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AGENDA ITEM: 6
DATE OF MEETING: October 19, 2011
ACTION: X
INFORMATION:

CHILD SIGNATURE PROGRAM —
THE POWER OF PRESCHOOL PROGRAM CONTINUATION,
INCREASED ACCESS, AND QUALITY ENHANCEMENT

SUMMARY OF REQUEST

First 5 California staff requests approval of the continuation, increased access, and quality
enhancement of the Power of Preschool program as its Child Signature Program for three
years.

BACKGROUND

Since its inception with the passage of Proposition 10 in 1998, First 5 California has been
charged with implementing early learning programs targeted to children and families of
greatest need. The intent of Proposition 10 calls for First 5 California “to facilitate the
creation and implementation of an integrated, comprehensive, and collaborative system of
information and services to enhance optimal early childhood development and to ensure
that children are ready to enter school.” The mandate also calls for the State Commission
to use outcome-based accountability to determine future expenditures. The program
outlined in this proposal will incorporate each of these requirements.

Through investments in programs such as Power of Preschool, First 5 California has
helped meet the dire need in our state for making quality early learning programs
accessible to children and families of greatest need. In fact, since FY 2007-08, First 5
California has administered at least four programs focused on child outcomes, the Special
Needs Project, School Readiness, Migrant Education Even Start, and Power of Preschool,
as outlined in Attachment 1.

However, given today’s fiscal reality, with reduced revenues and First 5 California’s recent
contributions to state budget solutions totaling nearly $300 million, the number of early
education programs we support that provide direct services to young children has been
reduced to just one — Power of Preschool. The program currently is being implemented in
eight counties, and the current program funding authorization will end in June 2012.
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The Science

The experiences children have as babies, toddlers, and preschoolers shape the kind of
students they will become as they enter the K-12 educational system. Neurological science
shows that the basic architecture of the brain is constructed through an ongoing process
that begins prenatally and continues into adulthood. A baby’s early experiences affect the
quality of that architecture by establishing a foundation for all later development, behavior,
learning, and health. In order to support healthy brain development, babies’ brains require
stable, caring, and interactive relationships with adults.*

e 90 percent of a child’s brain develops in the first five years.
The Child

A child who is considered to be “at-risk” and who does not receive quality early care and
education faces a life filled with disadvantages. At-risk children are 50 percent more likely
to be placed in special-education classes, 25 percent more likely to drop out of school, 70
percent more likely to be arrested for a violent crime, and 40 percent more likely to
become a teen parent.

Conversely, at-risk children who receive high-quality early care and education benefit
greatly, even to the point of exceeding national averages on measures of school
readiness. In fact, when controlling for risk factors such as maternal education, race, and
parents’ ages, these gains persist. Kindergarteners who spend their early years in high-
guality early care and education programs arrive at elementary school ready to learn and
on par with middle-income peers. These children experience the benefits that result from
early instruction that includes a focus on language development, literacy, vocabulary
growth, and numeracy. Additionally, children in a high-caliber early learning environment
acquire the skills that allow them to develop positive relationships with adults and peers,
while they learn to withstand disappointments and other pressures. This kind of learning
environment educates “the whole child” and serves to help prevent gaps in achievement
from developing.

Each year, more than half a million babies are born in California. With approximately 2.8
million children under the age of five, California has more children ages 0 to 5 years than
any other state.? California also has the highest number of children in the U.S. living in
poverty, contributing to a high number of families with limited access to the resources
necessary to help children grow up healthy and ready to succeed. The needs of these
families are especially acute as early learning programs have been cut, which may limit
access and weaken the quality, infrastructure, and services that families rely upon to raise
healthy, well-prepared children.

! Center on the Developing Child, The Science of Early Childhood Development, IN BRIEF. Harvard University,
Cambridge, MA.

% Census Bureau. California Quick Facts. Retrieved from, http://quickfacts.census.gov/qgfd/states/06000.htm|
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e Despite the fact that quality programs can help prevent more costly
interventions later on, comprehensive early learning programs for children
from low-income families remain scarce.

The Power of Preschool Program

From 2005 through 2009, First 5 California successfully implemented the Power of
Preschool program for three- and four-year-olds in low-performing districts. From its
inception as a demonstration project in nine counties, the program provided quality
enhancement funding to raise the quality and standards for preschool programs. The
program design built on and integrated existing public and private preschool providers. To
promote quality preschool experiences, local programs were required to meet quality
criteria in four main categories: 1) program, 2) teaching staff, 3) policy and fiscal
characteristics, and 4) family partnerships. The nine original counties, including San
Mateo, participated in the program to improve child and teacher outcomes — including
strong school readiness levels for children, high-quality learning environments, and better
trained teachers.

As a result of the success of the Power of Preschool program, the State Commission
approved additional funding in 2010 and 2011 for eight remaining counties that included
funds for expanding services to infants and toddlers. The eight counties are Los Angeles,
Merced, San Diego, San Francisco, San Joaquin, Santa Clara, Ventura, and Yolo. The
current program funding authorization ends on June 30, 2012.

A growing body of research also confirms the importance of quality early learning
experiences to effectively prepare young children not only for school, but for life. A recent
RAND study,® provided in Attachment 2, indicates that quality early care and education
programs are lacking throughout California, and the children who need them the most
oftentimes do not have access to them. California’s current economic situation increases
the likelihood that access to such programs may suffer, especially for at-risk children. The
commitment of First 5 California to quality early learning experiences and environments for
young children and families positions it as an effective champion for enhancing and
supporting implementation of quality early learning programs for children ages 0-5.

Included in the agenda item materials is the 2009 Power of Preschool Program Evaluation
Report that highlights the positive impact that high-quality preschool has on young children
and the positive evaluation results of this program.

e In order to continue services and grow the program to include more county
sites to serve more low-income children and families, First 5 California
proposes to fund the program for an additional three years.

% Karoly, L.A., GhoshDastidar, B., Zellman, G.L., Periman, M., & Fernyhough, L. (2008). Prepared to learn: The nature and quality of
early care and education for preschool-age children in California. Santa Monica, CA: RAND Corporation.
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Increased Access

In addition to maintaining the current Power of Preschool infrastructure, the proposed
program enhancements will:

= Help other counties enter the program through a transition process that
would include needs assessments, technical assistance, and training to
determine individual county program readiness levels

= Expand potential program access to all 58 counties through a competitive
application process

= Meet county early childhood education programs “where they are” in terms of
program entry

= Build on experiences and knowledge from existing local Power of Preschool
programs

Quality Enhancement

The evidence suggests that early learning outcomes from preschool can be stronger if
quality is improved, particularly around the engaging, challenging, and well-organized
nature of learning tasks in the classroom. The evidence-based focus of enhancing the
Power of Preschool program aligns with First 5 California’s teacher signature program,
CARES Plus, thus capitalizing on its current investment in improving child outcomes by
strengthening the quality of teacher-child interactions and classroom instruction. Design
for this program also draws from First 5 California’s current partnership with the Educare
Quiality Early Learning Model (First 5 California 2008, Strategic Plan). The proposed
guality enhancement of the Power of Preschool program will draw on the research-based
best practices of the Educare Model (see Attachment 3).

Specifically, the Power of Preschool quality enhancements will:
= Focus on core program features informed by evidence to enhance quality
= Build on a multi-leveled approach
= Emphasize program improvement, informed by data and feedback
= Use evaluation to inform future investments
PROGRAM ADVISORY COMMITTEE REVIEW

On October 3, 2011, First 5 California staff met with Commissioner Casey McKeever, as
Program Advisory Committee representative, to provide an overview and obtain support
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for moving forward on the continuation, increased access, and quality enhancement of the
Power of Preschool program.

FIRST 5 COUNTY-LEVEL FEEDBACK

In addition, staff led several efforts to obtain feedback on the Power of Preschool program
expansion concept from First 5 county executive directors:

e In August 2011, in collaboration with the First 5 Association, a survey was sent to each
First 5 county executive director asking for their feedback on the proposed program
enhancement elements and other implementation issues. The results of the survey
were returned in September 2011, shared with First 5 California staff and First 5
executive directors, and will be considered during program development.

e On September 30, 2011, First 5 California hosted a meeting with a representative
group of county executive directors to go over the survey results, to provide an
overview of the program maintenance and enhancement concept, and to obtain
feedback and recommendations.

POLICY RECOMMENDATION

First 5 California staff recommends the Commission approve the proposal for continuation,
increased access, and quality enhancement of the Power of Preschool program for three
years starting on July 1, 2012.

FISCAL RECOMMENDATION

First 5 California staff recommends increasing the current Power of Preschool program
funding amount from $19 million up to $45 million per year to provide children in more
counties with the opportunity to attend quality preschools.

ATTACHMENTS

e Attachment 1 - First 5 California Key Early Learning Programs

e Attachment 2 - Rand Study

e Attachment 3 - Power of Preschool Program Requirements Compared to Educare
Best Practices



FUNDING REQUEST FISCAL DETAIL
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Title of Request: Power of Preschool Program Continuation, > Contract
) . d d i h [ ] Program Disbursement
Child Signature Program Increased Access, and Quality Enhancement [] Special Disbursement
Amount of Current Expenditures
Agreement: Upto | N/A to Date: N/A
Current Term of Agreement: N/A Through N/A
Fiscal Year Detail
FY 12-13 FY 13-14 FY 14-15 FY -
New Amount Requested: Upto | $135,000,000 | $45,000,000 | $45,000,000 | $45,000,000
Total Amount of Agreement: | Upto | $135,000,000 | $45,000,000 | $45,000,000 | $45,000,000
Proposed Funding Term: 7/1/2012 Through 06/30/2015
3 i g Fund X Yes
First 5 California Multiple Accounts Aocolnt Sele Availability
Account Name: ety €loW | ~onfirmed | By: Sandy Beck

Statutory Purpose:
Health and Safety Code
130105(d)(1)(A)(B)(C)(D)(F)

Mass Media Communication Account - 0631
Education Account - 0634
Child Care Account - 0636

Research and Development Account - 0637

Unallocated Account - 0639

Do our funds | X Yes _
leverage (explain)
others? ] No

Commission Funds

Leveraged Funds

Total Funds

$135,000,000

$135,000,000 (min)

$270,000,000

Explanation: Historically, First 5 counties have contributed a significantly higher match than the minimum
represented above.

Additional Fiscal Detalil

See Attached Page

Page 1 of 2




Signature Program Funding Summary
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CHILD SIGNATURE PROGRAM

School Readiness
Authority: $204 Million through June 30, 2012
% of FY

Account FY 11/12 Total
Media $1,034,402 18%
Education $2,298,672| 40%
Child Care $976,936 17%
Research $1,436,670| 25%

$5,746,680| 100%

CHILD SIGNATURE PROGRAM
Power of Preschool
Authority: $45 Million Per Year for Three Years through June 30, 2015
% of FY % of FY % of FY

Account FY 12/13 Total FY13/14 Total FY 14/15 Total
Media $4,950,000 11% $9,900,000 22% $9,900,000 22%
Education $10,800,000 24% $22,950,000 51% $22,950,000 51%
Child Care $12,150,000 27% 0% 0%
Research $9,900,000 22% $7,200,000 16% $7,200,000 16%
Unallocated $7,200,000 16% $4,950,000 11% $4,950,000 11%

$45,000,000f 100% $45,000,000] 100% $45,000,000f 100%

PARENT SIGNATURE PROGRAM

Authority:

1. Parent Outreach and Education: Extend/add $31.3 Million through December 31, 2014
2. Kit for New Parents: Up to $15 Million through July 31, 2013
3. 1-800 Number: Up to $150,000 Annually

Page 2 of 2

Account FY 11/12 FY 12/13 FY 13/14 FY 14/15
1. Media $14,557,756 $9,680,239 $9,680,239 $6,000,000
2. Media $5,574,310 $5,574,310 $5,000,000 $5,000,000
3. Media $150,000 $150,000 $150,000 $150,000

$20,282,066 $15,404,549 $14,830,239 $11,150,000

TEACHER SIGNATURE PROGRAM
CARES Plus
Authority: Up to $36 Million through June 30, 2013
Account FY 11/12 FY 12/13 FY 13/14
Child Care $3,069,986 $16,465,007 $15,465,007
Research $1,000,000
$3,069,986 $16,465,007 $16,465,007
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Program Title

Description

Special Needs Project

Special Needs Project was implemented in FY 2005-06 and ended in June 2009. It provided
comprehensive developmental and health screening for young children and their families. In
addition, the program emphasized improved service utilization for children with disabilities and
increased opportunities to participate in high quality inclusive programs.

School Readiness

School Readiness was implemented in 2001 and will end in 2012. It has provided a variety of
direct services and supports to children ages 0-5 and their families. These include early
education programs with kindergarten transition activities, parent education, access to health
insurance and health care, oral health screening and treatment, developmental and health
screening, family literacy programs, and nutrition education and assessments.

Migrant Education Even
Start

Migrant Education Even Start was implemented in June 2003 and ended in December 2009. It
expanded the existing California Department of Education Migrant Education Even Start
Program. The Program provided educational services to migratory families. Parents received
services to enhance literacy levels, expand parenting skills, and learn English-as-a-second
language. Children ages 0-5 were provided early childhood and preschool services.

Power of Preschool

Power of Preschool, a demonstration program, was designed as an investment in voluntary,
free, and high-quality preschool for three- and four-year old children from FY 2005-06 through
FY 2009-10. This funding established a program that provided enhancement funding to raise
preschool standards and quality throughout California. The program objective was to assist
preschoolers in becoming personally, socially, and physically competent and effective learners
who are ready to transition into kindergarten.

In January 2010 the State Commission approved $19 million to extend the program for FY
2010-11. The eight counties implementing the program were encouraged to expand their
services to infants and toddlers with the approved funding. The counties were Los Angeles,
Merced, San Diego, San Francisco, San Joaquin, Santa Clara, Ventura, and Yolo. This funding
authorization ended on June 30, 2011.

An additional year of funding for the eight counties was approved in the amount of $19 million
at the January 2011 Commission meeting to extend the program. This funding authorization
ends on June 30, 2012.




First 5 California State Match Programs ﬂﬂﬂ§l§
Summary

(Dollars in Millions)

Special Needs School Readiness  School Readiness  Migrant Education Power of
Project Cycle 1 Cycle 2 Even Start Preschool
FY 03/04 — FY 09/10 FY 01/02 - FY 07/08 FY 06/07 - FY 11/12 FY 03/04 — FY 09/10 FY 05/06 - FY 11/12
. . . Joint Funded Significant County
Match 1:1 Match 1:1 Match 1:1 (State/Fed/Local) Contribution
Total F5CA
Investment $13.7 $176.7 $202.8 $14.5 $81.9
Total County $10.7 $252.6 $232.2 A Deptof B $270.5
Leveraged Funds*
Total State/County $24.4 $429.3 $435.0 $14.5 $352.4

Investment

'County leveraged funding based on reported county cash match and other eligible funding partners.

Note: FY 2010-11 and FY 2011-12 numbers are based on projections.
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REPORT -

Prepared to Learn

The Nature and Quality of Early Care and
Education for Preschool-Age Children in California

Lynn A. Karoly, Bonnie Ghosh-Dastidar, Gail L. Zellman, Michal PerIman, Lynda Fernyhough

m LABOR AND POPULATION
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Summary

In recent years, as California policymakers and the public have debated the
merits of expanded preschool access and strategies for raising program quality,
there has been only limited information about the nature and quality of the early
care and education (ECE) arrangements of California’s preschool-age children—
those who are one or two years away from kindergarten entry. What percentage
of children in California participate in ECE programs at ages three and four?
What is the quality of the programs in which they participate? How do access
and quality vary for children of different racial or ethnic backgrounds or for
children from low-income versus high-income families? In the context of the
policy debates, these are critical questions that have remained largely
unanswered.

' As part of our 1arger study focusing on the adequacy and efficiency of preschool

education in California, this study component sought to answer these and other
questions about preschool use and quality in California. To do so, we rely on
newly collected data for a representative sample of preschool-age children in
California designed to fill the information gap about the nature and quality of
their ECE arrangements. In brief, the results of our study show the following:

* Use of center-based ECE programs—including Head Start programs,
preschools, prekindergartens, nursery schools, and child-care centers—is
the norm for California families with three- and four-year-olds.

* Latinos and socioeconomically disadvantaged children—those whose
mothers have less education, those with low family incomes, or those in
linguistically isolated families—participate in center-based ECE at lower
rates than those in other racial-ethnic groups or who are more
advantaged. -

*  Center-based ECE programs fall short on key quality benchmarks,
particularly those related to early learning environments that foster school
readiness and later school success. '

~* All groups of children in center-based ECE experience quality shortfalls,
especially on those measures linked to early learning. :

XVii
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* .The groups of children with the largest gaps in school readiness and later
school achievement are the least likely to participate in high-quality
center-based programs that will help them succeed in kindergarten and
beyond.

* There is plenty of room for improvihg the quality of preschool for all
children—and for raising preschool-participation rates for children who
could benefit the most.

Before reviewing these key findings and their implications in more detail, we
first provide a brief overview of the data collected for the study.

New Data to Fill the Knowledge Gap

The data collected for this study were designed to incorporate several features
not available from existing sources: a representative sample of California

children one or two years away from kindergarten entry, detailed information on

the range of nonparental ECE arrangements, objective measures of ECE program
quality, and sufficient sample sizes to analyze ECE utilization and quality for key
population subgroups.

As shown in Figure S.1, the data collection, fielded in the first half of 2007,
involved a combination of a telephone survey of households with preschool-age
children linked to data collected through a telephone survey of center- and .
home-based ECE providers for the children in those households, as well as data
collected through direct observation of a subsample of the center-based
providers. When weighted to account for the sampling strategy and
nonresponse, the results from the household and provider data are

‘representative of the preschool-age population in California in two kindergarten-

entry cohorts.

The household survey collected information for just over 2,000 children in two
kindergarten-entry cohorts based on their birth date: the cohort eligible to enter
kindergarten in the fall of 2007 (a group we label as four-year-olds) and the
cohort eligible to enter kindergarten one year later (a group we label as three-
year-olds). The interview with the focal child’s parent or guardian centered on
obtaining detailed information on the regular ECE arrangements for the child,
including center-based early learning and child-care programs, as well as home-
based care provided by a relative or nonrelative. Other topics covered
background information on the child, the child’s coresident parent(s) and the
household including income.



Figure S.1—Sch.ematic of Data-Collection Approach

Household sample
(February—June 2007)

N = 2,025 age-eligible
children

(born between
12/3/01 and 12/2/03)

I:I Telephone survey

| In-person observation

For parents with one or more regular care arrangements for their children, we
asked permission to contact a main ECE provider to learn more about the ECE

Provider sample
(March—July 2007)

N = 637 center directors
N = 531 center lead teachers
N = 59 home-based providers,

Provider subsample

xix

- setting. The focal arrangement for follow-up was the center-based provider with
the most weekly hours, if one existed. Otherwise, the home-based provider
(relative or nonrelative) with the most weekly hours was selected. The resulting

sample consists of about 700 cases with provider follow-up telephone survey

data, mostly with center-based providers, with the goal of interviewing both the
center director and the focal child’s lead classroom teacher or caregiver.

Finally, to obtain more in-depth and objective information on the quality of the
ECE arrangement, a random sample of the center-based providers interviewed
by phone and located in the state’s 32 most populous counties (representing
about 97 percent of preschool-age children) were asked to consent to an on-site

observation. For about 250 center-based programs, specially trained observers

collected well-validated measures of multiple dimensions of ECE quality. In
addition to structural measures, such as group sizes, child-staff ratios, and
teacher qualifications, the measures included two subscales of the Early
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Childhood Environment Rating Scale, revised edition (ECERS-R) and the full set
of the Classroom Assessment Scoring System (CLASS) scales, two global
assessments of ECE quality that have been linked to child-development
outcomes and later school performance.

Despite the advantages of the data collected for this study over existing sources,
they are limited in several ways. Most importantly, although the data allow us to
examine the full range of center- and home-based ECE arrangements for
preschool-age children, analysis of ECE quality is limited to center-based
settings. The study design did not incorporate assessments of care quality for
children exclusively in home-based care (whether provided by relatives or
nonrelatives) or the quality of care that children experienced who are exclusively
in parental care. However, as we will see, the majority of preschool-age children,
especially those who are one year away from kindergarten entry, spend at least
some time in a center-based ECE program. Consequently, we capture quality for
the dominant setting in which preschool-age children in California spend time
before beginning kindergarten. It is also important to keep in mind that our
study captures current patterns of ECE use, but those patterns may or may not
reflect parents’ preferences regarding ECE settings or time in ECE arrangements
for their preschool-age children. Parents may be constrained in their ability to
obtain their desired care choices by the ECE options available in the community
and the cost associated with those options.

Use of Center-Based ECE Is the Norm for California’s Preschool-
Age Children

According to parent reports, most preschool-age children in California are in one
or more regular center-based ECE programs—including Head Start programs,
preschools, prekindergartens, nursery schools, and child-care centers (see Figure
S.2). The estimated 59 percent of preschool-age children in center-based settings
are in a mixture of public and private programs. Based on the center-based
program in which they spend the most time and information provided by center
directors about the type of program for the focal child, 22 percent of preschool-
age children are in one of the following types of public programs: Head Start, a
California Title 5 program (e.g., California State Preschool or General Child Care
and Development), a county Preschool for All (PFA) program, or a public-school
prekindergarten program. Another 28 percent are in a private-school ‘
prekindergarten or in a preschool or nursery school. Finally, about 9 percent are



Figure S.2—Most Preschool-Age Children in California Are in Center-Based Programs
(percentage distribution)

Parental care only Publi;, center-based
'25% prekindergarten or
: preschool program
22%
Relative or Other center-based
nonrelative care in prekindergarten,
home setting preschool,
16% : or nursery-school
praogram
28%

- Child-care center or
other center
9%:-

SOURCES: RAND California Preschool Study household survey and provider survey data.

NOTE: Sample is all children. Sample size is 2,025. When there are multiple ECE arrangements for a child,
if there is any center-based ECE, the focal arrangement is the center arrangement with the most weekly hours.
Otherwise, the focal arrangement is the home-based setting (relative or nonrelative care) with the most weekly
hours. Totals may not sum to 100 because of rounding.

in a child-care center or some other center-based program (e.g., a recreation-
center program). '

The parent interviews further indicate that 16 percent of children are notin a
center-based program but have one or more care arrangements in a home setting
in which the caregiver may be a relative or nonrelative (a category that includes
family child-care homes). The remaining 25 percent of preschool-age children
have no regular care or early education arrangements with someone other than
their parents. The pattern of ECE arrangements differs for the two age cohorts.
Among four-year-olds, an estimated 67 percent participate in center-based
settings, compared with 51 percent of three-year-olds. Three- and four-year-olds
are in home-based care arrangements at about the same rate: 20 percent have one
or more relative-care arrangements, while 13 percent have one or more
nonrelative arrangements. While there is no difference by cohort in the
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percentage in any home-based care, the younger cohort is more likely to be only
in home-based care than is the older cohort (20 versus 12 percent). And among
those only in home-based care, relatives care for a larger share of three-year-olds
than of four-year-olds. In total, 75 percent of three- and four-year-olds are cared
for by someone other than a parent on a regular basis in a center- or home-based
setting. This figure is close to 80 percent for four-year-olds and 70 percent for
three-year-olds.

Disadvantaged Children Are Less leely to Part1c1pate in Center—
Based ECE Programs

Participation in center-based ECE programs is not uniform for different groups
of preschool-age children (see Figure S.3). We find meaningful and statistically
significant differences in use of center-based programs for children classified by
race-ethnicity, living arrangements, nativity of the mother, mother’s education,
mother’s school enrollment and employment status, the language spoken
between the mother and child, linguistic isolation, and various measures of
family economic status. However, some of these associations between ECE use
and each separate child or family characteristic can be explamed by the other
background measures we examined.

For example, when children are classified by race-ethnicity, the lowest rates of
use of any nonparental ECE arrangements and center-based arrangements is
found for Latinos (51 percent). Asians have the highest rate of participation in -
center-based settings (71 percent). These patterns, however, can be explained
largely by differences across racial-ethnic groups in other characteristics, such as
maternal education, employment, and language status, as well as measures of
family economic status.

Various economic status measures—family income, poverty status, eligibility for
ECE subsidies, or a California Department of Education (CDE) measure of being
economically disadvantaged—are strongly associated with ECE use, even after
controlling for other characteristics. Generally, as economic status rises, so does
the use of center-based ECE. There is some evidence of a dip in use of any ECE
arrangements and center-based arrangements for families with income just
above the federal poverty guideline (equal to $20,000 for a family of four during
the period covered by our data), as measured by those who meet only the state
income-eligibility requirements for fully subsidized ECE (see Figure S.3). In this
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Figure S.3—Use of Center-Based ECE Is Lowest for Socioeconomically Disadvantaged
Groups

Race—ethhicity

Hispanic/Latino
White alone
Black/African American alone
Asian: alone
Other race alone or multiracial

Mothér's education
Less than high school
High-school graduate
Some college, no degree
Associate's degree

Bachelor's degree

.Graduate or professional degree

‘Linguistic isolation

~ Linguistically isolated

Not_ isolated

ECE-subsidy eligibility
Head Start ancl_ _state, full subsidy _ AT T

o 52

_State only, full subsidy
‘State only, partial subsidy

Not eligible B 69
Economic status
Economically disadvantaged
Not disadvantaged 69

.80 100
Percentage in center-based ECE arrangement

SOURCE: RAND California Preschool Study household survey data.

NOTE: Sample is all children. Total sample size is 2,025. For mother's education, the associate’s degree category
includes those with a vocationalftechnical diploma and the bachelor's degree category includes those who have some
post-baccalaureate education but no degree. Linguistic isolation is defined as no parent speaking only English or English
very well. ECE subsidy status is defined based on the income-eligibility cutoffs for Head Start and the CDE income
ceilings for state-administered programs. Economic disadvantage is defined as having income below 185 percent of the
poverty threshold or the highest parent education below a high-school diploma. A joint test of the null hypotheses that use
of center-based ECE is equal across groups is rejected at the 5 percent level of significance for each characteristic.
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~ income range, families are not eligible for Head Start, and, although they can be
eligible for state-subsidized programs, such as California State Preschool, they
may not obtain a space because the state programs are underfunded and the
lowest-income families get priority. However, those same families’ incomes are
low enough that nonsubsidized ECE arrangements may not be affordable.

Mother’s education, another socioeconomic factor, also shows a strong positive
relationship with the use of center-based programs. This is another factor that
remains significant even after controlling for other background characteristics,
such as family economic status and race-ethnicity.

Language status is another factor associated with use of center-based
arrangements. Linguistic isolation—families in which no parent speaks only
English or English very well—is associated with lower ECE use, although this
pattern does not hold when other characteristics are controlled for. When we
differentiate children by the language of mother-child communication, those
who speak an Asian language alone or in combination with other languages
(usually English) have the highest rates of use of center-based ECE. This pattern
persists even after controlling for other characteristics. Although children who
communicate with their mothers in Spanish have the lowest use of center-based
arrangements, they are no different from those who speak only English after
other characteristics are controlled for, such as maternal education and family
income.

Quality of Center-Based Programs Is Mixed

Preschool-age children are in a diverse array of center-based ECE settings,
reflecting the mixed public-private delivery system. Center-based programs vary
in terms of location, religious affiliation, nonprofit status, subsidy mechanisms,
program availability, services provided, and language in the classroom. In terms
of quality, we follow the child-development literature and treat quality in center-
‘based programs as having multiple dimensions, broadly classified into two
domains: : | -

*  Structural quality includes such program features as group size, child-staff
or child-adult ratios, teacher education and training, curriculum, and
health and safety practices. Federal or state program requirements or state
licensing requirements set minimum standards for most of these features.



* Process quality refers to what goes on in the classroom, such as the

| activities in which children engage, the nature of teacher-child and peer-
to-peer relationships, the management of the classroom and use of time,
and teachers’ approaches to fostering learning and healthy development.

‘ , Based largely on the independent classroom observations of structural and
process components, we find that the quality of the experience of preschool-age
children in center-based settings in California varies with the component of
quality that is examined (see Figure S.4). Programs are more successful in

Figure S.4—Quality in Cehter-Based ECE Programs Is Lowest for Key Measures of Quality
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SOURCES: RAND California Preschool Study provider survey data and provider observation data.
NOTE: Sample is children in center-based ECE arrangements. Sample size is 615. ISL =
Instructional Support for Learning.
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meeting quality benchmarks for group sizes and ratios and score higher on
measures of the classroom environment that focus on emotional support,
classroom management, and student engagement. The largest shortfall occurs on
the extent to which teachers promote language development and the higher-
order thinking skills that help prepare children for kindergarten. Other aspects of
quality with room for improvement are teacher education and training, the use
of research-based curricula, and basic health and safety measures.

Group Sizes and Ratios

According to child-development experts, the size of the classroom group and the
ratio of children to staff or adults (where the latter includes both staff and
volunteers) are considered key elements of structural quality in ECE settings.
Typical benchmarks for high-quality programs serving preschool-age children
specify a maximum group size of 20 and a maximum child-staff (or child-adult)
ratio of 10 to 1.

Based on on-site observations, we estimate the average group size for preschool-
age children in center-based settings to be about 18 children, better than the
typical quality benchmark of 20 children. Overall, 71 percent of children are in
programs that would meet that benchmark (see Figure S.4). If the group-size
benchmark were 24 children (the effective maximum for California Title 5
programs), 88 percent of preschool-age children would be in programs meeting
that standard.

Based on the ratios collected during the on-site observations, the average ratio
for preschool-age children in center-based programs is about 8 to 1 counting only
staff and just under 7 to 1 including volunteers. Using a benchmark of 10 to 1 as
typically specified for high-quality programs, an estimated 77 percent of children
would meet this standard if only staff are counted and 91 percent if volunteers
are included, too (see Figure S.4). However, these percentages shrink by about 20
percentage points if we consider the maximum ratio during the observation
period, indicating that it is quite common for preschool-age children in
California to be in center-based settings in which the benchmark child-staff or
child-adult ratio recommended for high-quality programs is not met at some
point during the day. '
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Teacher Education and Training, Curriculum Use, and Health and Safety
Practices

Although the child-developmient field has yet to reach a consensus regarding the
education and training requirements for ECE teachers to be effective,
recommended benchmarks typically specify at least an associate’s degree, if not a
bachelor’s degree, as well as specialized child-development training,. In
California, there is no requirement for a postsecondary degree in either the Title
22 licensing requirements for centers serving preschool-age children or the Title 5
program standards for CDE-administered child-development programs. Even so,
based on the information provided by lead teachers during the telephone
interviews, we estimate that 67 percent of preschool-age children in center-based
settings have lead teachers with at least an associate’s degree, and 42 percent
have a teacher with a bachelor’s degree or higher (see Figure S.4). Those
percentages drop to 36 and 27 percent, respectively, for a combination of an
associate’s or bachelor’s degree in the ECE field.

Although there is no research basis for singling out one or more curricula as
superior to all others, the child-development literature does indicate that having
a planned curriculum—one that specifies the goals for child learning and
development and how to achieve those goals—is better than having none. Use of
a curriculum is a near-universal feature of center-based programs that serve
preschool-age children in California, according to the lead-teacher telephone
interviews. However, using a generous estimate of what constitutes a research-
based curriculum, fewer than half of three- and four-year-olds are estimated to
be in programs that use a named curriculum with a foundation in child-
development research. Many programs rely on a curriculum developed in house
that may or may not have a strong research foundation.

In terms of health and safety, there are lapses in following routine practices that
would be expected for ECE programs under state licensing or standard
accreditation requirements for maintaining a clean, safe, and sanitary
environment. On average, we estimate that preschool-age children are in
classrooms in which 74 percent of the 12 health and safety items on the on-site
observation checklist were met. The items that were least likely to be met were

- having protected electrical outlets, secured exits, and a fire extinguisher in the .
classroom. If we use a benchmark that allows at most one missed health or safety
practice of the 12 checklist items, just 18 percent of children would be in
programs meeting that benchmark. Allowing up to two missed features would
increase the benchmark rate to 47 percent of children. Notably, about 10 percent
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of children are in programs in which the teacher reported that there is not always
an operating smoke detector in the classroom, a concern even at that low rate of
prevalence.

Classroom Environment and Interactions

The ECERS-R, scored on a range of 1 (inadequate) to 7 (excellent), is a widely
used instrument for assessing quality in center-based ECE programs. Two of the
seven subscales were scored during the on-site observations: Space and
Furnishings and Activities. We use a combined score of 5 (good) or higher as a
benchmark for quality programs. On average, preschool-age children in center-
based settings are in programs with an estimated average of 4.1 on the two
subscales combined. This average falls between the minimally acceptable level (a
score of 3) and good level (a score of 5). Based on the combined score across the

~ two subscales, 16 percent of children are in programs that fall below a score of 3,

while just 22 percent score at a 5 or higher, the good to excellent range (see

‘Figure S.4):

The CLASS assessment is increasingly used as a quality measure to complement
ECERS-R. It too is scored on a range of 1 to 7, and the 11 scored dimensions are
aggregated into four domains (see Table S.1). For California preschool-age
children in center-based settings, three domains have an estimated average score
about 5, the high end of the middle score range (a score of 3 up to 6): Emotional
Support (mean score of 5.5), Classroom Organization (mean score of 4.9), and
Student Engagement (mean score of 5.3). For the first and third domains, about
one-third of children are in programs that score between 6 and 7, the high end of
the scale.

The biggest shortcoming is the Instructional Support for Learning (ISL) domain,
which has an estimated mean score of 2.6, on the low end of the scale. The low
score on this domain signals that, while center-based programs may be
succeeding in some measure in providing an engaging, emotionally supportive,
and well-managed environment for learning, teachers are not as successful in
promoting higher-order thinking skills, providing quality feedback, and
developing students’ language skills. Other research has shown the ISL score to
be one of the strongest predictors of gains on cognitive assessments and
subsequent student-achievement tests, so the shortfall on this dimension is of

particular concern. By comparison, the Tulsa, Oklahoma, classrooms that are part

of the state’s universal preschool program, which has been evaluated and shown
to produce favorable effects on school readiness, have an average ISL score of 3.2,



Table S. 1—CLASS Domains Capture Various Aspects of What Teachers Do in the

Classroom
CLASS Domain  What It Measures
Emotional * The enjoyment and emotional connection that teachers have with students, and
Support the nature of peer interactions

* The level of expressed negativity, such as anger, hostlllty or aggression,
- exhibited by teachers or students

¢ Teachers’ responsiveness to students’ academic and emotional needs

* The degree to which teachers’ interactions with students and classroom
activities place an emphasis on students’ interests, motivations, and points of

view
Classroom - * How well teachers monitor, prevent, and redirect behavior
Organization « How well the classroom runs with respect to routines, how well students

understand the routine, and the degree to which teachers provide activities and
directions so that maximum time can be spent in learning activities

* How teachers engage students in activities and facilitate activities so that
learning opportunities are maximized

Instructional * How teachers use instructional discussions and activities to promote students’

Support for higher-order thinking skills and cognition in contrast to a focus on rote instruction

Learning * How teachers extend students’ learning through their responses and participation
in activities

«  The extent to which teachers facilitate and encourage students’ language

Student ¢ Overall level of engagement of students in the classroom
Outcomes '

SOURCE: Pianta, La Paro, and Hamre (2006).

a meaningful difference from California’s average, given the score range (equal
to about 0.6 standard deviations). By our estimates, about one in four preschool-
age children in California is in a center-based settmg that Would equal or exceed
the Tulsa average ISL score (see Figure S. 4)

All Groups of Children Experience Low Scores on Quality-Rating
Scales

With a few exceptions, in comparing the quality measures across groups of
children, the estimated differences tend to be modest. In other words, where
dimensions of quality are high, on average, such as for meeting benchmarks on
group size or ratios, higher quality is also evident for most groups of children

classified by various socioeconomic characteristics. In the same way, when

average quality is low, such as for the combined ECERS-R score or CLASS ISL
domain, the lower level is shared by most groups of children.
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There are two exceptions for which we find somewhat more pronounced
differences across groups, although the smaller sample sizes available for our
analysis of center-based quality means that there is more uncertainty in our
estimates of the differences. In particular, we find d1fferences in some quality
measures among children defined by race-ethmc1ty (see Figure S.5). For example,
just 13 percent of African American children are estimated to be in classrooms in
which the lead teacher has an associate’s degree or higher in the ECE field,
compared to a maximum of 41 percent for whites and 42 percent for Asian
children. Latino children fall in between with 34 percent. On other quality
measures, African Americans usually (and Asians sometimes) are in programs
that score lower on key quality dimensions, while whites (and sometimes Latinos
or Asians) tend to be in programs that score higher.

Differences in quality measures are also evident when children are classified by
family income, although not always in the expected direction. For example, on
measures of teacher education, children in poverty are more likely to be in
classrooms with more educated teachers. The ECERS-R and CLASS scores, ,
however, tend to be higher as income rises, although, when income is above 500
percent of the poverty line, the scores are lower than when i 1ncome is 300 to 500
percent of that line.

Several measures of quality are highest for California Title 5 programs (e.g.,
California State Preschool) and public prekindergarten programs and, to a lesser
extent, Head Start programs. For example, children in these programs are more
likely to reach the benchmark of having a lead teacher with a postsecondary
education. Forty-seven percent of children in a Title 5 or public-school
prekindergarten program are estimated to have a lead teacher with a bachelor’s
or higher in the ECE field, compared with just 11 percent of those in private-
school prekindergartens or 13 percent of those in child-care centers, differences
that are statistically significant. These program types also have a higher
percentage of chlldren in programs that meet benchmark levels for ECERS-R and
CLASS.

Although these differences in quality by child and family characteristics and
program type suggest that some groups of children in center-based settings
experience higher quality than others, all of the groups we examined still fall
short, often by large margins, of the quality benchmarks that measure aspects of
the classroom environment that are tied to later school success. Even for the
socioeconomic groups with the highest quality scores—for example, whites or
those with incomes between 300 and 500 percent of the poverty level, the average
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Figure S.5—Larger Differences in Key Dimensions of ECE Quality Are Found Across
Racial-Ethnic Groups
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NOTE: Sample is children in center-based ECE arrangements. Sample size is 615. Numbers in bold
indicate groups with statistically significant pairwise differences at the 5 percent level of significance based on
single inference.
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ECERS-R score falls below the “good” level and the CLASS ISL score falls short
of the Tulsa average. The same is also true for the best-performing program
types: Title 5 or public-school prekindergarten programs. These results indicate
that there remains much room for quality improvement for both disadvantaged
and advantaged children. The need to raise quality also extends to both public
and private program types.

Implications for Early Education Policy in California

These findings have several implications for early education policy in California.
~ While a more comprehensive analysis of policy options and recommendations
will be undertaken as part of the final companion study, we highlight four
implications that readily follow from these findings.

Participation in High-Quality Center-Based Programs Is Low for Groups of
Children Who Could Benefit the Most

- The first report in our larger study of preschool adequacy and efficiency in
California examined gaps in school readiness and student achievement in the
_early elementary grades and identified several groups of children with lower
measures of school readiness and subsequent academic performance: Latinos
and African Americans, those with low parental education, English-language
learners, and those from economically disadvantaged families (defined by CDE
as children in families with low income or low parental education). Our analysis
shows that these groups of children have low use of high-quality center-based
ECE programs (see Figure S.6). For example, if quality is measured by group.
size, the child-staff ratio, or the education level of the lead teacher, anywhere
from about 20 to 50 percent of preschool-age children in the groups with the
largest school-readiness and achievement shortfalls are currently participating in
center-based ECE programs that meet quality benchmarks. If instead we rely on
ECERS-R and CLASS to measure quality, only about 10 to 15 percent of
preschool-age children in the groups that could potentially benefit most are in
~ higher-quality center-based ECE programs. These low rates of participation in
programs with features associated with improvements in school readiness and
academic achievement represent a missed opportunity to promote the cognitive
and social development of more disadvantaged children through effective
preschool programs.
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Figure S.6—Participation Rates in High-Quality Center-Based ECE Programs Are Low for
' Groups with Largest School-Readiness Shortfalis
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There Is Scope for Expanding the Use of Center-Based Programs by Underserved
Groups

Our data suggest that there is a substantial usage gap in center-based ECE,
particularly for groups of children who face shortfalls in school readiness and
later school performance. Underserved groups include Latinos, children whose
mothers have low education, children whose parents are linguistically isolated,
and those in families with low income. For example, the differential use of
center-based ECE between Latinos of Mexican origin and whites is 15 percentage
points. That gap reaches 30 percentage points when children at low and high
levels of family income relative to poverty are contrasted and extends to 35
percentage points between children whose mothers have less than a high-school
diploma and those whose mothers have a degree beyond the bachelor level. As a
point of comparison, participation rates reach nearly 70 to 80 percent,
respectively, in Oklahoma’s universal preschool program and New Jersey’s
targeted Abbott preschool program. When those rates are combined with

~ children in private programs, the overall rates of participation in center-based

ECE programs in these other states are about 30 to 40 percentage points higher
than current participation rates in center-based programs by underserved groups
in California. ‘

These lower rates of use may reflect differences in preferences over ECE
arrangements, but other factors likely play a role as well. For example, our
analysis of parent reports regarding the importance of various factors in the
choice of ECE arrangements shows that parents in more disadvantaged
socioeconomic groups place more weight than other parents do on factors that
affect access to care, such as cost, the provider’s schedule, and location. The
importance of affordability may account for the dip in use of center-based
programs when income is too high to qualify for Head Start or to receive priority
for enrollment in California Title 5 programs but is too low to pay for
unsubsidized ECE arrangements. In addition, our estimates show that the
percentage needing care during nonstandard hours is highest—upwards of 30
percent for evening care and 20 percent for weekend care—for a number of the
underserved groups, including Latinos, African Americans, and those with low
maternal education or low economic status. Families that need care during
nonstandard hours may not have the additional resources required for their
children to participate in early learning programs that are typically available
during standard operating hours.
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At the same time, it is not sufficient to just raise ECE participation rates among
underserved groups if the quality of the programs they attend does not reach the
level required for promoting school readiness and later school success. The first
report in this study cited the research evidence of the favorable effects of early
learning programs on child outcomes. Yet all those programs are ones that
would meet or exceed the quality standards we have reviewed here.

There Is Scope for Raising Quality Across the Board

According to our estimates, shortfalls in center-based program quality—
especially for key dimensions that influence child development—are not
confined to certain groups of children. Rather, time spent in ECE classrooms with
low scores on quality measures, such as ECERS-R and CLASS, is a shared
experience across the socioeconomic spectrum and among different demographic
groups. Thus, while the low rates of participation in center-based ECE programs
are an issue for targeted populations, the need to raise center-based ECE
program quality is universal. Although we find that more advantaged groups of
children have higher rates of participation in programs that meet quality
benchmarks, this is because these children have higher rates of participation in
center-based settings in general, not because the level of quality they experience
in those programs is so much higher. In fact, for some of the quality measures,
the most advantaged groups, such as those with the highest income relative to
the poverty line, are estimated to have lower levels of quality than those with
somewhat lower income.

Our finding that a number of quality dimensions are highest for children in
publicly subsidized programs, such as California Title 5 child-development
programs, public-school prekindergartens, and Head Start, suggests that
attention to quality can pay off. Further evidence to this effect comes from an
evaluation by the American Institutes for Research (AIR) of centers participating
in the San Francisco and San Mateo PFA initiatives, which tie reimbursement
rates for the publicly funded programs to quality features. For the PFA programs
observed in those two counties, AIR found average scores on the CLASS
subscales that exceeded those for Tulsa’s effective preschool program. While
these are the only two county PFA initiatives that have been assessed to date
using CLASS, these results indicate that improvements in quality are possible
when quality is emphasized, the technical support needed to get to the highest
quality level is supplied, and a financial reward (through higher relmbursement
rates) for achieving higher quality is available.
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Quality Initiatives Need to Focus on Elements That Are Key to Kindergarten
Readiness

By examining both structural and process aspects of quality, we have a more
complete picture of the dimensions on which center-based programs in
California are doing relatively well and the dimensions that have the greatest
need for improvement. Our estimates indicate that a substantial percentage of
preschool-age children in center-based programs are in programs that would
meet well-established benchmarks for group size and ratios. Building on that
foundation requires advances in other dimensions of quality in which current
levels are not as high. Teacher education and training should be one area of
focus. While there is ongoing debate in the literature about the necessary
credentials for preschool programs to be effective, there is a recognition that the
quality of teacher-training programs and ongoing professional-development
opportunities are important no matter what the level of degree attainment. Such
training and professional-development opportunities provide teachers with the
tools to succeed at the more challenging aspects of early education, such as those
captured in the CLASS ISL domain relating to instructional approaches to
promote higher-order thinking, techniques for providing feedback that deepens
children’s learning experiences, and methods for fostering student’s language
development. Attention is also needed to advance the quality dimensions

.represented in ECERS-R, such as those measured in this study for Space and

Furnishings and Activities.

These aspects of prbgram quality—those captured in CLASS and ECERS-R—are
potentially the hardest for parents to judge as they make decisions about center-

- based ECE providers. Although our analysis suggests that program features,

such as teacher education and child-adult ratios, can provide a gauge for
identifying those classrooms that would score higher on the quality aspects
captured in ECERS-R or CLASS, they do not provide a very strong signal for
these key dimensions of quality. Parent responses regarding the factors that
affect their choice of ECE providers indicate that considerable weight is already
given to the more visible program features that can signal program quality, such
as teacher qualifications and group sizes. Thus, consideration must be given for
how best to address the information gap that parents face regarding key quality
dimensions as they attempt to make the best ECE choices for their preschool-age
children. ‘ o



ATTACHMENT 3

POWER OF PRESCHOOL PROGRAM REQUIREMENTS COMPARED TO EDUCARE CORE REQUIREMENTS

Power of Preschool

Educare Best Practices

Data Collection
and Evaluation

Participate fully in a formal evaluation and data collection
process administered by F5CA and/or its designee.

First 5 CA will support local policy and fiscal commitments by
contributing to quality improvements.

Use data collection and analysis to drive quality and
ensure student success
e Program agrees to participate in a national, multi-site
Implementation Study
e Programs secure a local evaluation partner (LEP) to
assist in the design and implementation of ongoing local
program evaluation and the national Implementation
Study
e Program engages in a system of reciprocal, regular data
feedback and utilization for:
o Continuous program improvement
o0 Individualized planning for children and families
e Parents are engaged in ongoing communication about
their child’s screenings and assessments

Class Size and
Staff/Child Ratios

Preschool: 8:1 or 10:1 with appropriate teacher qualifications
Infant: 3:1 (T5) or 4:1 (EHS)
Toddler: 4:1 (6:1 with Toddler License)

Maintain small class size and high staff/child ratios(3:8

for 0-3 and 3/17 for 3-5)

e Infant-toddler rooms have a minimum of 3 adults and a
maximum of 8 children in each classroom

e Preschool rooms have a minimum of 3 adults and a
maximum of 17 children in each classroom

Staff Qualifications

Commit to a qualified diverse workforce to Reach Quality
Standards. Preschool Teachers and staff will be qualified
and compensated using, as a minimum, State preschool
Program standards and rates in the area.

Recruit and train a qualified workforce.

Provide professional development requirements

and activities. Implement Strategies to Recruit,

Support, and Train a Diverse and Qualified

Workforce with local colleges and universities.

Requires:

Entry Level:

Maintain high staff qualifications and intensive staff
development
e In each classroom:
0 Lead Teacher with a Bachelor’s degree in early
childhood education or its equivalent;
0 Assistant Teacher with an Associate’s degree in
early childhood education or its equivalent;
0 Teacher Aide with a high school diploma/GED and
courses or credential in child development
e Master Teachers have advanced degrees in early
childhood education and, for 0-3 classrooms, have
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POWER OF PRESCHOOL PROGRAM REQUIREMENTS COMPARED TO EDUCARE CORE REQUIREMENTS

Power of Preschool

Educare Best Practices

Master Teacher: 24 units of college-
level work in early childhood education
(ECE), including designated core
courses and 16 general education units*
Assistant Teacher: 6 units of college-
level work in ECE

Advancing Level:
Master Teacher: 60 units of college-
level work (or AA) with 24 units of
college-level work in ECE, including
designated core courses and 16 general
education units*
Assistant Teacher: 12 units of college
level work in ECE (recommend 30 units
of college-level work)

First 5 Quality Level:
Master Teacher: BA plus 24 ECE units
(including core*), or ECE or Multiple
Subject teaching credential, or Child
Development Permit Matrix Program
Director
Assistant Teacher: Associate’s degree
(or equivalent coursework in BA
program) with appropriate ECE credits
(recommend 24 units)

(The Educare Master Teachers are at a level
more on par with Site Supervisors or Program
Directors on the California Child Development
Matrix, which enables them to supervise single
or multiple sites.)

Power of Preschool programs do not have
Family Support Supervisors — some may have
Case Managers. This position is more in line
with the School Readiness Program.

special experiencef/training in infancy

o If staff credentials above are not fully implemented, the
agency plan to achieve the requirements includes clear
definitions of qualifications and well-articulated
expectations for staff to achieve them

e Master Teachers oversee no more than 4 classrooms in
order to provide intensive coaching, mentoring and
support to classroom staff and to promote excellent
classroom practice and staff retention

e Family Support Supervisors have Master's degrees in
Social Work or its equivalent; Family Support Specialists
have Bachelor's or Master’s degrees in an appropriate
field

e With their supervisors, all staff members develop
individual plans for professional development

e Auxiliary staff (floaters/permanent substitutes) are
available to maintain ratios and support participation in
professional development activities

e Specific support is provided for ongoing education for all
staff pursuing degrees in ECE/CD
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POWER OF PRESCHOOL PROGRAM REQUIREMENTS COMPARED TO EDUCARE CORE REQUIREMENTS

Power of Preschool

Educare Best Practices

Continuity of Care

Power of Preschool does not require continuity of care.

Infant and toddlers were added in 2010 and the stated
requirement was that they met income eligibility based on
CDE income criteria.

Provide continuity of care to help children develop

secure relationships

e Primary caregiving is in place for both 0-3 and 3-5

e Each primary caregiver is assigned no more than four
infants/toddlers or nine preschoolers

e A child remains with the same teaching team from entry
until they transition to preschool (from 0-3) or
kindergarten (from preschool)

e Strategies are used to retain staff and maintain staff
group assignments (including for Family Support)

Parent Support
and Involvement

Implement Family Outreach and Involvement.
Connect with Wrap-around Child Care and Other Family
Supports as needed.

Power of Preschool programs may have this type of parent
support as part of the criteria, Educare criteria is more in line
with School Readiness.

On-site family support and strong parent engagement
e Family Support Specialists have small caseloads
averaging 30 or fewer families
e Staff engage in activities and strategies to support
parents in three key areas that evidence shows are
related to helping parents promote and sustain their
children’s learning and later success in school:
o Promote and enhance the parent/child relationship
o0 Provide parents with information about their child’s
growth and development
o0 Encourage parents’ involvement and advocacy in
the education of their child and their child’s school
e Strong relationships are developed with community
organizations to facilitate referrals for needed services for
children and families that are not available on site,
especially for mental health services
The program fosters development of strong, positive
relationships among children, families, and staff
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POWER OF PRESCHOOL PROGRAM REQUIREMENTS COMPARED TO EDUCARE CORE REQUIREMENTS

Power of Preschool

Educare Best Practices

Reflective Practice
and Supervision

Some Power of Preschool counties have implemented
reflective practice and supervision — whether it meets the
Educare criteria is uncertain.

Implement reflective practice and supervision

e All program designh and management systems support the
integration and infusion of reflective practice and
supervision throughout the center

¢ Reflective Practice is implemented as the organizational
model, including sensitivity to context, commitment to
growth and change, shared goals, open communication,
commitment to reflecting on the work, and clear
professional standards for staff

o Reflective Supervision, incorporating the elements of
reflection, regularity, and collaboration, is
implemented as the supervisory model at all staff levels

¢ Ratio of supervisees to supervisors is no greater than 6:1

e Individual Reflective Supervision is provided minimally
once a month for all Educare staff, plus either a group or
a second individual reflective supervision provided each
month

o Reflected in job descriptions and performance appraisals

Parent
Engagement —
Interdisciplinary
Program Support

Invite and support parent and family partnership and
involvement in all aspects of the program, including leadership
in program design, implementation, and evaluation.

Plan for at least two individual conferences with parent(s) per
year (Title 5 Section 18275)

Power of Preschool programs do not usually have family
support staff and it would be up to the program to bring in
professional expert consultation support for staff.

Interdisciplinary approach to build effective teams

among supervisors, teachers, family support, and others

e Strategies are implemented and documented to ensure
staff understand the importance of multiple perspectives
and have the skills to be successful in their
interdisciplinary efforts

e  Education and family support staff meet regularly in
order to discuss and understand the child in the context
of his/her family, and conduct Family/Child Reviews
(FCRs) for each child a minimum of 3 times a year

e Parent conferences include family support and other
appropriate staff as well as teachers

e  Staff receive consultation from professionals with
specialized information and expertise
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Power of Preschool

Educare Best Practices

Language and
Literacy
Development

Preschool content and performance standards and curriculum
articulated with Kindergarten through third grade standards.

Infant/Toddler developmentally appropriate, and articulate with
preschool standards:

Provide developmentally and experientially appropriate
activities that develop and support children’s social-
emotional, linguistic, cognitive, and physical (gross and
fine motor) skills. This includes:

0 Accommodating the many individual learning styles
and abilities of children by providing appropriate
content that offers interesting and meaningful
choices and experiences.

o Involving children regularly in initiating, planning,
and implementing activities and then reflect on
what they have learned.

o0 Creating a developmentally appropriate classroom-
like setting for children in large enough peer group
size that prepares them socially and educationally
for kindergarten. Groups need to be of sufficient
size to promote socialization skills and prepare
children for experiences in Kindergarten
classrooms.

o0 Establishing appropriate blocks of time throughout
the day that allow teacher-group (large and small)
instruction, individual child-teacher interaction,
child-initiated experiences, leisurely exploration of
activities, and alternating periods of active and
quiet activities.

Curriculum is determined at the local program level.

Language and literacy

Intentional emphasis on language and literacy is evident
in:

age-appropriate assessments

the curriculum and lesson plans

program planning

in all work with families

supervision of teaching staff

OO0OO0OO0O0o

Adult and peer interaction, both verbal & non-verbal, is
emphasized as central to language and literacy
development

Master Teachers review assessment data, observe
classrooms and provide direct feedback and coaching to
individual teachers on strategies for promoting oral
language, vocabulary, and early literacy
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Power of Preschool

Educare Best Practices

Social-emotional
Development

Use the CDE Desired Results system, which includes the
child’s developmental profile, the parent survey, an
environment rating scale, an annual self-assessment, the
development and implementation of an annual plan for each
provider consistent with Title 5 (Chapter 19, Subchapter 12,
Section 18279), and patrticipation in an external review
process. Describe use of, and alignment with, CDE “Desired
Results System for Children and Families” as it is revised to
reflect the preschool early learning standards, including:

e Use the new CDE early learning standards and Pre-
Kindergarten Curriculum Guide (when available) that are
articulated with California’s Kindergarten through third
grade standards.

e Describe how staff-to-child and teacher-to-child ratios
meet, or improve upon, State Preschool requirements
(3:24) or a research-based alternative (e.g., 2:20).

e Provide developmentally and experientially appropriate
activities that develop and support children’s social-
emotional, linguistic, cognitive, and physical (gross and
fine motor) skills. This includes:

o0 Accommodating the many individual learning styles
and abilities of children by providing appropriate
content that offers interesting and meaningful
choices and experiences.

o Involving children regularly in initiating, planning,
and implementing activities and then reflect on
what they have learned.

0 Creating a developmentally appropriate classroom-
like setting for children in large enough peer group
size that prepares them socially and educationally
for kindergarten. Groups need to be of sufficient
size to promote socialization skills and prepare
children for experiences in Kindergarten
classrooms.

Establish appropriate blocks of time throughout the day that
allow teacher-group (large and small) instruction, individual
child-teacher interaction, child-initiated experiences, leisurely

Social-emotional development

e Social-emotional developmental theory informs all
aspects of the program

¢ Intentional emphasis on social-emotional development is
evident in:

age-appropriate screening and assessments

the curriculum and lesson plans

program planning

in all work with families

Supervision of teaching staff
0 Operation of the program

o Discipline and guidance policy is based on proactive,
positive approaches to discipline, and all staff are trained
annually on the policy

O O0OO0O0O0o

Engagement with parents and children

e The centrality of relationships is evident in the
environment and in the behavior of all staff members

o All staff are trained on fostering engagement with
children and families, with attention to verbal, non-verbal
and written communications, conflict resolution, and
cultural contexts

Transitions are planned carefully

e Transition planning for all moves into, within and from the
program begins at least 6 months in advance and
involves parents and multi-disciplinary teams of staff
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Power of Preschool

Educare Best Practices

exploration of activities, and alternating periods of active and
quiet activities.

Numeracy
Development

Curriculum is determined at the local program level.

Numeracy and problem-solving
¢ Intentional emphasis on problem-solving and
numeracy skills development is evident in the program
and curriculum; and are included in individual child
strength plans and weekly lesson plans, and inform
the design of group interactions.

Integration of the
Arts

Curriculum is determined at the local program level.

Integrating the arts

¢ Intentional emphasis on the use of art experiences (drama,
dance, music, story-telling, and visual arts) to foster
development is included in the curriculum for 0-3 and 3-5

¢ Community artists are incorporated into the program to
provide live performances and to serve as classroom
artists-in-residence

e Parents, families, and staff are provided opportunities to
participate in arts activities

Starting Early:
Including Prenatal
Services and
Infants/Toddlers

5 Power of Preschool counties added infant and toddlers to
their programs in 2010.Those counties are: Merced, San
Francisco, Santa Clara, Ventura, and Yolo. Prenatal services
the counties provide, if any, are not known.

Start early: emphasize prenatal services

e In order to promote maternal & child health and well-
being, Early Head Start services to pregnant women &
newborns are provided by the program or through
community collaboration

e Enroll infants as early as families require

e Provision of doula (childbirth assistant) services is
recommended to build relationships with families and
between parent and child as early as possible
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California Statistics

= More than half a million babies are born in California each year,
many of them in poverty.

= California ranks among the highest states in the country in terms of
poverty.

= According to the Public Policy Institute of California, the overall
poverty rate in California is just under 13%, well above the levels of
the 1960s and 1970s.

» The poverty rates are higher for children under age 18 (17.1%)
than for adults ages 18 — 64 (11.1%).

= 43% of children living in single-mother households are poor.

= Quality early care and education programs are lacking in California,
especially for children from low-income, disadvantaged homes.

JFIRST5
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Children at Risk

Children considered “at-risk” who do not receive
guality early care and education face many
disadvantages.

They are:

= 50 percent more likely to be placed in special
education classes

= 25 percent more likely to drop out of school

= 70 percent more likely to be arrested for a violent
crime, and

= 40 percent more likely to become a teen parent

JFIRST5
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First 5 California State Match Program
Summary

Special Needs

Project

FY 03/04 — FY 09/10

School Readiness
Cycle 1

FY 01/02 - FY 07/08

(Dollars in Millions)

School Readiness
Cycle 2

FY 06/07 - FY 11/12

Migrant Education
Even Start

FY 03/04 — FY 09/10
Joint Funded

Power of
Preschool

FY 05/06 - FY 11/12
Significant County

Match 1:1 Match 1:1 Match 1:1 (State/Fed/Local) Contribution
Total F5CA
Investment $13.7 $176.7 $202.8 $14.5 $81.9
Total County $10.7 $252.6 $232.2 CA Depror d. $270.5
Leveraged Funds®
Total State/County $24.4 $429.3 $435.0 $14.5 $352.4

Investment

'County leveraged funding based on reported county cash match and other eligible funding partners.

Note: FY 2010-11 and FY 2011-12 numbers are based on projections.
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EDUCARE — 12 Core Features

» Use of research-based practices and strategies for prenatal to age five services,
including use of data system to support continuous program improvement and
individualized planning for children and families

» Small class size and high staff / child ratios (3:8 for ages 0-3 and 3:17 for ages 3-5)
» High staff qualifications and intensive staff development

= Continuity of care for groups of students across multiple years

= On-site family support and strong parent engagement

» Reflective practice and supervision for ECE teachers

» |nterdisciplinary team approach in ECE settings, including use of mental health and
other professionals

» Focus on language and literacy in the ECE curriculum

» Focus on social-emotional development in the ECE curriculum
» Focus on numeracy and problem-solving in the ECE curriculum
» [ntegrating the arts into the ECE curriculum

= Start early — Coordination with prenatal services

JFIRST5

CALIFORNIA



Expansion of Power of Preschool

= Help other counties enter Power of Preschool
through a transition process that would include needs
assessments, technical assistance, and training to
determine readiness levels

= Expand access to Power of Preschool to all 58
counties through a competitive application process

= Meet county early childhood education programs
“where they are” in terms of entry to Power of
Preschool Build on existing program experiences and
knowledge

JFIRST5

CALIFORNIA
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