers can receive official training hours.
Teachers will receive the handbook as part of the workshop. Teachers will also
receive classroom reports generated through Teaching Strategies GOLD, an
observation-based child assessment tool, that will highlight the specific areas of
development related to EF and self-regulation. Teachers complete assessment
checkpoints three times per year at LCC, including the initial one in late October and
the data will be available to look at. GOLD reports will be looked at and discussed
with teaching teams after each checkpoint to look for progress and challenges in
executive function development. The next step is to conduct observations in each of
the classrooms at LCC using the CLASS during the months of November and
December. The observations will be followed by meeting with each teaching team to
discuss observations and potential for improvement. The observations and
assessments will be repeated in the spring with team teacher meetings in between to

reflect and set goals.
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What is Executive Function?

Executive Function (EF) refers to the specialized cognitive skills, primarily in the
frontal lobe of the brain which work together to regulate, recall, and plan actions.
These skills help a child remember and follow multiple-step instructions; avoid
distractions and impulsive responses; adjust when rules or instructions change; keep
trying after an initial failure.

Self-Regulation is the ability to integrate the aspects of executive function into
behavior. It is the act of managing thoughts and feelings to enable goal-directed
actions. For instance, finding ways to cope with strong feelings, learning to focus and
shift attention, and successfully controlling behaviors required to get along with others.

Executive function and self-regulation skills depend on three types of brain
function: working memory, mental flexibility, and inhibitory control. These functions
are highly interrelated, and the successful application of executive function skills
requires them to operate in coordination with each other.

Table 1. What Executive Function Looks Like in Early Childhood

Working Memory

Inhibitory Control

Cognitive Flexibility

Take the perspective of others (e.g.,
understands why another child is
upset when their toy is taken by a
peer)

Follow directions with multiple steps
independently (e.g., “After you
throw your garbage away, you can
go to the bathroom and get your
coat to go outside.”)

Keep in mind what they have done
and what needs to be done next
(e.g., hangs up coat then knows to
go into the classroom and find
something to do)

Answers questions appropriately
when asked

Stays on topic during a conversation
Has mastered routines throughout
the day (e.g., knows what to do
after lunch is over, knows process
of packing up at the end of the day)
Gets back on task if interrupted

Can delay gratification (e.g., waiting
for turn, raise hand to speak at
circle rather than blurting out)
Controls frustration (e.g., manages
emotions appropriately when block
tower falls to the ground)

Comply with demands even when
they don't want to (e.g., child
doesn’t want to go to small group,
child wants different book read at
group time)

Demonstrates persistence with more
challenging tasks

® (an shift actions according to
changing rules (e.g., in dramatic
play when the play scheme
shifts, adapts to peer wanting to
build something else with blocks)

® Adjust behavior to the demands of
different situations (e.g., outside vs.
circle, free play vs. small group)

(Center on the Developing Child, 2014; Galinsky, 2010)

Just as an air traffic control system at a busy airport safely manages the arrivals and
departures of many aircraft on multiple runways, the brain needs this skill set to filter
distractions, prioritize tasks, set and achieve goals, and control impulses.

A great resource for more on defining EF:

Center for the Developing Child - Executive Function Key Concepts



https://developingchild.harvard.edu/science/key-concepts/executive-function/

63

Why is it important?

Concrete skills:
Letters

Sounds

Numbers

(“School Readiness”)

Underlying skills:
Broad vocabulary

Interest in language
Curiosity
Persistence

Attentiveness
Incidental learning
Drive to learn
Predictability
Memory

Self control

The “tip of the iceberg” theory from Dale Farran, Department of Teaching
and Learning, Vanderbilt University

The handbook is divided into four categories based on teacher’s role in children’s
play. The roles consist of the 1) teacher as the observer, 2) the stage manager, 3)
the co-player, and 4) play leader.

Teacher as Observer

Teachers must observe carefully to determine whether, when, how, and with whom to
intervene. Through observing children’s play, teachers can gather information about
children’s interests, strengths, and challenges.
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Using Teaching Strategies GOLD to carefully observe and assess individual
children’s development specific to the Executive Function and Self-Regulation
domains. After each checkpoint it is important to create the reports for these
areas to identify children who you may need to focus on and make individual
plans of support

(Widely held expectation color bands =PreK age 3 — Green, PreK age 4 — Blue, Kindergarten — Purple)

Regulates own emotions and behaviors

a. Manages feelings
Not¥et = 1 2 a 3 8 10 u | 12
Uses adult support to Comforts self Is able to look ata i Controls strong Manages strong | Demanstrates i
calm self seaking out special situation differently or - emotions in an emotions using known ience with personal |
+ Calme selfwhen object or person pprop manner strategies limitations; controls  :
touched gently, patted i+ Gets taddy baar from « When the Black area is most of the time + Whan fesiing feelings based on how

mass

hears a soathing vaice

+ Turns away from sourca
of overstimulation and
cries but iz soothed by
being picked Lp

d, rocked, or

cubty when upset
+ Sits next to favorite aduit
when s

full, looks to see what

other areas are available :

+ Scomls and says. |
didin't gat to paint this
morning. Pauzes and
adds, " have an idea
can paint after snack.

« Asserts, “I'm mad. You're

not sharing the blocks!”
+ Says,"I'm so ewcited!
We'ra going to the 200

taday!”" while jumping up |

and down

averwhelmed, talks
with teacher 2bout a
plan for completing an
assignment

+ Finds a guiet place inthe
classroom to read after
adisagreement with a
friend

+ Talks to 3 friend about
being reprimanded by
the teacher

they will affect others

- Srmiles and says, “thank |
you"for agift, and then ;
atertelsanadult,'l |
already read that boak, |
and I didn'tiike it ;

b. Follows limits and

Mot et 1

expectations

* Touche:

watar when adult smile:
encouragingly

s the puddle of

| - Cleans up whenmusic

i= played
- Goesta restareawhan
lights are dimmed

- Listans atfantively toa
guest speaker

+ When playing ablack
balancing game, says,
“You have to sit back
whenit's notyour furn
so the table doesn't ge
bumped”

2 4 6 8 10 in 12
Responds to changes in Accepts redirection | Manages classroom Applies basic rules Understands and Demonstrates an
an adult's tone of voice from adults © rules, routines, and in new but similar explains reasons for understanding of the
and expression : Moves o th - . transitions with s rules big rule” concepts
e | + Maves Lo the sand L4l | occasional reminders - " ] of safety, kindness,

+ Looks when adult speaks | ! + Walks and uses a quist + Explairs why running " nd care

n a soothing voic i * Indicates that anly four woic in the ibrary n the gym is safe but Tar the objacts and
. < araicus if voio persans may play at the « Runsand shouts when on running in the hallway materials in the

are loud or uniamiliar wialsr tabis a field trip to the park s ot environme:

+ Asks to stand on a
chair to reach 3 high
shelf, and says it's safe
because the chair i
sturdy

+ Suggests organizing a
book drive after hearing £
about afireatanearby |

ementary school’s ¢
ibrary




Participates cooperatively and constructively in group situations
a. Balances needs and rights of self and others
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+ Gives another child a ball
when asked

+ Makes rcom on the sofa
for achild who wants to
lock at the book with him

child at the water
fountain

+ Bays, "It's your turn now;
the timeris up”

+ Gives another child the
gold marker to use but
asks to use it again when
the cther child is done

* Irwites another child to
pull the wagon with her

ways

+ Maoves to make space for
someone else to work at
the table

« Pays attention to group
discussions, values the
ideas of others, and
contributes own ideas in
arespectful manner

« Says, “Let's spit up the

+ Disagrees with another

* Works with a partner to

MotYet - 1 2 4 ] 7 g 9 10 1 12 13
Responds appropriately Takes turns Initiates the sharing Cooperates and shares C
‘to others' expressions + Waits behind another ‘of materials in the ideas and materials projects with other self-assessment of role
of wants classroom and outdoors in socially acceptable children in group work

questions and take turns.
using the book to find
the answers”

child by saying, *I don't
think that's the right
answer. Let's see if we
can figura it out”

complete a project about
Egypt by dividing the
research and writing

+ Says. "l didn't doas
much work an this as
Connor did. He worked
really hard”

« Completes a written
self-assessment after a
group science project

10 ui 12 13

+ Gets quiet and locks

diowm when ancther child

pushes har

warited bo wear

« Calls for the teacher
when ancther child grabs
the molding dough at the
same time he doas

+ Says. “Let's maka a sign
tokeep people from
kicking our sand castle
like we didin the Block
arsa’

» Asks teacher to make
awaiting list to use the
rew toy

ruler, will you let me use
the hole-punch?”

+ Responds, "Hay, [ know!
“fou tec can be the
drivers to deliver the
pirza”

NotYet @ 1 2 4 ] a
Expresses feelings Seeks adult help to social Seeks conflict i Considers multiple
during a conflict resolve social problems social problems problems through resolutions based on - viewpoints when
+ Screams when anothar + Goes to adult crying * Says, “You ride around m‘:;“‘!i“‘“““ and I‘;,"le m.ﬁb;:;t:n:‘? H solving conflicts
childtouches his when somacne takes the track one time, then re + Thinks about each
crackers the princess drass she Il take a turn” + Bays,"If | let you use the person's fealings

« Says,"I'll let you keap
the best bracelet | made
today in art since you
gave me my favorite
swing on the playground”

+ Says “Maybe we should
play adifferent game for
now hecause | told Henry
and Myra we wouldn't
start playing tag until
they are ready. | don't
wiant them to be mad
at me”

and wants when

solving a problem
: + Asks friend

to explain his

viewpoint before

charing a salution

o

Mot et : 1

Regulates own emotions and behaviors

Takes care of own needs appropriately

2 4 & 3 10 1 12
Indicates needs and Seeks to do things Demonstrates Takes responsibility for Practices skills to Accurately identifies
nts; participates as for self confidence in meeting own well-being reach desired level of own strengths and
adult attends to needs + dszarts own needs by own needs + Completes chosen task e “msm"l{s:e";'_
+ Cries to show pointing, gesturing, or * Washes hands and uses - paTY + Bays, “I'm going to H
discomfort, hunger, ar talking towal to di i :}i:ts turn to ga down practice riding my biks :::'::;2‘ Lo
tirecinees + Holds hands under faucet + Stays involved in activity © + Creates a“Dao not touch® every day so | can ride personal goals

+ Opens mouth when food
is offered

* Raises knees to chest
wihen on back for diaper
changing

* Pulls off own socks.

+ Raizas arms while being
lifted out of buggy

and waits for adult to tumn :

onwater

+ Tries to zip jacket but
throws to ground in
frustration

+ Atternpts to clean up toys

of choice

* Uses materials,
utensils. and brushes
appropriatehy

itup
* Puts away toys

* Modunteers to feed
the fish

+ Takes off coat and hangs ©

sign for construction

« Tells why some foods are
good for you

« Takes care of personal
belorgings

‘with rmy big brother”

* Re-ties shoes when first
atternpt results in lacas
that are toc loose

+ Writes poetry both at
school and at home,
claiming, “Tha more
write, the batter | get”

« After watching another
child play basketball,
says, "I'mnot good at
basketball. I'm better at
sOCCer”

« Completes self
assessment of math
skills, checking off the
ability to count by 25, 55
10s, 20s, and 100s but
not by &5 or 125

+ Bats a goal for the
amount of money to
collect for the local
animal shelter fundraisel
and then solicits
donations




Establishes and sustains positive relationships

b. Responds to emotional cues

66

2 3 4 5 [ 7 3 P9 10 1 12
Reacts to others’ Demonstrates concern Identifies basic Recognizes that Recognizes that people Uses situational
- emotional expressions about the feelings of emotional reactions of others’ feelings about Can experience more context and past
! . Cries when hears an others others and their causes a situation might be than one emotion at the experiences when
© adult use an angry tone + Brings a crying child's accul figaraask from hin oum e I'::n.m':ﬁm Ml
of woice blanket to him + Bays. “She's happy + Zays, | like riding fast + Talks about a book mc"s“ ’%ﬁ“h
ER-— . 0 because her brother is on the tril ut Tim character wha is excited
H i?érg.'": gzi;‘gr;;i?:gm ;{;ﬁ‘a chilhwho fel here”"He's sad because doesn’t” and worried about going determine response

i+ Moves to adult while
watching another child

« Gets an adult to assist a
«child who needs help

his toy broke”
+ Matches a picture of a

+ Shows Meir a pictura of
adinosaur but doesn't

to 2 new schoal
* Says, “When | broke my

*« Remembers thata
friend prefers to be left

happy face with achild show it to Lucy because leg, | was really sad about alone whenupset and
hevea tantrum getting a present or a sad he remembers that she's it, but | was super excitad waits to be approached
face with apicture of a afraid of dinosaurs o have everybody sign before talking to her
«child dropping the banana iy cast!” + Whanaclassmate is
shewas eating

* Says, "l think Brian is
dizappainted that he
didr't get the role of the
pirate in the play, but

thirk he's still happy
about playing one of the
shipmates”

embarrassad about not
knowing the answer to
ahomework guestion,
says discreathy, |
figurad out the answer.
Do you want me to tall
you?”

* Netices someane alone
on the playground and
invites her to play

Establishes and sustains positive relationships
c. Interacts with peers

Motyet © 1 : 2 3 4 15 & 1] 8 i 9 10 1 12 13
Plays near other Uses successful - Initiates, joins in, Interacts coo) Works with a group Fluidly alternates
- children; uses similar strategies for entering - and sustains positive in groups of four or five toward a shared goal; the roles of
° materials or actions Eroups ° interactions with a children participates in group leader and follower in
) ) ) H Il group of two to I games with rules order to sustain play
+ Sits naxt to child playing + Watches what ot smal « Takes turns baing “it’
aninstrument S vt are doing To three children

|« Imitates other children
building with blocks

+ Locks at other child's
painting and chooses the
same color

children are doing for a
few minutes and then
contributes an idea

+ Azks, “Can | run with
you?”

+ Spes group pretending
to ride abus and says,
“Let's go to the zoo on
thebus”

+ Enters easily into
ongoing group play and
plays cooperatively

during tag game on the
playground

* Invites multiple peers to
joininplay

+ As amember of a group,
decides on a board game
and compromises in
order to make the game
go smoothiby

« On the playground,
collects treasura”
and builds a snow fort
arourd it, with a small
group of children taking
turns as guards, builders,
and treasure seekers

+ When preparing for a
soccergame. says, “I'm |
going tobethe goalie”
but later changes
positions when a
teammate asks to be
the goalie

+ Says, "You got to be
the choreographer
yesterday. [ want a tum
today”
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Listens to and understands increasingly complex language
a. Comprehends language

NotYet = 1 - 2 al 4 5 5 2 8

i i 10 12 14 15
- Shows an interest in - Identifies familiar - Responds - Responds Checks for Demonstrates Uses knowledge from:
the speech of others people, animals, pp i to understanding of to explain
« Tums head toward © and objects when H to specific © complex of topic by ideas and opinions
onls whoars - prompted H and H orally by asking asking clarifying about the topic;
E:ki?'\g + Picks up cup when simple statements, - wocabulary, and questions and questions and by explains the main
H : " H questions, and - stories, asking making comments; recounting details idea when presented
+ Recognizes familiar i as&e?q. Whare's your ! stories . qguestions when demonstrates from or with
woice befora the HE H + Finds his favarite © needed; offers understanding of other information in a variety of
adult enters the : + Goestosinkwhen © - opposites for the differences presented formats;
room i told to wash hands i 's"t'és,t';ég:_ﬂ_‘zn wverbs and orally; indicates uses context
+ Locks at favorite toy ¢« Touches body parts ¢ ask;d werbs and adjectives; adjectives that are differences to understand
whan adult labels ¢ while singing “Head, : X . the similar; between closely literal and non-
and points to it Shoulders, Knees, * Listens to friend . difference between uses context clues related verbs literal meanings;
f  andToes H tell about cut finger : similar action verbs {e.g.. known words, and the
N E:I_S:EDHJS toown I ! and then goes. L Arewers facial difference between
| Paywmagta | | Fpreoseyuner || BTy [ ] oo describe states of
i i Band-Aid" | asad, Howdoyon of unknown words or _ using context clues mind or degrees of
H H + Responds using | moveifithad square phrases from grade- i from grade-level certainty (e.g.. might,
1 . gesturesto . Mt level material material must, will)
H H g?t’nhgatﬁ::el:;::z: { . Builds on classmates’ * Watches a webcast + Following 2 + After watching a

discussion of the.
weather, writes.

of a famous speech
and then asks

video, answers

ideas about how to . .
questions conceming

fix @ broken wagon

H H and asks questions questions about the a story with a the main idea about
inorder to better content during class classmate, and how robots are

H H  Understand plans discussion says, "Since it's used and offers

H H ! y . a sunny day, we supporting details;

i i i " Acts out the life cycle :II:‘sesﬁa‘toeaces:ribe should write that asks questions

of a butterfly after
the teacher reads a
story about it and
demonstrates sip.
drink, and siurp to

the sun is dazzling”
+ Listens to a tour

guide explain a

mural on a city

about robots during
discussion and
elaborates on othars’
understanding of the
topic

a fossil he found;
asks and answers
questions about the
fossilin afollow-up

H H i show how a butterfly comversation building and asks
Bats « Listens to another guestions about + When listening to
H H H child explainwhy some of the imagas aclassmate read,

|+ Playsa“hot, cold”

and the issues they comments that the

sha used so many

H H game by giving and i inting | reprasent; later phrase had a ball
e jars in her paint ; later,

H H H fD_Itlm;‘r@ d"l'_;c‘r'_:""s ;?‘d:r:a;‘r; to ‘ﬁ:;‘,‘mg £ shares the ideas means they had 2

i i i W'd dZ_WD = fiot {eacher, "This one in the mural with great time

H i ; ande has 50 many colors apeer + After listening to

H H Mine locks kind of the teacher read

H H H plain, but | can add amystery, says,

“I suspected the
mailman committed
the crime, but Luis
believed it was the
iifaguard”

s0Mme more paint to
make it look exciting.

[ ¥ ¥
P i i

Listens to and understands increasingly complex language
b. Follows directions

Mot¥et | 1 | 2 3! a 5 [3

7 8 9 10 n
Responds to simple verbal Follows simple requests not Follows directions of two Follows detailed, Asks for clarification
requests accompanied by H instructional, multistep in order to understand

‘accompanied by gestures © or more steps that relate

gestures or tone of voice © Throws trash in can when . to familiar objects and directions complex directions; carries
* Waves whan mother says, asked, “Will you please throw e « Folkows instructions for :;)'(t:::“nm R B

+ Washes and dries hands after

“Wave bya-tye” as she waves
her hand
« Cowers eyas when adult
prompts, “Wheeeera's Lucy?”
* Dirops tow when teacher
axtends hand and says,
“Flease give it to me.”

this away?”

+ Puts the balls in the basket
when todd, “Put all the balls in
tha basket, pleasa”

+ Goes to cubby whan teacher
says,"It's time to put coats on
to go outside”

being reminded about the
hand-washing sequence

+ Completes a sequance of
tasks, “Get the bock bin and

put it onthe table. Then bring |

the paper and crayans”

navigating a new computer
program

« Follows teacher’s guidanca: “To
faad tha fish, open the jar and
sprinkle a pinch of food on the
water. Then put the lid on the
jarand put it back on tha shelf,
please”

* Follows the steps to setup
and play a new board game




Uses language to express thoughts and needs
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a. Uses an expanding exp y
Mot Yet @ 1 2 3: 4 : 5 3] & n 12 14
Vocalizes and ° Mames familiar Describes and tells Incorporates Incorporates new Incorporates new
- gestures to . people, animals, - the use of many new, less familiar, gradh fgrade-approp
* communicate and objects familiar items * or technical words (acquired words (acquired
+ Coos and squeals H Says, “Mana;” whan H + When making r:m'd:s{;f::?:“ conversations); through texts and through .“n‘se
when happy Era"“"'.“’“hi" Eﬁ”fa‘.‘etshsz'g:- . * conversations) clearly describes uses several conversational and
« Cries after trying 1 oomesimote 4 e e in everyday and explains events, descriptive words academic words and
several times to get ream with"i‘f. @ 2ee conversations; ideas, and feelings to relay detailed phrases; comrectly
toy just out of reach i +Mamesthecow, . correctly uses new using relevant and specific uses abstract nouns
« Waves hands in ! horse, chickan, pig. ! + Responds, “We usad . meanings for familia details information + Says, | went to
front of face to push i sneem ar;?‘gnat el | the blgs rfﬁ ur me"‘i [ i + Describes tothe + Changes the my sister's dance
away spoon during a tsl:»‘eetrip to ”.E";}:rrl‘.n m;:r itl?' codidgs + Ises a communication : tzacher howto play santence from “The recital. She was
feeding { : . device to sy, "My bird £ the game he learned cat was sleeping” really nervous, so
+ Iseshand gestures. went fothe vet. Hehas | inspesch class to “The gigantic, gave herlots of

to sign or indicate
“mare”

adisease.He's kosing
his feathers” Arswears
more questions about
the birdwhen asked

+ After hearing the
word in a story, says,
“I'm et sure | can
put it together. 1t's
complicated. What do
you think?”

+ When waiting in line
during ajump rope
actwity, says. “That's
funmy. We're waiting
for our tum to tum the
rope;

earlier that day

+ Takes a new student
to the listening
center and shows
him how to usa the
equipment: explains
the procedure for
Signing in

orange cat was
|azily sleeping on
the windowsill”

+ When racounting
an everit, includes
details that halp the
listener visualize
tha experience

encouragement.”

+ Gives a persuasive
speach about the
arts in school after
reading a news
story that presented
two sides of the
argument

+ Writes a poemn,
andthenuses a
thesaurus to revise
word choice and
enhance meaning

Uses appropriate conversational and other communication skills

a. Engages in conversations
2 3 4 6 8 9 10 H 12 13 14 15
in simple ° Initiates and : Engages in Engages in Extends : Connects others' Contributes
back-and-forth - attends to brief H conversations complex, lengthy conversations H ideas shared during to a focused
exchanges with conversations of at least three conversations of five by to

others i Says, “Dogey” H exchanges or more exchanges comments and H asks questions on a specific

+ Coos at adult who :  Teacher responds, + Stays on topic during « Offers interasting ::r;"f&";‘g::f; H L“nr:hh:d r I‘::':;.I mln ring
says, " Sweet lersmy : "fouseeadoggy” H conversations comments with questions to clarify grade-appropriate for planned
istalking” He coos Child says, "Doggy + Maintains the orLnication information during discussions discussions
again, and adult : woof H conversation by device grade-appropriate using multiple
imitates the sounds : + Asks teacher, "Home : repeating what the « Extends conversation discussions : ) Wne‘n_Ialaﬂgwltn sources; explains

+ Shakes head for no; I now?” Teacher i other person says or by moving gradually 5 . - Ll ”Tp‘;f' S2yS, ideas based
waves i responds,“fes,I'm  : by asking questions from one topic to a + Stays on topic during ; saw ihat mevie, on both prior

. leavingtogohome’ | related topic comversationwith too. What was your d
bye-bye H gloge H another childabout £ favorite part? Oh, edge an,

* Joins in games . *Looksat teacher H waekend plans H that was Paclo’s Emsrabie bbb
suchas :  and pointsto picture : Ask t bout i favorita! Mine was learned from the
pat-a-caks and :  ofcar Teacher H qswsaq;::h';‘sr;: out £ the part with the on
peekabon responds, “Mo. I'm spaceship.” + Cantinues

going to walk home.”

wiorks duringa small- £
group conversation |
about butterfiies; i
offers an explanation
to a classmate about

how butterflies eat ¢

+ During class
discussion about
My Fatfer’s Dragon,
asks, "Has the
author written any
otherbocks?"

discussion about
moon cycles by
sharing praviously:
read information

+ During science
fair, axplains to
observer how soil
helps plants grow;
enplains lessons
learned while
completing the
enperiment




Demonstrates positive approaches to learning
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a. Attends and engages
Mot Yet © 1 - 2 3 4 5 ] g 10 12 - 13 14 15
Pays attention to work on Selectively focuses Concentrates on Directs attention
sights and sounds age-appropriate, to tasks or projects attention based on tasks for extended based on previous
+ Watches the teacher interesting tasks; over time (days to task difficulty and periods but may performance and
walk across the room can most weeks); can return shifts attention become restless, concentrates on
distractions and to activities after toward teacher’s especially during activities that
+ Turns head toward goal; demonstrates activities viewed ° require additional
ﬁ:.ll:r;d of mother's comments + Makes relevant + Returns to block concentrated effort as less In‘l;msﬁng: study
+ Takes small blocks contributions to construction over » Concentrates to nl clices activities = Looks up
from adutt and group discussion several days, adding sound out urknown i amsm to ba unfamiliar wards
{  continues to drop about class pet new features each wiords enjoyable that require mare
time

them into a container

+ Contirues ring
stacking when the
teacher says. "You're :
putting the biggest
ones onfirst”

+ Continues the play
about going toa
restaurant after
the teacher offers a
menu

+ Focuses on making
2 sign for a building
while others ara
roliing cars downa
ramp nearby

+ Pauses to joinin
problem-sohing
discussion at adult's
request, then retums.
to art project

* Motices the loud
constructionwork.
outside but focuses

* Focuses attention
as classmates read :

attention back to the Loty wiork first because
task at hard whan * Aftends at the that is the most
reminded by the H beginning of the difficult for him
teacher school program, « Systematically
bt begins to scans reading
: wigghe as the i material locking
program becomes | for key words

less interasting

+ Plays a long board
game until its
conchusion

+ Practices playing
kickballin order to
imprawe skil

information for
understanding

+ Begins doing math

and then durnps them
out over and over again

* Chooses the same

puzzle every day until
he can insert each piece.
i quickly and easily

softwars program

+ Reads own writing about
autumn to small group.
then makes changes
based on guestions from
peers

£l 2 i3 & 5 6 7 B 9 10 12 13

Repeats actions to : Practices an activity Plans and pursues a Plans and pursues own Plans and completes Finishes long

obtain similar results many times until variety of appropriately goal until it is reached g

e N R e - (2 T
ratte to procucenaise | + Stacks blocks again + Keens looking through structure, trying muttiple i i viefly hee s

. H and again until tower no allof the magnatic ways to get the bridge may ¥ P
Hits a toy on 2 play gym longer fall lettars for thoss that ar fold Works methodically t on difficult tasks but
accidentally; then waves : onger falls letine= for these that arm o hof . s methodically to returns to complete
arms to hitit again i + Uses shovel in many in her name + Returns from lunch with ‘nge'}?‘?,emb‘dc.ﬁ:aht them

« Futs objects inawagan ways to fill small buckst + Workswith others to a different idea about a ndg: Dartr "II ren « Works fo 1d

with sard learn how tc Lsa a naw what to add to her story types of materials IS Tor several days

« Says. "I need to plan this
out and de it ight so it
will look goodwhen | give
it tothe teacher ™ i

= After writing a paragraph |
about polar bear
hahitats, ravisits the
piece in arder to comrect
spelling and punctuation
errors and to evaluate
word choice

gathering information
and collecting and
assembling materials to
complete a diorama

+ Bacomes frustrated
when trying o put
together a complex
puzzle, stops for a brief
time_and then warks
with resolve unfil it is.
completed

+ Creates a story outline
before writing a mystery
about a missing bicycle,
later revises and edits
story for content and
writing mistakes




Demonstrates positive approaches to learning
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c. Solves problems
NotYet : 1 : 2 4 & 7 8 10 i 12
: Reacts toa problem; Observes and imitates : Solves problems Thinks problems Solves a wide range Plans, considers.
. seeks to achieve a how other people solve without having to try through, considering of problems using a .. various alternatives,
~ specific goal problems; asks for a every possibility several possibilities and - variety of strategies; i and combines skills
futi d it to solve H d needed
+ Grunts when cube gets selution and uses + Looks atan assortment of g resulis H Imi':nn*n", i zim‘ms
¢ stuck in shape sorter + Seeks help opening 2 pags and salects the size « Considers new MF'“" aaking for -
! stuck cap; pulls ore end that wil fit in the hola infarmation befare trying pad i + Makes alphabet tabs
: +Reaches foratoy thatis ! o assistance from adults :
juist ot of reach as teacher pulls the other « Tell another child, “Put astrategy:” If | putthis o to help organize the
+ Asks anather child to the big block down first, box o top, | can see if F : boaks so they are

+ Blows onwarm cereal
after seeing someone
o on cereal

hald his cup while ha
pours milk

or the tower will fall
down’”

they are the sama siza.”

« Thinks about a book
character's probdemn and
suggests solutions

* Thinks of different ways
1o hang 2 paper chain in
the doorway and then
tries the bestidea

* Uses aboard as a lever
tolift a heavy object H

+ Makes a reasonabla
estimate of tha answer to
amathproblam. thinks £
aloud, and then works ¢
backward to obtain the
correct answer

« Repeats an experiment
sevaral times to seeif the ©
results are the same i

easier to locate

+ Thinks through
the process and
then makes a list of
the steps needed
to conduct the
experiment

+ Bargains and trades
cards with a friend to
get the ones needed
for a collection

Demonstrates positive approaches to learning
e. Shows flexibility and inventiveness in thinking

maverment activity
mirroring the leader
rather than using
the correct {laft’
right) hand

NotYet | 1 2 3 4 5 6 a8 10 12 14

Imitates others . Uses creativity and Changes plans . Thinks through . Exhibits creative Accepts last- Reverses thoughts

in using objects ¢ imagination during : if a better idea ¢ possible long-term : ways to complete minute changes mentally;

in new and./or play and routine is thought of or solutions and takes . tasks; uses own and requires understands

unanticipated tasks on more abstract * perspective less detailed directional

pated ways
. . challenges ‘when ves other

+ Moti ther + Strings wooden * Accepts idea to use
E%‘Iic,e::tlna toy with beads intc a tape instead of glue * Offers ideas about dlkmetionis or i :‘m'::"“ with than his or her own
e Broo e necklace as part of to fix the tear haow to make the + Beginz with one art + When solving a
then tries ! dramatic play + Suggests building on Block area larger for medium and then + Assumes additional fraction problem,

+ Imitates a friend, + Usas atable, ahard surface when buwilding S?Fr'\alnmas sea'a'tal ne;pcwsl?lllty easily :a\'er?':e;rweﬂltaltly
putting 3 basket on sheets, and towels structure keeps + Creates board game; BT TISCRA 10 w en; gs?_l:dpd . roT d“'“’ :to
head to use as a hat tobuild atent falling down thinks of how to play create a unique memuer enly paris anc’ Dack to

it from start to finish product cannot complete his [ the whole i
+ Participatesina part of the project + Gives accurate lefts

* Locks at basic
instructions on
how to put togethar
the airplane and i
completes it without
halp E

+ Expariments with
different materials
outdocrs and
“inwents"a naw type
of snowshoe

rightdirectionsto ¢
anather childusing |
the viewpaoint of
the other child




Remembers and connects experiences

a. Recognizes and recalls

4 H

71

when sees them

two objects taken £
away while playing
“What's Missing?™ ¢

+ Shows fear of a bee :
after having bean
stung

to the baseball
Eame. We sat way
up high. We ate
peanuts and drank
lemonade. | really
liked it-a lot but my
sister didn't”

teacher says, “You
may repeat it quiathy
to yourself whila you
wilk down the hall”

+ Qutlinesthe shape
of the word as he
says the word

* Whan talking about
angearby community
center, includes
details about the
people who work.
thera, the games.
they play. and the
books and toys that
are available

she has them
memorized to use
later as she writes
her story

Talls the group.
“We need to be
finished with our
project bafore
lunch because the
Spanish teacher
comes today and
wiz won't have time
in the afterncon to
finish.”

Follows directions
for a simple
five-step science
experiment
Retells a Tomi
DePaala story
including refevant
and descriptive
details but omitting
unnecessary parts
of the story

MotYet | 1 : 2 H H 6 8 10 12 13 14 15
- Recognizes familiar : Recalls familiar H Tells about Uses a few deliberate Begins to use Uses rehearsal : Begins to use
- people, places, and - people, places, H in strategies to - semantic grouping .
* objects; looks ° objects, and i ‘order, provides remember information but may need adult i to help
: hidden ohject where - actions fromthe - details, and + Creates an prompts/cues; is to remember : remember, but H
. it was last seen - past (a few months evaluates the ahsarvational drawi able to describe information; uses . may need adult £
i+ Looks for food - before); recalls H ‘experience; recalls of a fire truck andth’éﬁ details of people, awareness of ° cues or instruction -
: . . one or two items - three or four items . hi places, things, routines to think . on howto be E
dropped from high from view i fi i refers to it later while and 5 freum alvanck
: char . Lok for b H — building with blocks memory about five pi H sistancies and :
-+ Uncovers bear after ! Dcds : :"s;th ! bEH 't':s ‘;:"‘"' + Talls the teacher. "I'm Repeat ! of
adult coversit with a usd @ tew montis abjects takan putting my book in * apeststha atime * information
Bianket . agoinbinoftoy  : away while playing Ty backpack so 11 message to the ! !
i animals i “What's Missing?” beer to take it principal over + Bpalls the words i+ Telshisfriend."Thiss
. +Saysorsgnsnames " [ and ower after the aver and over until ¢ cometirgwelineed
of commen objects + Identifies one or * Says, "We went home! i e i

toremermiber later
to finish cur werk. 11
write it down whera
wa have things about
mammals”

+ After reading
science text. groups :
new words into i
previoushy known
categories to help
ramember meanings ;

+ States, "This H
paragraph doesn't
make sense. They
left out what the
people eat and how
they get and prepare
theirfood”

+ Reads a book
about the Iditarod
and determines
which infarmation
toinclude inan aral
repart on the subject

Uses symbols and images to represent something not present
d 1atic play

peghoard “cake” after
others sing "Happy
Birthday™

dramatization

* Evolves playi
“stare” into playing
a“money bags™
game with mutually
agreed upon rules

2 3! a 6 8 10 12 13 1 15
Imitates actions of - Acts out familiar or Interacts with two Plans and negotiates Creates rich Composes a Acts out real-life
others during play; - imaginary or hild) complex role-play; dialogue, props, complex play and (including social
uses real objects as ° may use props to during pretend play, joins in detailed costumes, scenery, ses , voice, issues) and
props - stand for something assigning and/or conversation about and sound effects to andfor technology fanciful scenarios
+ olds 2 boy phone else assuming roles and roles and actions; support role-play to communicate through
foear oY P i, Puts beadsina discussing actions; play may extend over + Role-plays characters” improvised and
¢ muffintin. places tin sustains play several days characters who have personal thoughts, Pt crarratlc
+ Wraps a blanket F - scenario for up to . # feelings, actions, play and
around a doll and . inoven, and asks, 10 minutes + Joins in elaborate moral dilemmas il sounic: uses perf e
then rocks it i "Whowants some play about taking and story lines with
Py symbolic play manages
:  cupcakes? * Pretends to be the adog tothe organized plots Hiemes or s o and directs
+ Usesashort rope as bus driver, and tells veterinarian, « Creates masks, create p;::dth play duri
¢ afirehase the other childrgn, assigning roles, seenery, and sound ez o udent-created
i “You can be the switching roles, ecte ot oo b it
Hi Pr'etends to be the passengers. Give me creating props. and AN Ao ,Ee“,‘; * Records thurder, al s
. birthday boy atthe your tickets, and returning to the play touss duringen drum beats, and + Creates and
party and blows out will give you change” day after day enacbment o Tack clapping to use as directs a
¢ thecandlesonthe and the Beanstalk sourd effects ina performance

(skit, puppet
show, or story
dramatizaticn
with make-up
and disguise) for
the kindergarten
class

+ Improvises a
pantomime skit
and asks friends
to describa what
itis about
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Teacher as Stage Manager

As stage manager, teachers should provide time, space, and props to enhance the
play. Children need ample time in the daily routine to learn through play! Teachers
should arrange a routine and schedule that allows children to plan and carry out play
ideas. Especially during dramatic play and constructive play, children need more time
to select players and negotiate roles, design objects and construct play props. How
much is enough time? At least 1 hour of inside freeplay time and as much time for
outside play during a morning routine. For an all-day program, double that time.

Supporting imaginary play in the classroom through the environment and routines is
important. During intentional imaginary play, children develop rules to guide their
actions in playing roles. They also hold complex ideas in mind and shape their actions
to follow these rules, inhibiting impulses or actions that don’t fit the “role.” Players
often take ideas from their own lives, such as going to the doctor’s office. They might
act “sick,” be examined by the doctor, and receive a shot. The “doctor” talks and acts
like a doctor (calm and reassuring), the “sick child” talks and acts like a sick child
(sad and scared), and the child in the role of “parent” talks and acts like a concerned
parent (worried and caring). While younger children tend to play alone or in parallel,
children in this age range are learning to play cooperatively and often regulate each
other’s behavior—an important step in developing self-regulation.

Supporting Child-Directed Social Pretend Play

The research on the contribution of children’s social pretend play to the development
of executive function confirms a positive connection, particularly when that play is
child-directed. Child-directed play happens when children spontaneously create
groups and play according to their own interests without external interventions.
Sociocultural theory recognizes that play, especially pretend play involving
imaginative or sociodramatic elements, naturally support children’s learning and
development and can help build executive function skills.

Through this play that young children learn self-control (e.g., taking turns and
thinking before acting) and cognitive flexibility (e.g., role-playing and considering
the perspective of the other child). The discussion about the importance of play in
children’s executive function development is an important one as the tension has
increased with the emphasis on academic-focused versus play-based curriculum.
While the benefit of this type of play is well documented, the pressure to get children
“ready for school” is squeezing the time for child-directed social play out of many
preschool classrooms. Teachers must allow for enough time for social pretend
play in their classroom schedules!

The NAEY C website has extensive resources and ideas for supporting this:
NAEYC Resources for Supporting Social Dramatic Play



https://www.naeyc.org/resources/topics/dramatic-play
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Ways to support high-level thinking in social pretend play

Provide a varied set of props and toys

to encourage this type of play. Younger pre-schoolers may need more realistic props to get the
play started (e.g., toy medical kits), while older children can re-purpose other things to turn them
into play props (e.g., paper towel tube that is used as a cast for a “broken arm”). Reusing familiar
objects in a new way also practices cognitive flexibility.

Allow children to make their own play props. Children must determine what is needed, hold

this information in mind, and then follow through without getting distracted. They also exercise
selective attention, working memory, and planning. If the original plans don’t work out, children
need to adjust their ideas and try again, challenging their cognitive flexibility.

Play plans can be a good way to organize play, Children decide who they are going to be and
what they are going to do before they start playing, and then draw their plan on paper. Planning
means that children think first and then act, thus practicing inhibitory control. Planning play in a
group also encourages children to plan together, hold these plans in mind, and apply them
during the activity. It encourages social problem solving, as well as oral language.

Using CLASS domains to improve interactions

CLASS measures the effectiveness of interactions among teachers and children in the
classroom and provides a framework for continuous improvement efforts. According
to research, preschoolers who experienced warm and responsive classroom
interactions in the fall displayed more prosocial behaviors in the spring. Those with
low impulse control showed gains in inhibitory control when they were in classrooms
with higher levels of Emotional Support. Those with low self-regulation skills were
more likely to engage in positive social interactions with peers when the classroom
was higher on Emotional Support.

Effective teacher-child interactions in Instructional Support include promoting
higher-order thinking skills such as analysis and reasoning, providing specific
feedback in response to children, and supporting receptive and expressive language
development. Children in classrooms with more effective Instructional Support
showed greater ability to successfully regulate their behavior and manage their
impulses. Children who began the year with lower levels of self-regulation
demonstrated increased skills by the end of the school year in classrooms with higher
Instructional Support scores. Preschool children who experienced classrooms with
higher levels of Instructional Support demonstrated fewer problem behaviors, had
closer relationships with teachers and performed better on executive function skills.
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CLASS Dimensions and ways to improve support of executive function and self-
regulation:

Positive Climate

o Enjoy time with children, make learning fun, show enthusiasm, make positive
comments, engage in social conversation, facilitate positive peer interactions

Teacher Sensitivity

o Understand each child’s development and individualize accordingly, tune in and
be responsive to non-verbal cues, take time to listen to and respond to children,
encourage children to see you as the source of comfort and support in the
classroom, try taking children’s perspective in challenging moments.

Regard for Student Perspective

o Actively seek out children’s ideas and points of view, give children choices,
provide plenty of time for child-initiated activities, provide children with real
responsibilities in the classroom, encourage children to mentor others, allow for
freedom of movement.

Productivity

o Be organized and efficient, plan ahead!, minimize time spent on managerial tasks,
make the most of transitions.

Instructional Learning Formats

o Make interesting and relevant materials available for children, actively involve
children, present information using a variety of modalities, share children’s
interest and enthusiasm, ask open-ended questions, when appropriate state the
learning objective of an activity.

Concept Development

o Challenge children to think about the hows and whys of learning, focus on the
process of solutions rather than correct answers, encourage analysis and reasoning
skills, link concepts across activities, apply concepts to the real world, encourage
children’s creativity through open-ended materials

Quality of Feedback

o Focus on the process of learning, scaffold learning, provide specific information
about why answers are correct or not, give specific feedback and take time to
listen and respond, encourage children to persist in their activities.

Language Modeling

o Ask open-ended questions, promote child-initiated language, repeat and extend
children’s responses, use self-talk and parallel talk, use advanced language,
encourage social language between peers.
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Teacher as Co-Player

As co-player, the teacher carefully involves themselves in the play, scaffolding
language, and intervening to support and extend the play. The most helpful teacher
role involves not directly instructing or explaining, but instead, modeling,
demonstrating, guiding as well as expanding and extending children’s language.

As a co-player, the teacher participates in the children’s play. They become a play
partner and take on minor roles if invited in. During play, they model play skills,
assist in problem-solving, use open-ended questions, scaffold to demonstrate
language use, and expand children’s vocabulary. Teacher may direct suggestions or
an explicit demonstration of how to carry out a particular pretend act or type of social
interaction.

Using open-ended questions

An important aspect of fostering high-quality classroom interactions is using open-
ended questions. They prompt children to reason and reflect while encouraging their
use of language. These are a few intentional ways to incorporate using open-ended
questions into everyday interactions with children.

e Ask “How did you decide...? to encourage children to talk about something
they are doing. Help them articulate their decision making process by
following up with “what if you...?. or “how else could you...?

e Provide lots of opportunities for children to practice responding to these type
of questions — and make sure you WAIT for them to answer. Not all children
are used to open-ended conversations, and it may take theme time to get
comfortable with responding in more complex ways.

e Before reading a book with children, prepare questions and statements you
might use while reading, examples; “look at the cover, what do you think this
will be about?, Why is the monkey throwing coconuts do you think? Tell me
what you think will happen next?”

e Consider creating a question of the week to ask each child in your classroom
and make the time for individualized back-and-forth conversations during
your regular classroom routines. Take time to ask follow-up questions like
“can you tell me more about that?” or “why do you think that?”

e Practice! Making open-ended questions a regular part of the teaching practice
is so valuable!

Using storytelling to increase language development
Children love to tell stories. Their early stories tend to be a series of events, each

one related to the one before, but lacking any larger structure. With practice,
children develop more complex and organized plots. As the complexity of the
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storytelling grows, children practice holding and manipulating information in
working memory.

Ways to support children’s storytelling:

e Encourage children to tell stories
and write them down to read with the child. Children can also make pictures
and create their own books. Revisiting the story, either by reviewing pictures
or words, supports more intentional organization and greater elaboration.

e Tell group stories. One child starts the story, and each person in the group
adds something to it. Children need to pay attention to each other, reflect on
possible plot twists, and tailor their additions to fit the plot, thereby
challenging their attention, working memory, and self-control.

e Have children act out stories they have written. The story provides a
structure that guides children’s actions and requires them to attend to the story
and follow it, while inhibiting their impulse to create a new plot.

e Bilingual families can tell stories in their home language. Research
indicates that bilingualism can benefit a variety of executive function skills in
children of all ages, so fostering fluency in a second language is valuable.

Teacher as Play Leader

Playing games can help children learn the necessary skills to self-regulate while
keeping it fun! The demands of songs and movement games support executive
function because children must move to a specific rhythm and synchronize words to
actions and the music. All these tasks contribute to inhibitory control and working
memory. It is important that these songs and games become increasingly com- plex to
interest and challenge children as they develop more self-regulation skills.

Circle time and transitions are good times to introduce and play these games and
provide the opportunity for children to practice these skills as the teacher leads the
play and children respond. Self-regulation skills help children to control emotions,
thinking, behavior and motor actions in different situations. Throughout the day,
children need the ability to tolerate sensations, situations and form appropriate
responses. It requires that children control their impulses to stop doing something if
needed and to participate in something even if the child does not want to do it.

Ready, Set, Wiggle — The leader calls out Ready...Set...Wiggle and everyone wiggles
their bodies. The leader calls out Ready...Set...Watermelon. No one should move.
Leader calls out Ready...Set...Wigs. No one moves. Leader calls out
Ready...Set...Wiggle. Everyone wiggles again. You can change this to whatever
wording you want. The purpose is to have the children waiting to move until a certain
word is said out loud.
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Body Part Mix Up — The leader will call out body parts for the children to touch. For
example, the leader calls out “knees” and the children touch their knees. Create one
rule to start. Each time the leader says “head” touch your toes instead of your head.
This requires the children to stop and think about their actions and to not just react.
The leader calls out “knees, head, elbow”. The children should touch their knees,
TOES and elbow. Continue practicing and adding other rules to change body parts.

Color Moves — Explain to the children that they will walk around the room. They are
to move based on the color paper you are holding up. Green paper means walk fast,
yellow paper means regular pace and blue paper means slow motion walking.
Whenever you hold up a red paper they stop. Try different locomotor skills — running
in place, marching, jumping, etc.

Red Light Purple Light: Show children red and green construction paper circles and
let them know that when they see green, they “go” and when they see red, they
“stop.” Alternate holding up red and green circles as children use different actions:
ex. Hop in place, Tiptoe. Next show children two new colored construction paper
circles (e.g. purple and orange) and let them know when they see purple, they ‘go’
and when they see orange, they ‘stop.” Alternate holding up red and green circles as
children use different actions. If time allows, let a few children choose an action (e.g.,
clapping hands) and let the children who choose the action have a turn holding up the
colored circles to lead their classmates. Make the game more complicated once
children know the game well by reversing the “stop” and “go” colors

Sleeping Game: Tell children that their mat (or carpet square or any designated spot)
is also their bed and the place they will go back to when it is time to sleep. Have
children practice pretending to sleep. Let them know that whenever they hear the
Sleeping Song, it is time to return to their mats and pretend to sleep. Sing the
Sleeping Song: “Sleeping, Sleeping, All the children are sleeping. And when they
woke up, they were... snakes, birds, choose any animals, ask kids to choose

Freeze Game - Children dance when the music plays and freeze when the music
stops! Talk with children about the importance of keeping their bodies and their
friends’ bodies safe when dancing around the classroom. Play the Freeze Game:
dance when the music plays, freeze when it stops dance quickly to fast music, dance
slowly to slow music alternate between fast, slow, and freeze.

Conductor Game: Teacher is the conductor and children will be the orchestra. Tell
children that an orchestra is a group of people who play their instruments together. A
conductor uses a baton to let the orchestra know when to play and when to stop. Have
children practice first by clapping or patting knees. Pass out instruments and play
them together (baton waving = play; baton down = stop). Let a few children have a
turn acting as the conductor by waving and stopping the baton. Make the game more
complex by playing with opposite rules. Have children play when the baton stops and
stop when the baton waves.
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Action Dance: song by Kate Kuper. All songs on the Alphabeat recording (found for
free on youtube or itunes) are great for circle time and transition activities for
practicing EF and SR. Especially Action Dance, Imaginary Journey, and Drum Beat.

Tips for a Successful Circle Time

Here are some tips for a well-regulated circle time. Adapted from “Stop, Think, Act:
Integrating Self-Regulation in Early Childhood Circle Times” by Megan M.
McClelland and Shauna L. Tominey.When setting up and structuring your circle time,
think about the following:

o Consider timing. If circle time is your first activity of the day, children may
be anxious to move their bodies. Include activities that allow them to be active
and release energy before activities that require children to sit still. Games and
songs provide children with opportunities to engage in physical activities and
actively transition to circle time.

e Provide children with a home base. Have mats or carpet squares for children
to sit on during circle time. Mats give children a designated seat and a “home
base” to return to following activities that allow them to move around the
circle time space

e Choose a quiet sign. Choose a quiet sign to use when it is time to end an
activity, calm down, or return to home base. Your quiet sign might simply be
putting one hand up in the air, ringing a bell, or even singing a certain song.

e Circle time welcome. Use a transition song and/or welcome song that allows
children to move their bodies. Having the opportunity to release some energy
(especially if circle time is at the beginning of the day), may improve
children’s abilities to focus and pay attention to the quieter components of
circle time.

o Choose Activities that are Developmentally Appropriate for the Children
in Your Class and Present Activities in Fun and Engaging Ways
Be sure that the activities that you choose are appropriate for the children in
your class based on their individual and collective abilities. Developmentally
appropriate curricula integrate multiple domains of development and use
many different approaches (including play, activities, and games) to promote
learning. If the majority of children in your class seem bored or have difficulty
paying attention and staying on task during circle time, this may be an
indication that the activity is not developmentally appropriate and is either too
challenging (leading to feelings of frustration), not challenging enough
(leading to feelings of boredom), or that the activity has lasted too long.

o Use emotional expression to promote engagement. Your own emotional
expression plays an important part in how children will respond to the
activities you present. Showing enthusiasm through your facial expressions
and voice can help children feel that same enthusiasm for learning. A high
level of enthusiasm all the time, however, can also be overwhelming so
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balancing enthusiasm with a range of emotional expressions is also important.
Use a quiet expression and voice when reading a calm book or introducing an
activity that requires a low level of energy. Model the emotions of book
characters or puppets in your own facial expression, body, and voice when
you read a story.

Model the Behavior that You Would Like to See Children look to you to set
an example for their behavior. During circle time and throughout the day,
model the skills and behaviors you would like children to use (e.g., using
words to express your feelings, taking a deep breath and remaining calm
during challenging situations, listening attentively and responding
appropriately).

Provide Opportunities for ALL Children to Participate and to Feel
Successful Activities should allow children to participate successfully
whether they can accurately follow all rules of the activity or not. Games that
are cooperative in nature offer opportunities for children to serve as leaders
and models to their peers. By allowing children to participate at their own skill
level, you can help children feel successful and capable. This approach
facilitates participation and engagement, which will promote children’s ability
to follow increasingly complicated rules as children are developmentally
ready.

Allow Children to Participate in a Way that is Supportive of Their
Personality and Temperament Children have varying levels of comfort in
different situations. Inviting and encouraging a child to try a new activity, but
also allowing a child to decline to participate in an activity if they are not
comfortable doing so is part of being a supportive educator. Allowing children
to engage in activities in ways that match their individual personality (e.g.,
watching, participating) and temperament will help them feel comfortable and
make the most of the learning experience.

Work with Colleagues to Create a Self-Regulation Support Plan Work
together with your co-teacher(s) to come up with a plan to provide one-on-one
support for children who need individual attention during circle time. This
may mean having an assistant teacher available to sit next to a child who is
likely to have difficulties or calling in additional support staff from the center.
Have a Back-Up Plan As teachers, we have good days and bad days, great
ideas, and ideas that flop. If a lesson “flops,” materials that you need are
unavailable for your lesson, or outdoor time needs to be brought indoors
because of weather, have another activity ready to take its place.

Use Every Circle Time as a Learning Experience for the Children and
YOU After each circle time, reflect on your successes, why things went well,
what challenges you experienced, and brainstorm ways to extend the positive
aspects of circle time or restructure those aspects that are challenging. Every
day brings a new opportunity to evolve as an educator and try again.

Have Fun and Maintain a Sense of Humor!!
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Strengthening Executive Function and Self-Regulation
in Young Children
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Workshop presented by Molly Grosvenor

Leelanau Children’s Center
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Executive function and self-regulation skills depend
on three types of brain function: working memory,
mental flexibility, and inhibitory control. These
functions are highly interrelated, and the successful
application of executive function skills requires them to
operate in coordination with each other.

Executive function is already present in the child at birth
but require experiences and guidance to fully develop.

Executive capacity lives in the frontal lobe of the brain
where young children experience rapid development
between the ages of 3-5

Executive Functioning skills, including self-regulation, stress
management, and focus are strongly associated with healthy
social-emotional development.

What does it look like in action?
Attentional/cognitive flexibility
« Paying attention
* Listening to and following directions
« Switching focus from one task to another

« Ignoring distractions

Working memory
+ Using short-term memory
* Remembering single and multi-step directions

* Recalling and recognizing facts, lessons, or instructions

Inhibitory control
« Controlling impulses
* Stopping one behavior and choosing another more appropriate action
« Calming down when upset
* Taking turns

* Waiting/delaying gratification




CURRENT
RESEARCH ON
EARLY EF
INTERVENTION
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te skills:

Letters

Sounds

Numbers

(“school Readiness”)

The “tip of the iceberg” theory from Dale Farran, Department of Teaching
and Learning,Vanderbilt University

Research confirms that EF skills are malleable and can be
improved through preschool experiences. Early support and
intervention are especially important for children who enter
school with poorer executive function skills and are at risk
because of social, economic, or other adverse childhood
experiences

3 major areas identified in the research for supporting early
EF development:

Improving teacher-child interactions and classroom climates
Using play as a central context for development

Supporting social-emotional learning



TEACHER'’S
ROLE

TEACHER
AS
OBSERVER

Teachers must observe carefully to
determine whether, when, how, and with
whom to intervene.Through observing
children’s play, teachers can gather
information about children’s interests,
strengths, and challenges.
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TEACHER
AS STAGE

MANAGER

! Regulates own emotions and behaviors
e

As stage manager, teachers should
provide time, space, and props to
enhance the play. Children need ample
time in the daily routine to learn through
play! Teachers should arrange a routine
and schedule that allows children to plan
and carry out play ideas
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USING QUALITY MEASUREMENT TOOLS TO ASSESS
ENVIRONMENT AND INTERACTIONS

Table 2. Items within ECERS-3 and CLASS Pre-K Subscales Related to Executive Function
ECERS-3 CLASS Pre-K
Learning Opportunities Emotional Support (Classroom Organization Instructional Support
ltem # ® Have positive rela-  # Effective management of chil-  # Help children solve
4 Space for tionships with dren’s time, behavior, and problems, reason, and
privacy children attention thini
15 Encouraging * Foster positive ® (Clear and well-established ® Use feedback to expand
children’s use peer relationships behavior guidelines and deepen skills
of books ® Recognize and & Consistent routines ® Help children develop
17 Fine motor label children’s ® Engagement more complex language
18 Art emotions skills
19 Music and * Respond to chil-
movement dren’s ideas and
20 Blocks interests
n Dramatic play
n Nature/
Science
26 Promoting
acceptance of
diversity
29 Individualized
teaching and
learning
34 Free play

Importance of Child-Directed Social Pretend Play

The research on the contribution of children’s social pretend play to the development of executive
function confirms a positive connection, particularly when that play is child-directed. Child-directed
play happens when children spontaneously create groups and play according to their own interests
without external interventions. Sociocultural theory recognizes that play, especially pretend play
involving imaginative or sociodramatic elements, naturally support children’s learning and
development and can help build EF skills.

Through this play that young children learn self-control (e.g., taking turns and thinking before acting)
and cognitive flexibility (e.g., role-playing and considering the perspective of the other child).

The discussion about the importance of play in children’s EF development is an important one as the
tension has increased with the emphasis on academic-focused versus play-based curriculum. While the
benefit of this type of play is well documented, the pressure to get children “ready for school” is
squeezing the time for child-directed social play out of many preschool classrooms. Teachers must
allow for enough time for social pretend play in their classroom schedules!
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Provide a varied set of props and toys

to encourage this type of play.Younger pre-schoolers may need more realistic props to get the play started
(e.g., toy medical kits), while older children can re-purpose other things to turn them into play props (e.g.,
paper towel tube that is used as a cast for a “broken arm”). Reusing familiar objects in a new way also practice!
cognitive flexibility.

Allow children to make their own play props. Children must determine what is needed,
hold this information in mind, and then follow through without getting distracted. They also exercise selective

attention, working memory, and planning. If the original plans don’t work out, children need to adjust their
ideas and try again, challenging their cognitive flexibility.

Play plans can be a good way to organize play, Children decide who they are going to be and
what they are going to do before they start playing, and then draw their plan on paper. Planning means that
children think first and then act, thus practicing inhibitory control. Planning play in a group also encourages
children to plan together, hold these plans in mind, and apply them during the activity. It encourages social
problem solving, as well as oral language.

*As co-player, the teacher carefully involves
themselves in the play, scaffolding language, and
intervening to support and extend the play.
The most helpful teacher role involves not
directly instructing or explaining, but instead,
TEACHER modeling, demonstrating, guiding as well as

AS expanding and extending children’s language.

CO-PLAYER *As a co-player, the teacher participates in the
children’s play. They become a play partner and
take on minor roles if invited in. During play,
they model play skills, assist in problem-
solving, use open-ended questions, scaffold to
demonstrate language use, and expand
children’s vocabulary.




An important aspect of fostering high-quality
classroom interactions is using open-ended
questions. They prompt children to reason and
reflect while encouraging their use of
language. These are a few intentional ways to
incorporate using open-ended questions into
everyday interactions with children.

Ask “How did you decide...? to encourage children to talk about
something they are doing. Help them articulate their decision
making process by following up with “what if you...2. or “how else
could you...?

Provide lots of opportunities for children to practice responding to
these type of questions — and make sure you WAIT for them to
answer. Not all children are used to open-ended conversations, and
it may take theme time to get comfortable with responding in more
complex ways.

Before reading a book with children, prepare questions and
statements you might use while reading, examples;“look at the
cover, what do you think this will be about?, Why is the monkey
throwing coconuts do you think? Tell me what you think will happen
next?”

Consider creating a question of the week to ask each child in your
classroom and make the time for individualized back-and-forth
converstation during your regular classroom routines. Take time to
ask follow-up questions like “can you tell me more about that?” or
“why do you think that?”

Practice! Making open-ended questions a regular part of the
teaching practice is so valuable!
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Using Storytelling

Children love to tell stories. Their early stories tend to be a series of events, each one related to the one before,
but lacking any larger structure. With practice, children develop more complex and organized plots. As the
complexity of the storytelling grows, children practice holding and manipulating information in working
memory.

Ways to support children’s storytelling:

[J Encourage children to tell you stories
and write them down to read with the child. Children can also make pictures and create their own books. Revisiting the
story, either by reviewing pictures or words, supports more intentional organization and greater elaboration.

[ Tell group stories. One child starts the story, and each person in the group adds something to it. Children need to
pay attention to each other, reflect on possible plot twists, and tailor their additions to fit the plot, thereby challenging their
attention, working memory, and self-control.

[1 Have children act out stories they have written. The story provides a structure that guides children’s actions
and requires them to attend to the story and follow it, while inhibiting their impulse to create a new plot.

[J Bilingual families can tell stories in their home language. Research indicates that bilingualism can
benefit a variety of executive function skills in children of all ages, so fostering fluency in a second language is valuable.

Incorporating novel words takes intentionality:

« Select words that are important for comprehension and useful in everyday
interactions.

« Allow for spontaneous conversations with children and use novel words in
these conversations.

+ Model rich vocabulary in responses to children.

« Be aware of the words a child already understands and add novel words that
build on familiar concepts.

« Expose children to novel words and have conversations with children during
any activity during the day like: meal time, circle time, story time, free play
experience, and dramatic play.




TEACHER
AS

PLAY
LEADER

THIS IS WHERE
WE GET TO HAVE

SOME FUN!

Research shows that playing games can help
children learn the necessary skills to self-
regulate while keeping it fun! The demands
of songs and movement games support
executive function because children must
move to a specific rhythm and synchronize
words to actions and the music. All these
tasks contribute to inhibitory control and
working memory. Circle time and transitions
are good times to introduce and play these
games and provide the opportunity for
children to practice these skills as the teacher
leads the play and children respond.

Ready, Set,Wiggle

Body Part Mix Up

Color Moves

Red Light Purple Light

Sleeping Game

Freeze Game

Conductor Game

Action Dance

And tips for a successful circle time gathering!

90



Appendix C
Evaluation Documents

91



Teacher Reflection and Goal Setting

CLASS domains to improve teacher/child interactions

« Emotional Support:
o Promote warm, supportive relationships with teachers and peers
o Help children find enjoyment of and excitement about learning
o Help children feel comfortable in the classroom
o Allow children to experience appropriate levels of independence
and autonomy
e Classroom Organization:
o Develop children’s skills to regulate their own behavior
o Manage the day to make the most of learning opportunities
o Plan activities that are engaging and meaningful
e Instructional Support:
o Help children learn to solve problems, reason, and think
o Provide individualized feedback to children so they expand and
deepen their skills and knowledge
o Help children develop more complex language skills
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Dimension to focus on:

¢ Indicator
e Behavior:
Part of Day

Action Plan to improve interactions?
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Dimension to focus on:

e Indicator
¢ Behavior:
Part of Day

Action Plan to improve interactions?

Additional observations and notes:




Positive Climate

&

D

Middie 3,45  ° High(67) |

[ Low (1,2)
Relationships There are few, if any, indica-  There are some indications  There are many indications
o Physical proximity tions that the teacher and that the teacher and stu- that the teacher and stu-
e St 4 acthvit students enjoy warm, sup- dents enjoy warm, support-  dents enjoy warm, suppon-
o Poerass: v portive relationships with ive relationships with one ve relationships with one
o Matched affect one another. another.
* Soclal conversation
Positive Affect There are no or few displays  There are sometimes displays  There are frequent displays of
o Smiling of positive affect by the of positive affect by the positive affect by the teacher
o Laughter teacher andd/or students. teacher and/or students. and/or students.
¢ Enthusiasm
Positive Communication There are rarely positive com-  There are sometimes positive  There are frequently positive
e Verbal affection munications, verbal or physi-  communications, verbal or communications, verbal or
«  Physical affection cal, among teachers and stu- physical, among teachers and physical, among teachers and
% f dents. students. students.
Respect The teacher and students The teacher and students The teacher and students
« Eye contact rarely, if ever, demonstrate sometimes demonstrate consistently demonstrate
. W FRTIRA respect for cne another. respect for one another. respect for one another.
e Respectful language
* Cooperation and/or sharing

Negative Climate

| Lw(,2) Middle (3, 4,5) High67) |
mm The teacher and students do  The classroom is character- The classroom is character-
o Iritability not display strong negative  [zed by mild displays of irri- ized by consistent irritability,
o Anger affect and only rarely, f ever, tability, anger, or other nega- angex, or other negative
« Harsh voice display mild negativity. tive affect by the teacher affact by the teacher and/or
« Peer aggression . and/or the students. the students.
« Di or escalating negativity
Punitive Control The teacher does not yell or  The teacher occasionally The teacher repeatedly yels
o Yelling make threats 10 establish uses expressed negativity at students or makes treats
* Threats control. such as threats or yelling to to establish control.
* Physical control g
* Harsh punishment
Sarcasm/Disrespect The teacher and students are  The teacher and/or students  The teacher and/or students
« Sarcastic voice/statement not sarcastic or disrespectiul,  are occasicnally sarcastic or are repeatedly sarcastic of
« Teasing - disrespoctful.
*  Humdiation
Severe Negativity There are no instances of are no instances of There are instances of severe
* Victimization severs negativiy between the  severs negativity between the ~ negativty between the
* Bullying teacher and students. teacher and students. teacher and students of
*  Physical punishment among the students.
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r”A Teacher Sensitivity :
. Low(1,2) Middle (3, 4, 5) "‘&"(‘»7)7
The teacher consistently fails The teacher is sometimes The teacher is congist,
Awareness S 1o be aware of students who  aware of students who need -wmommw:&
o Anticpates problems need extra support, assis- extra support, assistance, or  exira support, assistance, or
< b;? o ang 'Ance. or attention. attention, attention,
or difficulties
Responsiveness The teacher is unresponsive  The leacher is responsive 1o The teacher is consistently -
A to or dismissive of students students somaetimes but at responsive 10 students and
* W e ianed and provides the same level  other times is more dismis-  matches her suppont to their
» Provides comiort of assistance 10 all students,  sive or unresponsive, match-  needs and abities,
+ Provdes indviduaized SUPPOT o os sess of their individual  Ing her support 1o the needs
needs. and abilities of some students %
but not others.
Addresses Problems The teacher is ineffective at  The teacher is sometimes The teacher is consistently
% i an eflective and timely addressing students’ prob- effoctive at addressing stu- effective at addressing stu-
Hoips lems and concems dents' problems and con- dants’ problems and con-
kg cems., cems.
* Helps resolve problems -
3 Guidence port, share their ideas with, or  support from, share seeking support
4 Seaks support and respond to questions from ideas with, or respond to sharing thelr ideas with, and
Frasly peiicipsies the teacher. questions from the teacher. responding freely to the
o Takes risks teacher,
Regard for Student Perspectives _
| Low (1,2) Middle (3, 4, 5) High (6,7) ’
w“ The teacher Is rigid, inflexi-  The teacher may follow the mmnwhm
Student Focus ble, and controlling in his students’ lead during some  plans, goes along with stu-
; plans and/or rarely goes periods and be more con-  dents’ ideas, and organizes
* Shows flexibiity along with students’ ideas;  trolling during others. instruction around students’
* Incorporates student's ideas most classroom activities interests.
* Follows lead are teacher-driven.
wfww The teacher does not suppodt  The teacher sometimes pro-  The teacher provides consis-
and Leadership student autonormy and leader-  vides support for student  tent support for student
3 - ship. autonomy and leadership but  autonomy and leadership.
at other times fails to do so.
* Allows students to lead lessons
* Gives students responsibilties
SMM There are few opportunities  There are periods during M"“"":‘:"‘m
*  Encourages student talk for student talk and expres-  which there is a lot of student ::wﬂ‘* P
* Elicits ideas and/or perspectives SO talk and expression but other
> times when telicher tak pre-
dominates.
of
'de The teacher is highly control-  The teacher is somewhat MN&WW
* Alows movement ling of students’ movement  controlling of students’ move-  movement
* s not rigig and placement during activi-  ment and placement during during acthvities.
ties. activities.
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Instructional Learning Formats

Effective Facilitation

* Teacher involvernent

* Effective questioning

« Expanding children's involvement

¢ Focused attention

| tw(,2)

Middle (3, 4, 5)

High(6,7) |

The teacher dees not active- At times, the teacher actively

y facilitate activities and les-

facilitates activities and les-

The teacher actively facili-
tates students’ engagement

$ons 1o encourage students'  sons 1o encourage interest in activities and lessons 1o
interest and expanded and expanded involvement,  encourage participation and
involvement. but at other times she mere-  expanded involvement,

ly provides activities for the

students,
The teacher does not use a The her is incons in  The teacher uses a variety of
vanety of modalities or maten- her use of a variety of modal- modalities including auditory,
&S 1o gan students” interest  ties and materials to gain stu-  visual, and movement and
and participation during activi- dents’ interest and participa-  uses a variety of materials to
ties and lessons. tion during activities and les-  effectively interest students

S0NS. and gain their participation

during activities and lessons.

The students do not appear Students may be engaged Students are consistently
interested and/or involved In and/or inerested for periods  interested and involved in
the lesson or activities., of time, but at other times. activities and lessons.

their interest wanes and they

are not involved the activity or

lesson,
The teacher makes no The teacher orlents students  The teacher effectively focus-
attempt to or is assful shat 10 learning objec- @5 students’ attention toward
at onenting and guiding stu-  tives, or the leaming objec- learning objectives and/or the
dents toward learning objec-  tives may be clear during purpose of the lesson.
tives.

Analysis and Reasoning Thommdymaﬁ-
Why and/or how questions cussions and activities that
* Problem solving encourage analysis and rea-
* Precction/expermentation honkg:
* Classfication/comparison
* Evaluation
Creating The teacher rarely provides
* Branstorming opportunities for students to
* Planning be creative and/or generate
* Producing their own idleas and products.
Integration Concepts and activities are
* Connect concepts presented independent of one
MWWMISRHUMEUQH another, and students are not
asked to apply previous leam-
ing.
Connections to The teacher does not retate
“NM concepts 1o the students'
2 actual bves.
* Related 10 students’ lives

uses discussions and activi-  cussions and activities that
ties that encourage analysis  encourage analysis and rea-
and reasoning. soning.

The teacher sometimes pro- mm. often provides
vides opportunities for stu- opportunities for students to
dents 1o be creative and/or be creative and/or generate
generate their own ideas and  their own ideas and products,
products.

The teacher sometimes links  The teacher consistently links
concepts and activities to one  concepts and activities ta one
another and 1o previous leam-  another and to previous learm-
ing. ing.

The teacher makes some The teacher consistently
attempts to relate concepts  relates concepts to the stu-
to the students’ actual lives.  dents’ actual ives.
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Quality of Feedback

Feedback Loops

* Back-and-forth exchanges
*  Persistence by teacher

* Follow-up questions

| Low(l,2) Middle (3, 4, 5) High(6,7) |
The teacher rarely provides The teacher cocasionally peo- The teacher often scafolds for
scaffokding to students but wides scaffolding to students students who are having a hard
rathor diSmISsSes responses of but at other times simply dis- time understanding a concept,
actions as incorrect or ignores. MiSSes responsas as incomect answering a Question, of Com-
problems in understanding of ignores problems in students”  pleting an activity.
undersianding.
tory feedback 10 students. loops — back-and-forth loops ~ back-and-forth
exchanges —betweon the exchanges — batweon the
teacher and students: other teacher and students.
timos, howeves, feedback is
more perfunctory.
The teacher rarely queries the The teacher cccasionally The teacher often queries the
students or prompts students to  queres the students or prompts  students or prompts students o
axpiain thek thinking and ration-  students 10 explain thesr think- expiain their thinking and ration-
ale for responses and actions. ing and rationale for responses &l for responses and actions.
and actions.
The teacher rarely provides The teacher occasionally pro- The teacher often provides addi-
additional information 10 expand  vides additional indor o tonad in 10 expand on
on the students” ur £ xpand on the students’ under-  students’ understanding o
Of ACtONS. standing or actions. actions.
The teacher rarely cffers The teacher occasionally offers  The teacher often offers encour-
encouragement of students’ encouragement of students’ agement of students” efforts
ohvement and Involvernent and persi ment and persistence.

* Questions require more than a
ONe-word response
*  Students respond

Repetition and Extension
¢ Repeats
*  Extends/elabocates

Self- and Parallel Talk
* Maps own actions with language
*  Maps student action with language

Advanced Language

¢ Varety of words

* Connected to familiar words and/
o ideas

. oy W
= e T l
e M“'n“}
There are fow i any conversa Thore are limited conversations There are frequent conversations
tions in the classroom, in the classroom.. In the dassroom.
The majority of the teacher's The teacher asks a mix of The teacher asks marny open-
questions are closed-ended. closed-ended and open-ended  ended questions.

questions,

The teacher rarely, i ever, The teacher sometimes repeats  The teacher ofton repeats or
ropeats or extends the stu- or extonds the students’ extends the students’
dents' responses. responses. TeSPONSes.
The teacher rarely maps his or  The teacher occasionally maps  The teacher consistently maps
her own actions and the stu- his or her own actions and the  his or her own actions and the
dents” actions through language dents’ actions through lan- stugents’ actions through lan-
and description. guage and description. guage and description.
The teacher does not use The teacher sometimes uses The teacher ofton uses
advanced language with stu- advanced language with stu- advanced language with stu-
dents. dents. dents.
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