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I. Definition, Description, and Example of Element
Professional development (PD) and workforce development are cornerstones of high-quality pre-K (Gardner et 

al., 2019; Hyson & Whittaker, 2013; Institute of Medicine & National Research Council [IOM & NRC], 2015). 

Professional development in early childhood refers to experiences that promote the education, training, and 

learning of early childhood practitioners that increase the quality of their work with young children from birth to 

age 8 and their families (Sheridan et al., 2009). These teaching and learning experiences can range from formal 
college coursework to more informal opportunities such as technical assistance, coaching, consultation, 

mentoring, and communities of practice (National Professional Development Center on Inclusion [NPDCI], 

2008).  

More formal types of professional development usually occur in higher education institutions (e.g., community 

colleges, four-year colleges and universities, and graduate schools). These courses typically cover content in 
areas such as child development, early learning, and instruction, include field experiences, and lead to college 

credits and degrees (IOM & NRC, 2015). Other types of professional development are job-embedded, meaning 

they take place during ongoing practice in the workplace. These types of training may include specialized 

training that focuses on specific skills, coaching, or consultation to support the implementation of teaching 

practices, and communities of practice, where educators and professional development trainers share 
knowledge and experiences with their peers (Sheridan et al., 2009). More recently, the term professional 

learning has also been used to differentiate short-term or one-time professional development training 

opportunities from experiences, such as year-long in-service trainings or professional learning communities, 

that are ongoing, collaborative, and recognize teachers as learners, leaders, and knowledgeable professionals 

(Cabusao et al., 2019; O’Brien & Jones, 2014).  

A broad range of professional development activities are needed to address the diversity of the early childhood 

workforce, which includes professionals from various disciplines (e.g., education, disability specialists, social 

workers, and mental health professionals) and who also work in different types of organizations (e.g., Head 

Start, child care, pre-K, preschool, and public school programs; Early et al., 2007; Yoshikawa et al., 2013). These 

professionals are widely diverse in qualifications and education, ranging from bachelor’s or higher degrees to 
limited formal schooling (IOM & NRC, 2015; NPDCI, 2008), with professionals working in state-funded pre-K 

programs more likely to have earned bachelor’s degrees compared to educators working in other types of 

settings (Whitebook et al., 2018). With regard to professional development, the Implementation Development 

Map (IDM) focuses on state-level infrastructure indicators that address competency requirements, incentives, 

and resources for degree and accreditation as well as standards for job-embedded professional learning (JEPL). 
This approach helps states ensure that core knowledge and competencies for degrees and accreditation are 

aligned with state early learning guidelines and linked to states’ Quality Rating and Improvement Systems 

(QRIS; Ochshorn, 2011). 

Advancing equitable staff professional development requires an affordable and accessible higher education 
system and the provision of customized support and incentives (Austin et al., 2011; Whitebook et al., 2018). 
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Many working educators are able to earn a college degree when provided supports, such as classes at non-

traditional hours in accessible locations, tutoring, English-language assistance, computer training, and financial 

support (Sakai et al., 2014). Professional development systems that offer diverse pathways for practitioners to 
enter at various levels and advance in their careers are more accessible and effective (IOM & NRC, 2015). States 

can offer incentives and supports to ensure equitable access and collect data on workforce professional 

development to identify unique barriers and inform policy and funding decisions to support a diverse and well-

prepared workforce (LeMoine, 2008; Power to the Profession Task Force, 2020; Start with Equity, 2020).  

The IDM also includes implementation indicators that address ongoing job-embedded training and supports for 
educators and instructional leaders. JEPL opportunities are most effective when they are affordable, accessible, 

and lead to career advancement (Hyson & Whittaker, 2013). Research recommends that content be responsive 

to the diverse needs of children and families and include areas of administration for instructional leaders (Ryan 

et al., 2011; Talan et al., 2014). Much of the current knowledge of effective ECE job-embedded professional 

learning comes from small-scale studies of specific interventions, limiting the information on large-scale 
professional learning efforts that policymakers could standardize (Gomez et al., 2015). The research base does, 

however, contain several themes of effective professional learning. Research-based, comprehensive, sustained, 

and intensive approaches to professional learning are more effective than short-term interventions (IOM & NRC, 

2015). Approaches that combine instruction with guided practice and feedback from coaches have been found 
to be effective (Isner et al., 2011; Gupta & Daniels, 2012; Sheridan et al., 2009; Son et al., 2013; Whitebook et al., 

2009). Importantly, professional learning efforts are effective when aligned with the specific standards and 

context of the ECE organization (LeMoine, 2008). 

The Professional Development Element of the IDM measures state-level infrastructure indicators as well as 

classroom and program level implementation indicators. Equitable infrastructure indicators focus on state 
systems, policies, and practices that support high-quality pre-K. The infrastructure indicators appear at the 

beginning of the Element and are labeled as policy (e.g., established in policy and statewide standards), 

supports (e.g., dedicated resources), and data (e.g., data collection standards and protocols and data use). 

Equitable implementation indicators focus on the degree to which high-quality pre-K practices occur at the 

program level and who is benefitting. These indicators require active data collection based upon a 
representative sample to ensure that all subpopulations are progressing and experiencing the benefits of 

improvement efforts.  Below we list the infrastructure and implementation indicators that make up the PD 

Element. 

PD1. Core Knowledge and PD Standards 

The early childhood PD system includes research-based core knowledge and competencies that are equitable 

and easily accessible. PD providers are monitored to ensure they meet specific standards.  

The PD system includes the following four essential criteria: 

● Founded on research-based core knowledge and competencies

● Equitable in its design and modes of delivery (i.e., PD materials are translated in languages

representative of the field, PD opportunities take geographical barriers into account, content is inclusive
of all children and families)

● Accessible (i.e., offered in diverse formats to meet the needs of the field - online, in person, accessible for

early childhood educators with disabilities – Section 508 compliant)
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● Monitoring of PD providers through a professional standards board, accreditation process, or other

quality assurance mechanisms

PD2. Ongoing PD: Requirements and Incentives 
State has requirements related to ongoing PD. The requirements are research-based. There are clear guidelines 

and incentives (e.g., points in a grant system, points in a quality rating and improvement system (QRIS) rating, 

PD credit, etc.) to support teachers, aides, and instructional leaders to engage in ongoing PD pre- and post-

degree attainment. Incentives are equitable and are customized to meet the needs of individuals such as 

individual PD vs. group PD, frequency, PD hours, etc. 

PD3. Job-Embedded PD Resources 

State provides ongoing, accessible, and equitably distributed resources, training, and funding to support the 

implementation of JEPL. Examples of ongoing, accessible, and equitably distributed resources include:  

● Written guidance, funding, technical assistance, training, coaching, consultation, on-the-job

training, etc.

● Materials and tools that are accessible in languages that represent the field, are 508 compliant for early

childhood educators with disabilities, and are delivered in various mediums

Funding may also support instructional leadership roles and JEPL. 

● Funding may cover one-time trainings, ongoing trainings, or pilots or innovations.

● Existing program funds may be used to cover costs.

PD4. Workforce Development 

Degree requirements for teachers are appropriately rigorous and are integrated into a career lattice. There are 

supports for those of diverse backgrounds to attain further education credentials, and all four of the following 

characteristics or requirements are true:  

● All teachers are required to have an early childhood education credential (e.g., Child Development
Associate (CDA), Associate of Arts (AA) in early childhood education).

● All teachers are required to have a bachelor's degree.

● A formal career lattice outlines how different types and levels of educational attainment and years of

experience can lead early childhood educators to new roles and opportunities.

● State-funded supports are established for those with diverse racial, lingual, and socioeconomic

backgrounds to attain higher levels of early childhood education credentials.

PD5. PD Data Collection and Use 

State collects JEPL data on early learning professionals’ race, income, and language; data are gathered and 

used in the following five ways: 

● State collects data using tracking tools, program evaluation tools, early childhood educators surveys, 

and local level reports. 

● State verifies the implementation of JEPL through monitoring, use of an online platform, or directly

collecting early childhood educators surveys. 

● State uses JEPL data for accountability and improvement. 
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● A quality assurance mechanism monitors the quality of JEPL provided to teachers and instructional

leaders. 

● State uses multiple sources of data to inform improvement plans and track progress and uses the data

to guide technical assistance and resources to local programs.

PD6. PD Data Collection for Equity Goals  

The state’s efforts to understand and address inequity with regard to policies and practices around early 

learning core knowledge and PD standards, ongoing PD requirements and incentives, job-embedded PD 

standards and resources, and workforce development includes ongoing data collection, disaggregation of data, 
active discussions, data-driven decision-making, action planning, implementing, assessing implementation, 

and refining as needed. 

The state specifically collects data to understand and address the following four components: 

● The barriers to accessing affordable PD opportunities (Access includes location of available PD, 

language, 508 compliance, and diversity of trainers.)

● The need for PD opportunities that reflect teachers’ or providers’ diversity, and include voices and

experiences of diverse teachers and providers

● The need for PD content that is comprehensive and meets the needs of all teachers (i.e., content is

varied and supports teachers to engage with children from all backgrounds)

● Demographic differences in degree or credential attainment, and challenges to career advancement

especially for populations of color, low-income, and dual language learners

PD7. Prevalence of Job-Embedded PD 

Teachers receive job-embedded professional learning (JEPL). 

PD8. Instructional Leadership Supports 

Regional and local instructional leaders report receiving training and ongoing support in instructional 

leadership practices including the following: 

● Leading data informed continuous quality improvement (CQI) processes

Organizing and facilitating job-embedded professional learning  

Ensuring coherent instructional guidance and systems to support teacher practice 

Creating systems and support for family engagement practices  

Including teachers and families in decision making 

Addressing and ensuring equity 

Building a trusting and supportive environment among all in the program community 

PD9. Affordability and Accessibility 

PD opportunities are affordable and accessible. 

PD10. Cultural and Linguistic Responsiveness  

PD opportunities are culturally and linguistically responsive to the needs of early childhood educators. 
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PD11. Relevance and Effectiveness 

PD opportunities support development of core competencies sought by both pre- and post-degree early 

childhood educators. 

II. Descriptive Summary of Professional Development

Sources Included as Evidence 
To understand the existing literature support and identify the literature gaps and limitations for each of the IDM 

indicators, we conducted a systematic literature search and checked with experts for relevant sources to 
support the various indicators of PD. More details of the general review process conducted across all elements 

can be found in the IDM Evidence Review Document. For the PD Element, 21 key phrases were identified and 

explored. Out of these initial phrases, 16 key phrases retrieved relevant results. The list of all sources that 

yielded relevant results based on the 16 key phrases and expert recommendations, along with five key phrases 

that did not yield relevant results, can be found in Appendix A.  

Once the literature search for the PD Element was completed, we reviewed the quantity and rigor of the 

literature supporting each indicator and computed what we termed the Literature Support Index (LSI). The LSI 

is calculated for each indicator based on seven components: 

1. at least three peer-reviewed articles; 

2. at least one study with no more than two limitations; 

3. at least one study at national or state level; 

4. at least one study that uses experimental or quasi-experimental design; 

5. at least two studies that use representative sampling; 

6. support from at least one national research organization; and

7. support from at least one national policy organization.

The LSI is expressed as a percentage of the above seven criteria that are satisfied for a particular indicator. More 

information about the rationale for the LSI and how it is calculated can be found in the IDM Evidence Review 

Document. Figure 1 summarizes the LSI for the PD Element indicators.  

https://upk-improvement.org/downloads/IDM-evidence-and-reference-process.pdf
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Figure 1 

Overall Summary of PD Literature Support Index 
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While Figure 1 combines aspects of both rigor of the literature and quantity supporting each indicator, Figure 2 

presents solely the quantity of evidence for each indicator. Figure 2 shows that PD Indicator 1 is supported by a 

larger number of sources than the rest of the indicators. We hope that this type of analysis can help state teams 
understand where there are gaps in research and potential directions for future studies. For example, PD 10 is 

under-researched by academics and would be an ideal focus for state teams’ CQI, DDDM, or RPP efforts.  

Figure 2 

PD Quantity of Evidence by Indicator 
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To understand more about the nature of the literature that supports the Element, Figure 3 lists the types of 

publications used as evidence for the indicators of the PD Element; the vast majority of the sources are articles 

from peer-reviewed journals (65).  

Figure 3 

PD Evidence by Publication Type 

  



  

Professional Development Literature Support Summary 9 

In addition to types of publications, Figure 4 summarizes the research design used in the sources supporting the 

PD Element. The most common type of research designs represented in the PD literature scan (35) involved a 

literature review conducted by academic researchers. Other common study design approaches were 
experiments (11), pre-post association studies (10), mixed-methods studies (9), qualitative studies (9), and 

quasi-experimental studies (8). 

Figure 4  

PD Summary of Research Design 
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Figure 5 

PD Child Outcomes Studies Examined 

 

Figure 5 summarizes the professional development literature reviewed for the IDM and identifies articles that 
involved examining child outcomes in their studies. Professional development–related studies that included 

child outcomes compared to those that did not were fairly evenly split. Of the studies that connected child 

outcomes to professional development, the majority were cognitive outcomes, followed by social and 

emotional and finally child physical health.  
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Figure 6 shows how many PD studies focus on equity and which type of equity they focus on. Overall, only 35 

studies have no focus on equity whatsoever, and this roughly correlates with how many do not examine child 

outcomes (see Figure 5). The remaining studies focus mostly on racial equity (25), economic equity (14), and 

DLLs (11). 

Figure 6 

PD Inequities of Focus in the Literature 
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III. Summary of PD Literature Supporting Indicators: Current 

Practices and Challenges 
This section provides a summary of the literature supporting each indicator, including the current practices and 

challenges. Because some of the infrastructure and implementation indicators cover the same topics at the 

state and program level, we have grouped our summary together to reflect the overlap in the literature for these 

indicators.  

Professional Development 

Infrastructure Indicators (state level) 

PD1. Core Knowledge and PD Standards 

The early childhood PD system includes research-based core knowledge and competencies that are equitable 

and easily accessible. PD providers are monitored to ensure they meet specific standards.  

The PD system includes the following four essential criteria: 

● Founded on research-based core knowledge and competencies 

● Equitable in its design and modes of delivery (i.e., PD materials are translated in languages 

representative of the field, PD opportunities take geographical barriers into account, content is 

inclusive of all children and families) 

● Accessible (i.e., offered in diverse formats to meet the needs of the field - online, in person, accessible 

for early childhood educators with disabilities – Section 508 compliant) 

● Monitoring of PD providers through a professional standards board, accreditation process, or other 

quality assurance mechanisms 

The core knowledge and professional development standards indicator focuses on ensuring professional 
development systems are equitable, easily accessible, and based on research-based core knowledge and 

competencies. This indicator also helps ensure that PD providers are monitored through quality assurance 

mechanisms. 

The National Child Care Information Center (2006) provides the definitions of core knowledge and core 

competencies. Core knowledge is defined as “the central concepts that adults who work with young children 
need to know and understand to facilitate children’s learning and development, which are linked to early 

learning guidelines” (National Child Care Information Center, 2006, p. 2). Core competencies are defined as “the 

central range of observable skills that adults who work with young children need to facilitate children’s learning 

and development, which are linked to early learning guidelines” (National Child Care Information Center, 2006,  

p. 2). Another important definition is provided by LeMoine (2008), who states that “professional standards 
define the what, or the content, of professional preparation and ongoing development” (p.13). LeMoine (2008) 

recommends that states develop policies around professional standards that specify qualifications and ongoing 

development required for all early care and education professionals. These requirements should address 

varying levels and content of education and include detailed career-pathway policies that align and connect 
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content for a broad range of teaching, training, and administrative roles (Meek et al., 2020; Power to the 

Profession, 2020).  

Early childhood staff need a fundamental understanding of the stages of child development, and professional 
development standards support staff developing this knowledge. However, additional research is needed on 

the intensity, duration, and content of professional development that has the greatest effect on professionals’ 

practice. Research recommends state PD standards be linked with QRIS in order to apply the PD, and to 

encourage high levels of preparation and use of the PD among staff in early childhood education programs. 

Research also recommends the PD standards set expectations for early childhood workforce quality across all 
program types (state-funded pre-K, Head Start, and child care). State policies should specify the levels and 

content of ongoing PD as requirements for professionals to fulfill their job responsibilities and maintain current 

knowledge and skills (Demma, 2010). 

States are increasingly aligning PD standards and activities with an established set of core competencies 

(Whitebook et al., 2009). In the early childhood education field, there is strong consensus on the importance of 
at least four core competencies: 1) child development; 2) relationships; 3) program management; and 4) 

observation and assessment (Marshall et al., 2005).  Le Moine (2008) recommends that core professional 

knowledge addresses cultural competence and diversity, and integrates general and special education. These 

core competencies and knowledge need to be integrated into coordinated professional credentialing, licensing, 

and training processes for early education and care staff (Marshall et al., 2005). 

Professional Development 
Infrastructure Indicators (state 

level) 

Professional Development 
Implementation Indicators (classroom and program level) 

PD2. Ongoing PD: Requirements 

and Incentives 

State has requirements related to 

ongoing PD. The requirements are 
research-based. There are clear 

guidelines and incentives (e.g., 

points in a grant system, points in a 

quality rating and improvement 

system (QRIS) rating, PD credit etc.) 
to support teachers, aides, and 

instructional leaders to engage in 

ongoing PD pre- and post-degree 

attainment. Incentives are equitable 

and are customized to meet the 
needs of individuals such as 

individual PD vs. group PD, 

frequency, PD hours, etc. 

PD 7. Prevalence of Job-Embedded PD 

Teachers receive job-embedded professional learning (JEPL). 

PD 8. Instructional Leadership Supports 

Regional and local instructional leaders report receiving training and 
ongoing support in instructional leadership practices including the 

following: 

● Leading data informed continuous quality improvement (CQI) 

processes  

● Organizing and facilitating job-embedded professional 

learning  

● Ensuring coherent instructional guidance and systems to 

support teacher practice 

● Creating systems and support for family engagement practices  

● Including teachers and families in decision making 

● Addressing and ensuring equity 

● Building a trusting and supportive environment among all in 

the program community 
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Teacher Incentives 

Increasing numbers of early childhood education teachers are participating in professional development in 

pursuit of a degree. Whitebook et al. (2009) recommend conducting rigorous research around publicly funded 

professional development strategies to ensure they are effective in improving teacher performance and 

ultimately child outcomes. Professional development that combines multiple strategies appears to be more 
successful in improving outcomes. A study by Landry et al. (2009) across four states and 158 schools found that 

professional development that used a combination of online courses and mentoring with detailed, 

instructionally linked feedback by a trainer or coach showed the best child outcomes compared to groups with 

other teaching supports. The study found that children with teachers who received this combination of 

professional development support showed better performance on phonological awareness, expressive 
vocabulary, and print and letter knowledge, compared to teachers in the program who did not receive this 

combination of professional development. 

There are many different forms of incentives for early childhood educators that vary state by state. According to 

Austin et al. (2011), scholarships for higher education classes are the most common way programs use 

individual financial incentives to support teachers in attaining professional development, especially when 
college degrees are required. Other forms of incentives include educators being paid bonuses or stipends, 

which can constitute a sizable supplement to an individual's income (Austin et al., 2011). A study by Wasik and 

Hindman (2020) showed the significant role incentives can play in professional development intervention and 

improving child outcomes. The study involved preschool teachers from a high-poverty, urban school district. 

The teachers were trained to implement Story Talk, a reading intervention designed to increase children's 
vocabulary and language development. The professional development intervention also involved teacher 

incentives, which included $500 for participating, and teachers got to keep all the classroom materials used in 

the intervention. Results from this study suggested that teachers in the intervention increased the quality of 

their instruction, fidelity of the project's strategies, and their use of target vocabulary. Further, children in the 

intervention group significantly increased vocabulary development.  

Leader Incentives 

There is broad consensus among policymakers and practitioners about the importance of strong leadership in 
early childhood education. However, a large proportion of center directors and school principals assume their 

leadership positions without prior professional backgrounds or training in early education and/or 

administration (LeMoine, 2008; Szekely, 2013; Talan et al., 2014) and there is a scarcity of research related to 

providing leaders with incentives for completing training in early childhood education. This is a concern, as 

principals without appropriate training, for example, may unknowingly promote classroom strategies that 
mimic those used to teach older students but are developmentally inappropriate for younger students 

(Ehrenberg et al., 2012). In a National Governors Association paper, Szekely (2013) recommends revising state 

leader standards and licensure requirements to build the capacity of elementary school principals as pre-K 

through third grade (P–3) leaders. States can also expand state accreditation criteria for principal preparation 

programs, to include content on P–3 pedagogy and support professional development for existing principals 

and other leaders on how to promote high-quality P–3 instruction.  

Professional development opportunities for leaders need to focus on both administration and early childhood 

content. Ryan et al. (2011) conducted interviews on professional development needs with directors of Head 

Start and child care programs in New Jersey and found that directors ranged widely in qualifications, expertise, 
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and experiences. Based on these findings, Ryan et al. (2011) recommended that policy makers and 

administrators use needs assessments to tailor professional development to the particular needs of their 

preschool directors. Because of the complexity of leading programs with mixed sources of funding and policy 
mandates, Ryan et al. (2011) also recommended that unique competencies be articulated for preschool leaders 

and that institutions of higher education develop leadership preparation programs specific to early childhood. 

PD programs that focus on individual, organizational, and systemic change and the program director’s role as a 

change agent have resulted in positive outcomes. Talan et al. (2014), for example, examined the effectiveness of 

Taking Charge of Change (TCC), a 10-month training program for preschool leaders, and found evidence of 
individual growth and organizational improvement as well as positive program outcomes relating to 

accreditation status and participation in Illinois’ quality rating system. Participants also reported experiencing 

the greatest growth in their knowledge of how systems theory applies to early childhood organizations, and in 

how to implement an individualized model of staff development. In addition, participants reported higher self-

esteem, greater confidence, and a stronger sense of self-efficacy as a result of participating in the training. 

Professional Development 

Infrastructure Indicators (state level) 

Professional Development 
Implementation Indicators (classroom and 

program level) 

PD3. Job-Embedded PD Resources 

State provides ongoing, accessible, and equitably 

distributed resources, training, and funding to support 
the implementation of JEPL. Examples of ongoing, 

accessible, and equitably distributed resources include:  

● Written guidance, funding, technical assistance, 

training, coaching, consultation, on-the-job 

training, etc.    

● Materials and tools that are accessible in 

languages that represent the field, are 508 

compliant for early childhood educators with 

disabilities, and are delivered in various mediums 

Funding may also support instructional leadership roles 

and JEPL. 

● Funding may cover one-time trainings, ongoing 

trainings, or pilots or innovations. 

● Existing program funds may be used to cover 

costs. 

PD9. Affordability and Accessibility  

PD opportunities are affordable and accessible. 

PD10. Cultural and Linguistic Responsiveness  
PD opportunities are culturally and linguistically 

responsive to the needs of early childhood 

educators. 

These three indicators focus on JEPL resources with regard to funding and training support, availability and 

affordability, and quality of resources in terms of cultural and linguistic responsiveness. Effective 

implementation of JEPL requires a comprehensive and coherent state-wide infrastructure of resources and 

supports that are affordable, accessible, culturally and linguistically responsive, and equitably distributed to 

providers (IOM & NRC, 2015). Financial constraints faced by both public and private programs, and by the ECE 
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financing structure itself, have limited the capacity of states to provide comprehensive and equitable PD 

opportunities (Whitebook, 2014). To ensure that monies are directed where they are most needed, states need 

to develop a strategic plan for financing and resource allocation that takes into account funding from multiple 
public and private sources. For example, LeMoine (2008) recommends that state policies support the financing 

of integrated professional development systems in four specific areas. First, allowing early childhood 

professionals to pursue education and ongoing professional development based on need. Second, having 

funding for programs to facilitate professional development through resources for release time and substitute 

staff, teacher mentors and coaches, purchase of materials and equipment, and other supports. Third, providing 
explicit rewards and compensation parity for attainment of additional education and development. This 

includes financing mechanisms such as higher reimbursement rates and grants that reflect the cost of quality 

and do not always take into account or sufficiently address the cost of compensation parity. Finally, policies 

related to financing of the professional development system infrastructure, which may be linked to and/or 

embedded in the state’s larger early childhood system. Infrastructure pieces that require financing may include 
the advisory body, data systems, support to higher education institutions and training systems, and quality 

assurance processes (LeMoine, 2008). 

Higher Education 

Ensuring young children have teachers with degrees in ECE begins with an affordable and accessible higher 

education system (Russell, 2012). However, the supply of affordable and accessible educational opportunities 

to train educators in advancing levels of competence is often inadequate (Kagan et al., 2007). Major differences 

exist in PD infrastructure opportunities especially between educators in better-funded, school-sponsored public 
pre-K and Head Start programs, who are more likely to participate in on-the-job learning opportunities that 

occur during their paid working hours compared to educators in privately operated and funded programs, who 

are more often expected to complete professional development or college courses during unpaid evening or 

weekend hours (Whitebook, 2014). Even in states where adequate training opportunities exist, they are often 

inaccessible to ECE workers because of the distance, schedule, or cost of the training opportunities (Kagan et 
al., 2007). Although community colleges are generally more suited to providing accessible and affordable 

education for teachers compared to four-year colleges, they rarely offer sufficient courses that meet the 

practical needs of working students (Russell, 2012). Marshall et al. (2006) address the need for JEPL 

opportunities to accommodate for limited financial resources, the need for career counseling, the need for 

general academic and literacy support, language barriers in a diverse workforce, unique needs of adult learners, 
and scheduling and location difficulties. For example, in findings from a study that examined challenges in 

hiring teachers with formal degrees in Michigan’s Migrant Head Start programs, Rosenbaum et al. (2006) 

recommend using teacher demographic information to develop and disseminate workforce development 

materials, and to accommodate teachers’ financial and scheduling needs in order to facilitate their education 

without compromising child care quality. Further, partnerships between early learning programs and higher 
education institutions can be strengthened so that high-quality early childhood PD programs are more widely 

available and readily accessible. For example, community educational institutions and Head Start centers can 

work together to schedule classes at times that accommodate teachers' needs (Ponder, n.d.; Rosenbaum et al., 

2006). 

Coaching 

One key way in which JEPL can be supported is through coaching. In the early education field, sustained 

coaching approaches, combined with coursework, have been shown to improve teacher and child outcomes 
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(Landry et al., 2009; Neuman & Cunningham, 2009). Coaching is defined as a relationship-based process led by 

an expert to build a practitioner’s capacity for specific professional dispositions, skills, and behaviors (Snyder et 

al., 2015). Several early childhood professional development interventions have coaching playing a central role 
in program delivery and training support (Ansari & Pianta, 2018; Crawford et al., 2017). Practice-based coaching 

(PBC) is a specific type of coaching that incorporates components of research-based PD standards, PD 

competencies, and adult learning theories. PBC differentiates itself from other early childhood coaching models 

because of its explicit focus on teaching practices and a framework which includes collaborative partnerships, 

needs assessments, goal setting, action planning, focused observation, reflection and feedback, and cyclical 
process. PBC has been used to promote educators’ implementation of the Pyramid Model and has been found 

to be associated with an increase in children’s social skills and a decrease in challenging behaviors (Hemmeter 

et al., 2016). In addition, researchers are exploring various ways to deliver coaching, including video calls, the 

use of online platforms, email, or a combination of these methods to increase accessibility and affordability 

compared to in-person coaching (Artman-Meeker et al., 2014; Barton et al., 2015; MacLeod et al., 2019).  

Professional Development 

Infrastructure Indicators (state level) 

Professional Development 
Implementation Indicators (classroom and 

program level) 

PD4. Workforce Development  

Degree requirements for teachers are appropriately 

rigorous and are integrated into a career lattice. There are 
supports for those of diverse backgrounds to attain 

further education credentials, and all four of the following 

characteristics or requirements are true:  

● All teachers are required to have an early 

childhood education credential (e.g., Child 

Development Associate (CDA), Associate of Arts 

(AA) in early childhood education). 

● All teachers are required to have a bachelor's 
degree. 

● A formal career lattice outlines how different types 

and levels of educational attainment and years of 

experience can lead early childhood educators to 

new roles and opportunities. 

● State-funded supports are established for those 

with diverse racial, lingual, and socioeconomic 
backgrounds to attain higher levels of early 

childhood education credentials. 

PD 11. Relevance and Effectiveness 

PD opportunities support development of core 

competencies sought by both pre- and post-

degree early childhood educators. 

Several reviews of the literature support a strong association between teacher qualifications and early 

childhood program quality (Eckhardt & Egert, 2020; Kelley & Camilli, 2007; Manning et al., 2017). Some studies 

have also found teacher qualification to have a positive impact on children’s outcomes (Burchinal et al., 2002; 
Pianta et al., 2005). Kim et al. (2011), for example, found that dual language learner (DLL) preschoolers with 
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teachers of higher educational levels demonstrated significantly higher early math competency, compared with 

their peers with teachers of lower educational background. Teacher qualifications are thought to influence child 

outcomes through a mediated path (Ackermann & Barnett, 2006; Eckhardt & Egbert, 2020; NICHD, 2002; Pianta 
et al., 2009). Teachers with higher levels of education provide children with higher quality teaching and have 

higher levels of self-esteem (Cash et al., 2015; Early et al., 2006; Goble et al., 2015; IOM & NRC, 2015; Yamauchi et 

al., 2013), both factors that then lead to improved child outcomes. Son et al. (2013), for example, found that 

teachers with an early childhood education major engaged in higher quality social-emotional support practices 

and that children in higher-quality social-emotional classrooms had better math skills, social skills, and learning 

behaviors.  

High teacher qualification is most often defined as a bachelor's degree in early childhood education, which has 

been recommended as a minimum requirement for lead educators working with children from birth through 

age 8 in ECE programs in recent reports (Bueno et al., 2010; IOM & NRC, 2015). Although some studies found that 

teacher qualifications alone fail to predict greater gains for children (Early et al., 2007; Vu et al., 2008; Yoshikawa 
et al., 2013), there is increasing evidence of a strong association between programs with higher quality ratings 

and the presence of lead teachers who have bachelor’s degrees with specialized training in ECE (Ackerman, 

2005; Austin et al., 2015; Early et al., 2006).  

One of the recommendations from the early childhood care and education report by the Institute of Medicine 
and National Research Council (2015) is that states focus on formal education as a foundation for creating 

cohesive and aligned systems of professional development for ECE teachers to attain a bachelor’s degree (IOM 

& NRC, 2015; Russell, 2012; Whitebook et al., 2009). Early educator preparation programs can build on features 

that research demonstrates are associated with high-quality educator preparation, including a focus on 

foundational knowledge in child development and applications of that knowledge to teaching, sustained and 
supported field experiences, and the provision of supports to promote educators’ success in attaining a degree 

(Gardner et al., 2019). Content may draw from multiple sources, including institutional leadership and faculty, 

state learning goals, state teaching standards, and criteria in state laws and policies for licensure or certification 

(IOM & NRC, 2015). Well-supported and diverse faculty and staff with strong expertise and experience in ECE and 

who have latitude in determining content and pedagogy are crucial to ensuring a program that meets the 
educational needs of students from a variety of cultural and educational backgrounds (Ackerman, 2005; 

Gardner et al., 2019; Lobman et al., 2005).  

In addition to formal education, professional development systems must build on flexible career lattice models 

that delineate multiple clear pathways for advancement and learning (Ackerman, 2004). Equitable professional 

development requires an affordable and accessible higher education system and the provision of support that 
educators need to obtain a formal degree (Linder et al., 2016; Rosenbaum, et al., 2006; Russell, 2012; Whitebook 

et al., 2018). Findings from a survey of staff and directors of Migrant Head Start programs in Michigan highlight 

the need for teacher preparation programs at community colleges and universities to take into consideration 

staff characteristics such as education levels, language skills, work history, and perceived barriers to education 

including low income, child care and family issues, academic challenge, and schedule conflicts (Rosenbaum et 
al., 2006). Career lattices allow entry for students from a wide array of educational backgrounds. Instructional 

approaches can be multifaceted and combine college coursework with hands-on learning and individualized 

supports to meet the diverse academic and financial needs of students (Gardner et al., 2019). Research also 

recommends that states encourage greater collaboration among two- and four-year colleges to align course 

content and create articulation agreements that can allow students to transfer credits among them (Schlinder, 

2016).  
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To summarize, the three main types of supports seem crucial to a more equitable PD system: easy access such 

as offering distance learning opportunities and sufficient courses at times and locations that meet the needs of 

working students (Russell, 2012); financial supports in the form of scholarships and financial aid, paid time off, 
and availability of substitutes for current teachers; and educational supports such as academic counseling, 

technology, and language support especially for educators in low-income, minority, and immigrant 

communities (Bueno et al., 2016; Gardner et al., 2019).  

Professional Development 

Infrastructure Indicators (state level) 

PD 5. PD Data Collection and Data Use 

State collects JEPL data on early learning professionals’ race, income, and language; data  are gathered and 

used in the following five ways: 

● State collects data using tracking tools, program evaluation tools, early childhood educators surveys, 

and local level reports. 

● State verifies the implementation of JEPL through monitoring, use of an online platform, or directly 

collecting early childhood educators surveys. 

● State uses JEPL data for accountability and improvement.  

● A quality assurance mechanism monitors the quality of JEPL provided to teachers and instructional 

leaders.  

● State uses multiple sources of data to inform improvement plans and track progress and uses the data 

to guide technical assistance and resources to local programs. 

Data is essential to gauge any impacts and systems change. Workforce and professional development data 
inform planning, evaluation, and quality assurance and accountability. They also inform the impact of broader 

system developments and track the effective investment of resources. Data may be gathered and maintained by 

multiple partners such as workforce/practitioner registries, academic researchers, and others (LeMoine, 2008; 

NAEYC, 2019). As of 2021, 41 states maintain a workforce registry database, a computerized record of a state’s 

early childhood professionals’ qualifications, credentials, and ongoing professional development (Demma, 
2010; National Workforce Registry Alliance, n.d.; National Governors Association Center for Best Practices, 

2010). 

Although data-driven policymaking increasingly drives state early childhood quality improvement initiatives, 

data about the professional workforce’s preparation and ongoing development are not regularly collected or 

analyzed at the state level. Differing federal and state program reporting requirements continue to dictate most 
of the information collected about early childhood, making it difficult to create a unified early childhood data 

system (Demma, 2010; Hyson & Whittaker, 2013; National Governors Association Center for Best Practices, 

2010). Moreover, state-led efforts to gather professional development data struggle to bridge state agencies and 

higher education systems and comply with federal regulations, such as the Family Education Rights and Privacy 

Act (FERPA; Demma, 2010; Hyson & Whittaker, 2013; National Governors Association Center for Best Practices, 
2010; National Research Council, 2012). This lack of data, unsurprisingly, leads to gaps in the research of the 

benefits of professional development. A high priority in the field right now is generating new research about the 
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impact of various kinds and dosages of professional development on practitioners’ behavior and related child 

outcomes (Gupta & Daniels, 2012; Hyson & Whittaker, 2013). 

Professional Development 

Infrastructure Indicators (state level) 

PD6. PD Data Collection for Equity Goals  

The state’s efforts to understand and address inequity with regard to policies and practices around early 

learning core knowledge and PD standards, ongoing PD requirements and incentives, job-embedded PD 

standards and resources, and workforce development includes ongoing data collection, disaggregation of 

data, active discussions, data-driven decision-making, action planning, implementing, assessing 

implementation, and refining as needed. 

The state specifically collects data to understand and address the following four components:  

● The barriers to accessing affordable PD opportunities (Access includes location of available PD, 

language, 508 compliance, and diversity of trainers.) 

● The need for PD opportunities that reflect teachers’ or providers’ diversity, and include voices and 

experiences of diverse teachers and providers  

● The need for PD content that is comprehensive and meets the needs of all teachers (i.e., content is 

varied and supports teachers to engage with children from all backgrounds) 

● Demographic differences in degree or credential attainment, and challenges to career advancement 

especially for populations of color, low-income, and dual language learners 

In line with the framework of targeted universalism (Powell et al., 2019) used to guide the development of the 

IDM, equity indicators in each Element highlight the importance of ongoing data collection, the disaggregation 

of data, and the use of data for decision-making, action planning, and assessing implementation. This supports 

the five steps of targeted universalism (Powell et al., 2019), where once a universal goal is established (Step 1), 

and there is information about the performance of the general population relative to the universal goal (Step 2), 
the performance of different groups can be identified (Step 3), further analysis can be done to understand the 

structures that support or impede each group for achieving the universal goal (Step 4), and targeted strategies 

for each group can be developed and implemented to reach the universal goal (Step 5).  

NAEYC provides recommendations for implementation of early childhood educator professional preparation 

programs that commit to advancing equity and diversity. NAEYC’s (2019) position statement “Professional 
Standards and Competencies for Early Childhood Educators” recommends that PD standards and 

competencies be used to support the development of professional competency through professional 

preparation programs in addition to developing “articulation agreements and stackable, portable credentials 

that increase workforce diversity, equity, and access to new career opportunities” (p. 26). Additionally, NAEYC 
also recommends that professional preparation programs reflect principles of equity and diversity throughout 

all aspects of curricula and “provide field experiences that give candidates opportunities to work with diverse 

populations... and allow time and space to foster a learning community among administrators, faculty and 

staff” (p. 27). Collecting data around equity allows states to monitor and modify PD practices to meet educators’ 

needs for knowledge and practices that support equitable outcomes for all children and families (Meeks et al., 
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2020). For example, results from a survey of educators in Head Start centers in the Northeast U.S. indicated a 

need for specialized training to increase educators’ knowledge and skills to implement effective inclusive 

practices for children with disabilities (Yu, 2019).  

Massachusetts offers an example for how states can address equity and PD in their education system by 

providing free, equitable professional learning for all educators in the state. The Massachusetts State Equity 

Plan 2015–2019 focuses on PD for diverse student needs and details the “Massachusetts FOCUS Academy,” 

which is a PD system composed of free college courses providing educators with the skills, knowledge, and 

instructional strategies they need to improve outcomes for all students. Furthermore, Massachusetts has a 
Positive Behavior Interventions and Supports Academy program, which is a “multi-year professional 

development opportunity designed to train school and district teams in development and implementation of 

school and district-wide systems of behavioral supports and interventions” (Massachusetts State Equity Plan 

2015–2019, p. 39). These are two valuable PD programs in Massachusetts which attempt to address issues 

around equity through implementing a systems approach to identifying individual student needs and using 

positive behavior supports. 

Kornack and LiBetti (2021) outline five strategies to radically expand the talent pool in early education. The 

strategies outlined in the January 2021 paper “reflect the unique opportunity we have, born out of the 

pandemic, to capitalize on society’s newfound acknowledgement of the importance of early childhood 
education” (Kornack & LiBetti, 2021, p.1). The national conversation regarding race and equity empowers 

stakeholders in the early childhood field to rethink the ways in which PD can lead to equity and rethink “how a 

profession that is disproportionately women of color can be valued and compensated for the foundational work 

they do” (Kornack & LiBetti, 2021, p.1). The five strategies explored in the paper are to redefine credentials, 

rethink degree attainment, optimize practice-based training, expand job-embedded coaching, and connect in-
service preparation to career advancement especially for educators of color. Redefining credentials entails 

creating a Child Development Professional credential, which is a new, nationally recognized lead teacher 

credential tailored to early educator competencies. Rethinking degree attainment relates to partnering with 

existing four-year regionally accredited higher education institutions in order to build an online degree 

program, providing early educators with the necessary content, training, and wraparound supports. Optimizing 
practice-based training includes strategically building on and expanding early childhood apprenticeships. 

Expanding job-embedded coaching means developing a credit-bearing coaching model. Lastly, connecting in-

service preparation to career advancement entails designing career advancement opportunities that increase 

early educators’ effectiveness and that early educators can pursue while remaining in the classroom. 

The Early Educator Preparation Landscape Report (2020) outlines some innovations to improve the quality of 
postsecondary training. One promising approach identified are courses offered by the EarlyEdU Alliance, a 

center operated by Cultivate Learning, within the University of Washington. The EarlyEdU Alliance is not a 

degree program, but it offers courses through a network of higher education institutions that partner with the 

EarlyEdU Alliance for course delivery. These courses are based on research on effective early childhood teaching 

practices and include competency-based and practice-focused coursework which is aligned to NAEYC 
competencies. All courses use video of effective classroom practice and integrate Ceci (formerly Coaching 

Companion), which is a web-based application that allows students to share videos of their own early childhood 

classroom practices and receive feedback from instructors. By using the developed course content and Ceci, the 

instructor’s role is shifted from creating and delivering course content to becoming a job-embedded coach who 

helps early childhood educators enroll in degree programs and integrate what they are learning into their own 

classrooms, ultimately improving their practice and bringing higher quality early childhood to more children. 
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Another innovation outlined in the Early Educator Preparation Landscape Report (2020) is the Early Learning 

Improvement Consortium (ELIC) in New Jersey. The ELIC comprises faculty from state four-year institutions of 

higher education and was formed with two goals in mind: “(1) to fund faculty to learn how to be research 
partners and collect data related to early childhood outcomes, and (2) to facilitate a common understanding of 

ECE learning goals and quality practices” (Early Educator Preparation Landscape, 2020, p. 38). The ELIC has 

assisted the New Jersey Department of Education to develop a common child assessment system which is used 

to measure children’s progress toward early learning language and literacy standards, and to help inform 

teaching practices.  

IV. Future Directions and Limitations 
The current body of research around professional development in early childhood education is extensive; 

however, there are some directions for future research. Zaslow et al. (2010) identified an important next step in 
the research on professional development, which is to distinguish among many different approaches to training 

to determine the specific features of training interventions that show the strongest evidence of positive 

outcomes. Professional development needs to be studied across three sets of outcomes: 1) educator 

knowledge, 2) educator practice, and 3) child outcomes (Zaslow et al., 2010). Child outcomes are particularly 

important, yet there is somewhat limited research on professional development training and child outcomes 
(Zaslow et al., 2010). There is a need for future studies of professional development to focus on “tracking 

changes in teacher attitudes or beliefs, changes in teacher behavior and performance, and changes in child 

learning and development” (Whitebook et al., 2009, p. 8). Researchers also recommend conducting studies with 

longitudinal designs in order to trace the effects of professional development on short- and long-term changes 

in educational practices and children’s learning and social-emotional well-being. When research captures these 
bottom-line outcomes related to professional development, policy makers and professionals will begin to have 

the evidence they need in order to make informed decisions about the best direction and focus of professional 

development resources (Whitebook et al., 2009).  

Policy recommendations that can attenuate some of the current gaps in the field include creating state policies 

that “foster cross-agency and cross-program data collection, sharing, and alignment. Policies also should 
require comprehensive workforce studies at regular intervals and ongoing collection of professional 

development utilization and improvement indicators. States should ensure workforce data sharing takes place 

between state agencies, as well as between higher education institutions” (Demma, 2010, p. 8). Moreover, “state 

policies should require the methods and collection of specific data and also mandate non duplication of efforts, 

cross-sector data collection, sharing, and alignment. It is also recommended that policies require 
comprehensive workforce studies at regular intervals and ongoing collection of professional development 

utilization and improvement indicators. Additionally, research recommends that policies include specific 

requirements for disaggregated data by type of setting, demographics, and primary financing source(s)” 

(LeMoine, 2008, p. 24).  

Another recommendation from Whitebook at al. (2009) is that “a first-ever national ECE workforce data system 

to provide information compatible with state- and national-level data collected about K-12 teachers” (p. 9) be 

developed. Public and private partners can work together to create consensus for an integrated infrastructure 

for an ECE workforce database that coordinates federally supported ECE research efforts across departments 

and agencies. According to Sheridan et al. (2009), “a research agenda in early childhood professional 
development is needed (a) to unpack basic information on processes that promote the development of the 
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skills and competencies necessary to provide high-quality, evidence-based early childhood experiences; and (b) 

to identify interactions that occur between form and process and that influence the outcomes of professional 

development efforts. Research is needed that evaluates relative contributions of professional and personal 
characteristics of staff, content of training, coaching/consulting practices, roles and relationships, systemic and 

contextual variables, and the interaction effects among them...” (Sheridan et al., 2009, p. 396). These 

recommendations for future directions of research are a few valuable policy recommendations that have the 

potential to fill in gaps in the current body of research around professional development and child outcomes. 
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Teacher retention 81 8 0 

Teacher technical assistance 1 1 0 

Total 227 20 0 
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