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1 Overview

1.1 Race to the Top—Early Learning Challenge Grants

On December 16, 2011, Maryland and Ohio were each awarded Race to the Top Early Learning
Challenge (RTT-ELC) Grants for four years. Along with other projects, these funds supported an
innovative partnership between Maryland and Ohio to develop the Ready for Kindergarten Early
Childhood Comprehensive Assessment System, which consists of the Kindergarten Readiness
Assessment (KRA) and the (formative) Early Learning Assessment. Several partners have played a vital
role in executing the states’ shared vision for improving kindergarten readiness and early childhood
assessments. These partners include the Johns Hopkins University Center for Technology in Education
(JHU CTE); WestEd (the Standards, Assessment, and Accountability Services [SAAS] program and the
Center for Child & Family Studies [CCFS]); state advisory councils; and a national technical advisory
committee (TAC), facilitated by the Council of Chief State School Officers (CCSSO). A list of project
members from each organization is provided in Appendix A.

1.2 Purpose of the Early Learning Assessment

The Early Learning Assessment is designed to support a formative assessment process through which
early childhood teachers collect and analyze information from multiple sources (e.g., children’s work,
teachers’ observations, interviews with families and other educators) to tailor instruction to the
individual needs of each child.

The Early Learning Assessment is designed to be used throughout the school year, allowing teachers to
track children’s growth, individualize learning opportunities, plan for intervention, and engage in real-
time instructional planning to support all children on the path to kindergarten readiness.

The Early Learning Assessment can also provide supplemental information to determine if a child with
an Individualized Education Program (IEP) or Individualized Family Service Plan (IFSP) demonstrates
improved social-emotional skills, acquisition of knowledge and skills, and use of appropriate adaptive
behaviors to meet his or her needs.

1.3 Purpose of This Report
The purpose of this report is to describe the efforts and processes that contributed to the design and
development of the Early Learning Assessment.

Ready for Kindergarten: Early Learning Assessment Development Report



2 Early Learning Assessment Design

2.1 Overview

The Early Learning Assessment is based on research-supported learning progressions aligned to early
learning standards and seven domains of school readiness: Social Foundations,? Language and Literacy,
Mathematics, Physical Well-Being and Motor Development, Science, Social Studies, and Fine Arts.

2.2 Common Language Standards

To identify the content standards for the Ready for Kindergarten Assessment System, an alignment
study of Maryland’s and Ohio’s early childhood standards was conducted in August 2012. This study
informed the drafting of the Common Language Standards, which include the domains, strands,
standards, and essential skills and knowledge that form the basis of the Ready for Kindergarten
Assessment System. The Common Language Standards identify the link between the KRA and the Early
Learning Assessment—a one-to-one relationship between the standards and the learning progressions.

Upon multiple reviews and revisions by WestEd, the Maryland State Department of Education, the Ohio
Department of Education, and the TAC, the Common Language Standards were finalized during summer
2013. The Common Language Standards can be found in Appendix B.

2.3 Learning Progressions

The learning progressions define the pathways of skills, knowledge, and behaviors that children develop
between the ages of 36 and 72 months, including the pathways of children who may be at earlier
developmental levels than their typically developing peers. As illustrated in the Common Language
Standards, each of the 32 learning progressions aligns to a standard.

Each learning progression consists of an operational definition and skills, knowledge, or behaviors (SKB).
Each SKB is shown as a row within the learning progression and includes up to nine level descriptors
(i.e., Levels A, B, C, D, 1, 2, 3, 4, 5) that represent the typical milestones of a child’s development. Levels
1-5 describe a continuum of the typical skills and behaviors that children develop between 36 and 72
months of age. Levels A-D represent developmental stages that precede Levels 1-5, which allow
teachers to assess children who may be at earlier stages of development, including children with
disabilities and children who are English and dual language learners.

The 32 learning progressions are provided in Appendix C. Appendix D lists the references that were used
to develop each learning progression.

2.4 Observational Rubrics

There is an aligned observational rubric for each SKB within a learning progression. Each observational
rubric includes an operational definition of the SKB, directions for observing the SKB, and examples of
observable behaviors associated with each level descriptor within the SKB.

1Social Foundations comprises social and emotional development and approaches to learning.

Ready for Kindergarten: Early Learning Assessment Development Report 2



2.5 Early Learning Assessment Framework

The Early Learning Assessment framework provides a visual summary of the structure of the Early
Learning Assessment. Based on the Common Language Standards, the Early Learning Assessment
framework outlines the learning progressions, the associated SKBs, and the level descriptors. Shaded
cells within the framework indicate levels for which there is no descriptor. The Early Learning
Assessment framework is provided in Appendix E.

3 Early Learning Assessment Development

The development of the Early Learning Assessment began in fall 2012 and concluded in spring 2016.
Development was an iterative process that involved teacher interviews, formal pilot studies, and several
content reviews conducted by the state departments, early childhood development experts, and the
TAC.

3.1 Teacher Interviews

3.1.1 Purpose

Teacher interviews were conducted within each school that participated in the KRA cognitive interviews
in January 2013. Two WestEd researchers, working with two staff members from JHU CTE, interviewed
teachers to solicit feedback regarding the structure of a sample set of learning progressions. The
purpose of the initial focus groups was to determine whether the design of the sample learning
progressions would be appropriate for formative use in the classroom.

3.1.2 Design

Four sample learning progressions were developed in fall 2012 for use during the teacher interviews.
Each sample learning progression consisted of an operational definition, seven developmental levels,
and examples of knowledge or behaviors that illustrate the description of each level. The interviews
were conducted in two phases (an introduction and a think-aloud session) and lasted 20 to 30 minutes.

During the introduction, the interviewers provided an orientation to the formative assessment. The
interviewers explained that the formative learning progressions were designed to allow teachers to
assess and document children’s developmental progress in various domains by assessing them on
various learning progressions. The interviewers further explained that each learning progression
represented a developmental continuum so that the individual range of each child’s development could
be observed and recorded. Teachers would base their ratings on their knowledge of each child, gathered
through observation and documentation of behaviors in the preschool or kindergarten setting. To
complete the introduction, the interviewers walked each teacher through the details of the first sample
learning progression to familiarize the teacher with its structure.

During the think-aloud session, the interviewers asked each teacher to describe three to five children
from her class, including a younger child, an older child, an English or dual language learner, and a child
with disabilities or special needs, and to place each child on the learning progression. The interviewers
also asked each teacher to describe how she made her decision.

Ready for Kindergarten: Early Learning Assessment Development Report 3



3.1.3 Sample

The teacher interviews were held at the elementary school sites that participated in the KRA cognitive
interviews and additional preschool sites in Maryland and Ohio. School sites were selected from rural
and urban areas in each state. Interviews were conducted with 20 teachers across both states.

3.1.4 Findings

Most teachers (16 out of 20) felt that the learning progressions were very easy to use and that the
patterns described were consistent with what they saw in their classrooms. Only four of the 20
respondents felt the progressions were hard to use.

A few teachers suggested that the examples provided within the progressions did not relate back to the
operational definitions. Some felt that it would be difficult to assess all their children using the learning
progressions due to large class sizes or not knowing the children well enough (e.g., assessing early in the
school year). A few teachers were not accustomed to observing children younger than kindergarten, and
felt it was difficult to comment on all levels of the progressions. There were mixed opinions on the
number of levels (seven) included in the learning progressions—some teachers felt the skills in the levels
were too close together, while others liked the idea of a broad spectrum because it encompassed the
diversity of children’s abilities at those ages.

3.1.5 Outcome

These findings allowed the development teams and the state departments to review and revise the
proposed list of learning progressions, in conjunction with the KRA Blueprint and KRA item prototypes.
Thirty-two common standards were identified by the state departments, and these common standards
formed the foundation of the KRA Blueprint and the Early Learning Assessment.? These foundational
elements were drafted and provided to the TAC for formal review.

3.2 Initial Technical Advisory Committee Review

3.2.1 Overview

In March 2013, the TAC members were provided with the revised KRA Blueprint, the list of aligned
learning progressions, and an initial set of 10 learning progressions for formal review. The 10
progressions included descriptors to reflect each level of the progression and corresponding examples.
The TAC members were asked to review per their respective area(s) of expertise the learning
progressions, specifically the level descriptors and corresponding examples, and to respond to two
guiding questions:

e For each learning progression, do the descriptors accurately reflect the developmental
sequence?
e Do the examples adequately represent the descriptors?

2The KRA Blueprint does not include the Fine Arts domain.

Ready for Kindergarten: Early Learning Assessment Development Report 4



3.2.2 Findings
Eleven of the 12 TAC members provided written feedback. Their responses and feedback provided the

developers and state departments with detailed recommendations for revisions to the learning
progressions.

In general, the TAC members’ feedback encouraged specificity of language within the level descriptors
of the learning progressions. Their feedback also suggested that the development of distinct skills and
behaviors within each learning progression could advance at different rates; therefore, they suggested
that separate rows of skills and behaviors be created within each learning progression.

Table 3.2.2.A summarizes the key elements of the TAC members’ responses to the guiding questions.

Table 3.2.2.A—Summary of TAC Members’ Feedback on Initial Learning Progressions

Accuracy of Level e Separate definitions and descriptors that involve multiple skills.
Descriptors e Increase specificity of descriptors: more explicit, refined descriptions are
needed across all levels to ensure that items capture the skills and
knowledge intended.
e Include clear and precise descriptors that allow adequate judgment of
child’s response.
e Avoid repetition of skills across the progression levels: levels repeat skills
without reflecting higher level of difficulty or complexity.
e Consider cultural differences and special populations, and allow for
accommodations.
Adequacy of e Asthe descriptors are refined and adjusted, examples should be
Examples modified to reflect the changes.
e Examples should be written with sufficient specificity to be unique to a
specific level, yet general enough to encompass a variety of situations
and contingencies.

3.2.3 Outcome

The TAC members’ feedback was used to revise the list of learning progressions and to improve the
initial set of learning progressions. Two significant changes were made to the construction of learning
progressions in response to the TAC feedback. Level descriptors were separated into one or more rows
to distinguish multiple, discrete skills or behaviors within a learning progression, and the number of level
descriptors in each learning progression was reduced from seven to five to alleviate repetition of skills or
behaviors. Both sets of changes improved clarity and precision.

Further, the development teams proposed that each level represent an approximate age span between
36 and 72 months. Target age ranges in each progression would include preschool entry (approximately
36 months), entry into kindergarten (approximately 63 months), and the end of kindergarten
(approximately 72 months). Each level incorporated age ranges just before and just after the target age
to account for variability in development and consistency with research literature for each level. Table
3.2.3.A outlines the target ages and ranges for each level within the learning progressions.

Ready for Kindergarten: Early Learning Assessment Development Report 5



Table 3.2.3.A—Target Ages and Ranges for Level Descriptors

Level Target (Range)
1 36 months (32-41)
2 45 months (41-50)
3 54 months (50-59)
4 63 months (59-68)
5 72 months (68-77)

These revisions were made in late spring 2013 and were presented to and approved by the TAC
members during a face-to-face meeting in July 2013. The development of the remaining learning
progressions began after the TAC meeting in July 2013 and continued through the remainder of 2013.
This phase of development also included the creation of performance-based and observational-based
formative tasks aligned to each row of level descriptors within a learning progression.

3.3 Pilot Test

3.3.1 Purpose

The major goals of the pilot test were to explore children’s ability to access the newly developed
formative tasks and to evaluate the feasibility of administration for teachers. Qualitative data collected
via teacher surveys and focus groups after the pilot would be used to inform the further development of
all formative tasks and to improve the overall implementation and administration. The pilot test
occurred in April and May 2014.

3.3.2 Design

A subset of the learning progressions and aligned tasks, specifically four domains and eight learning
progressions (two per domain), were included in the pilot test. Because the purpose of the pilot was to
investigate the feasibility of administration and the general accessibility of the developed tasks, it was
not deemed necessary to include all learning progressions. The pilot test content is summarized in Table
3.2.2.A, including the number of tasks that aligned to each learning progression.

Table 3.3.2.A—Pilot Test Content

Domain Learning Progression Number of Aligned Tasks
Language and Literacy Emergent Writing 7

Phonics and Letter Recognition 6
Mathematics Classification 3

Number Sense 8
Social Foundations Awareness and Expression of Emotion 2

Conflict Resolution 1
Physical Well-Being and Motor  Coordination—Small Motor 2
Development Safety and Injury Prevention 3

Ready for Kindergarten: Early Learning Assessment Development Report 6



3.3.2.1 Formative Tasks

Most of the learning progressions in the pilot test contained multiple rows of level descriptors, where
each row represented a foundational skill or behavior within the learning progression. Each formative
task in the pilot test aligned to a row of descriptors within a learning progression.

Some tasks required the child to perform directly (i.e., performance tasks), and the teacher determined
the child’s level based on the performance on the task. Other tasks were observational, and the teacher
determined the child’s level based on her observation of the child’s behavior. The formative tasks were
designed to be administered either individually, within a small group, or with an entire class. Each
formative task contained specific directions that were formatted to guide the teacher through
administration, providing children with the opportunity to demonstrate their knowledge, skill, or
behavior on the associated row of each learning progression.

Throughout the pilot test, teachers used class record sheets aligned to each task to track children’s
progress within each learning progression. The teachers recorded each child’s level of demonstrated
competence for each task and supporting evidence of that level.

Teachers were not required to administer every task to every child. Rather, they were instructed, to the
extent possible, to administer the formative tasks in the context of regular classroom activities. Because
some tasks could have extended beyond a child’s current abilities, it was unreasonable to assume that
every teacher could administer all tasks to every child.

3.3.2.2 Teacher Training

Prior to the administration of the pilot test, every teacher participated in a webinar that reviewed the
administration procedures, including an overview of the entire assessment system, an explanation of
the purpose of the pilot, and a review of the pilot content and task types. Further, an electronic learning
community (ELC) was available throughout the administration window to provide additional support to
the teachers, if needed. The ELC was an online community, hosted by JHU CTE, that allowed participants
to ask questions and communicate with the development teams.

3.3.3 Sample

A total of 63 teachers participated in the administration of the pilot test. Table 3.3.3.A summarizes the
sample population of teachers across the two states, including the number of teachers for each type of
classroom (preschool 3, preschool 4, kindergarten, or mixed).

Table 3.3.3.A—Sample Population of Teachers for the Pilot Test

Preschool 3 Preschool 4 Kindergarten Mixed Total
Maryland 12 13 8 0 33
Ohio 6 0 7 17 30
Total 18 13 15 17 63

A total of 574 children (309 in Maryland and 265 in Ohio) were administered at least one formative task
during the pilot test.

Ready for Kindergarten: Early Learning Assessment Development Report 7



3.3.4 Findings

The data collected as part of the pilot test helped to inform improvements and modifications that were
incorporated into the development and structure of the Early Learning Assessment. In general, teachers
reported that the formative tasks were easy to use and easily understood by children, that the structure
of the tasks and their relationship to the learning progressions were easily understood, and that the
formative framework was very helpful. Teachers also generally reported that the information obtained
by using the formative tasks and learning progressions could help instructional practice and provide
useful information for supporting children’s growth.

The main area of concern reported by the teachers was the logistics of administration, specifically the
time and effort required to plan for and administer the tasks. This concern was somewhat expected by
the developers, considering that the administration window was late in the year and contended with
many end-of-year activities, and that the teachers were relatively unfamiliar with the assessment
materials. Throughout the focus-group sessions and the comments sections of the surveys, teachers
shared ideas for simplifying the assessment structure and making the administration more efficient.

Teachers also reported that it was difficult and time-consuming to gather certain materials that were
required (e.g., various types of objects for a sorting task), and suggested that manipulatives be included
with tasks that require specific types of objects.

The importance of ongoing professional development was also evident from the data and feedback
collected during the pilot test, particularly since the logistics of administration were a primary concern.
Teachers indicated that a thorough understanding of the learning progressions and tasks, including ways
to integrate them into instruction, were important. They also suggested that future professional
development opportunities should initially focus on establishing a thorough understanding of the
learning progressions and how each task aligns. This would ensure a thorough understanding of the
content, providing the ability to implement the assessment within the curriculum more easily.

Preschool teachers generally reported that they felt most comfortable with the Social Foundations
domain, and kindergarten teachers indicated that they felt most comfortable with the Language and
Literacy and Mathematics domains. This led the development teams to find ways to encourage teachers
to understand the importance of every domain and feel comfortable assessing children using both task
types across all domains.

The results of the pilot test were used exclusively for making improvements to the assessment
framework and tasks. No results from the pilot were provided to districts, schools, or parents; and
individual performance was not evaluated.

Table 3.3.4.A provides a summary of the results from the teacher survey after the pilot test.

Ready for Kindergarten: Early Learning Assessment Development Report 8



Table 3.3.4.A—Summary of Pilot Test Teacher Survey Results

Si{';lgely Agree Disagree gtlzngelz
The tasks were easy to use. 45 6.7% 71.1% 22.2% 0.0%
The ta§ks \{v‘e‘re easy to use with children 42 2 4% 59.5% 31.0% 7 1%
with disabilities.
The tasks were.easy to use with children a1 2 4% 82.9% 14.6% 0.0%
who were English language learners.
The tasks were eas‘|Iy embedded within 46 8.7% 26.1% 56.5% 8.7%
classroom instruction.
The tasks were flexible. 45 4.4% 51.1% 42.2% 2.2%
Overall, the amount of time it took to
plan to administer the tasks was 46 0.0% 19.6% 45.7% 34.8%
reasonable.
Overall, the amount of time it took to 46 0.0% 17.4% 43.5% 39.1%

administer tasks was reasonable.

The Task Administration Manual (TAM)
provided clear instructions and was a 45 4.4% 62.2% 33.3% 0.0%
helpful planning tool.

The TAM allowed for flexibility in

. . 44 6.8% 59.1% 31.8% 2.3%
administration.

The formative framework, which provided
the overview of all the learning
progressions and the tasks associated
with each, was helpful.

45 6.7% 82.2% 11.1% 0.0%

The connection between a learning
progression and the tasks was easily 45 4.4% 80.0% 15.6% 0.0%
understood.

The rubrics and examples were clear and
helpful for determining children’s levels 44 13.6% 61.4% 20.5% 4.6%
(when scoring a task).

Materials or manipulatives not provided

s 46 4.4% 19.6% 41.3% 34.8%
were easy to find in the classroom.

The class record sheets were easy to use. 46 6.5% 67.4% 23.9% 2.2%

The class record sheets captured
information that was helpful for planning 43 9.3% 65.1% 23.3% 2.3%
instruction.

In general, most children understood the

46 13.0% 84.8% 2.2% 0.0%
tasks.

The tasks were easily understood by

o, o) 0, 0,
children with disabilities. 41 0.0% 61.0% 34.2% 4.9%

The tasks were easily understood by
children who were English language 39 2.6% 87.2% 10.3% 0.0%
learners.
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3.3.5 Outcome

Because concern for the logistics of administration was so prevalent, the state departments and
development teams decided to modify the structure of the framework and tasks. Adjustments were
made to the overall framework to improve efficiency of administration, including a reduction in the
number of tasks associated with each learning progression. Each task was modified to align to one row
of descriptors within a learning progression, and the rows of descriptors were renamed as Skills,
Knowledge, and Behaviors (SKBs). In other words, each SKB within a learning progression would have
one aligned task, either observational or performance-based. This adjustment would allow teachers to
better understand each task and its relationship to children’s progress along the learning progression.
This revised structure resulted in a total of 32 learning progressions and 72 tasks (37 observational and
35 performance-based), one for each SKB.

Some performance-based tasks were also amended to include manipulatives. Teachers were granted
the flexibility to choose whether to use the provided manipulatives or to use materials from the
classroom that also fit the task. This flexibility ensured that all children could access each task.

These revisions were made to all learning progressions and their aligned tasks throughout summer
2014.

3.4 Initial State Review

3.4.1 Overview

Final development of the formative tasks was completed in August 2014. Upon completion, state
department staff and content experts from Maryland and Ohio reviewed the learning progressions and
aligned tasks throughout fall 2014 (simultaneous to the first census administration of the KRA). During
this phase of review, the learning progressions and aligned tasks became known formally as the Early
Learning Assessment. Further, the learning progressions, aligned tasks, and implementation plan were
presented to the TAC during a meeting in Maryland in November 2014. In conjunction with the review
of the learning progressions and tasks, both states also revisited the purpose of the Early Learning
Assessment and explored the use of the instrument to meet other state-level program objectives, such
as supporting special education program reporting requirements.

3.4.1.1 Ohio Field Test

In conjunction with its internal review, the Ohio Department of Education (ODE) implemented a field
test with a subset of learning progressions and their aligned tasks within publicly funded preschool
programs in fall 2014 (September—November). The purpose of field testing a small set of learning
progressions and tasks was for ODE staff to gather information from educators on the feasibility of
administration and usability of the learning progressions and tasks to support Ohio’s Child Outcomes
Summary process for preschool special education children. Approximately 3,200 teachers and 35,000
children from 930 schools participated in this field test.

Ready for Kindergarten: Early Learning Assessment Development Report 10



ODE staff, in conjunction with WestEd and TAC members’ recommendations, chose a subset of nine
learning progressions for the field test, based on alignment to the Child Outcomes Summary process.?

The learning progressions that were included in this field test are provided in Table 3.4.1.1.A.

Table 3.4.1.1.A—Ohio Field Test Content

Domain Learning Progression
Language and Literacy Communication

Emergent Writing

Phonics and Letter Recognition

Mathematics Classification

Social Foundations Awareness and Expression of Emotion
Cooperation with Peers

Physical Well-Being and Motor Development Coordination—Small Motor

Personal Care Tasks
Safety and Injury Prevention

3.4.2 Findings

The state teams concluded that the learning progressions were consistent and appropriate for preschool
children. A few minor modifications to some level descriptors in five learning progressions were
recommended.

As previously mentioned, the first level descriptor of each progression was intended to encompass skills
and behaviors of children around 36 months of age. Because some preschool children may not have
developed the skills or behaviors at the first level of the learning progressions (i.e., Level 1), the state
teams wanted to create earlier levels to assess these children, in lieu of the “not yet evident” rating.

The state teams were also committed to reviewing the aligned tasks from the perspectives of early
childhood educators. Therefore, in addition to the state teams’ internal reviews, they also met with
groups of educators from their respective states to gauge the utility of the aligned tasks. Simultaneous
to the state teams’ review of the learning progressions and aligned tasks, the first operational
administration of the KRA concluded, providing additional feedback from the field. The state teams
determined that the educators embraced the content of the Ready for Kindergarten system, but
administrative requirements were of significant concern. Educators specifically suggested that the
performance tasks in the Early Learning Assessment would be or were the most challenging to
administer.

3.4.3 Outcome
State department leadership and the development teams met in Ohio in February 2015 to discuss the
design of the Early Learning Assessment and to focus on the findings of the states’ review of the learning

3Detailed information about Ohio’s Child Outcome Summary process can be found on its preschool special
education website: http://education.ohio.gov/Topics/Special-Education/Preschool-Special-Education
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progressions and formative tasks.? The findings, in conjunction with TAC feedback from the November
2014 meeting, initiated two key changes to the structure and planned use of the Early Learning
Assessment to address the administration challenges that were summarized in Section 3.4.2.

The first key change was to convert the Early Learning Assessment to be entirely observation-based. In
other words, the performance tasks aligned to the learning progressions would be converted to match
the structure of the existing observational tasks. This change would result in 72 aligned observational
rubrics, one for each SKB. The Early Learning Assessment framework was adjusted and finalized (see
Appendix C) to account for this change. The conversion of performance-based tasks to observational
rubrics took place throughout February and March 2015.

The decision to expand the learning progressions to include earlier level descriptors (i.e., Levels A-D) for
children who are not performing yet at the earliest level of the preschool learning progressions (i.e.,
Level 1) was the second key change. The plan for piloting the expanded learning progressions and
aligned observational rubrics was discussed during the leadership meeting in Ohio in February 2015.

3.5 Expanded Learning Progressions

3.5.1 Overview

The expanded learning progressions were developed to provide early childhood educators with the
ability to support children between the chronological ages of 36 and 72 months who have not been able
to demonstrate yet the typical developmental milestones at 36 months, and includes special
consideration for children with disabilities. Some skills and knowledge within the previously developed
progressions apply to preschool children only; therefore, expanded level descriptors were not
developed for all SKBs in the preschool progressions. Expanded levels were developed only for SKBs in
which there was a descriptor for Level 1.

The expanded learning progressions also included supporting materials and guidelines for adaptations
for children with disabilities, which were developed in partnership with the Center for Excellence in Early
Childhood Studies at the University of Florida.

Development of the expanded learning progressions began in December 2014. The TAC reviewed and
provided feedback for the expanded learning progressions in March and April 2015. A formal pilot of a
subset of the expanded learning progressions was also conducted in March and April 2015. The
expanded learning progressions were completed for state review in May 2015.

3.5.2 Expanded Learning Progressions Pilot

3.5.2.1 Purpose

The major goal of the pilot of the expanded learning progressions was to explore how well using earlier
levels work for assessing children who may be at earlier developmental levels on some of the previously
developed preschool learning progressions. Through teacher interviews, the pilot also evaluated how

“The leadership meeting was conducted over two days and included agenda topics related to the KRA, since the
first operational administration was completed in November 2014.
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well teachers could administer the expanded progressions and rate children using the expanded levels

and rubrics.

3.5.2.2 Design

The pilot study included a subset of the content of the Early Learning Assessment, specifically four

domains and 12 learning progressions. Table 3.5.2.2.A shows the domains and learning progressions

included in the pilot.

Table 3.5.2.2.A—Expanded Learning Progressions Pilot Test Content

Domain

Learning Progression

Language and Literacy

Communication

Phonological Awareness

Vocabulary

Mathematics

Classification

Number Sense

Social Foundations

Awareness and Expression of Emotion

Cooperation with Peers

Relationships with Adults

Physical Well-Being and Motor Development

Coordination—Large Motor

Coordination—Small Motor

Personal Care Tasks

Safety and Injury Prevention

Each teacher who participated in the pilot received an administration manual that outlined the pilot

process. The administration manual included background information, instructions for administering the

pilot, and supporting information about universal design and assessing children with disabilities.

Each learning progression was displayed across two facing pages within the administration manual, with

the four expanded levels on the left side of the booklet and the five preschool levels on the right side of

the booklet.> This layout ensured that teachers could view all nine levels continuously across the

booklet.

The expanded learning progressions were developed following universal design so that, to the extent

possible, children with disabilities were not precluded from demonstrating their knowledge and skills. A

list of suggested adaptations was included, allowing for changes in the environment or differences in

observed behavior so that children with disabilities could demonstrate their knowledge and skills. The

adaptations were written to ensure that children with disabilities were assessed in ways that measure

ability rather than disability while, at the same time, not changing the construct being assessed.

Teachers were encouraged to use suggested adaptations, but were asked to not use prompting,

modeling, or physical guidance to elicit a desired response from a child.

In addition, selected examples of the use of adaptations were included in the rubrics for the

progressions; it was not possible to address every possible and appropriate adaptation for each child

>The expanded levels in the pilot were labeled and ordered A, B, C, D for some progressions and D, C, B, A for

others, and teachers were asked their preferred labeling structure after the pilot.
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with the examples. The teachers were encouraged to use clinical judgment and knowledge of the child
to identify appropriate adaptations, including regular adaptations made in their typical environments.

Each teacher assessed three children from her classroom and selected the developmental level that best
represented each child’s typical behaviors. Teachers also responded to questions about ease of rating,
observability of behaviors, and use of adaptations listed on the rating record. After the pilot, each
teacher participated in a telephone interview with the development team to provide feedback on using
the expanded progressions.

3.5.2.3 Sample

The pilot of the expanded learning progressions was completed by 52 teachers (27 teachers in MD and
29 teachers in OH), and 152 children were assessed; 47 of the 52 teachers who submitted pilot data also
participated in interviews after the pilot. Tables 3.5.2.3.A and 3.5.2.3.B summarize the sample of
teachers and children, respectively, who participated in the expanded learning progressions pilot by
state and classroom type.

Table 3.5.2.3.A—Sample Population of Teachers for the Expanded Learning Progressions Pilot Test

Preschool 3 Preschool 4 Kindergarten Mixed Total
Maryland 3 12 9 2 26
Ohio 1 0 3 22 26
Total 4 12 12 24 52

Table 3.5.2.3.B—Sample Population of Children for the Expanded Learning Progressions Pilot Test

Preschool 3 Preschool 4 Kindergarten Mixed Total
Maryland 6 33 29 6 74
Ohio 4 0 10 64 78
Total 10 33 39 70 152

Of the 152 children who were assessed, there were 25 English or dual language learners and 51 children
with an IEP.

3.5.2.4 Findings

The expanded learning progressions were well received by the teachers who participated in the pilot.
Teachers of younger children (i.e., preschool 3 and 4) found the expanded learning progressions more
useful. Kindergarten teachers indicated that they would find the expanded levels more useful at the
beginning of the school year. Most teachers (about 80%) reported that they would be able to use what
they learned to inform classroom activities, individualize curriculum, form small groups, or report to
parents.

There was not a strong preference for either labeling system (ABCD order or DCBA order) for the
expanded progressions. About half the teachers indicated no preference, but those teachers who did
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have a preference favored the ABCD order. Some teachers found the labels with letters and numbers
confusing, and suggested a consistent labeling structure (i.e., using only letters or numbers).®

3.5.3 TAC Review of Expanded Learning Progressions

The TAC members were asked to review per their respective area(s) of expertise the expanded learning
progressions, specifically the level descriptors and corresponding examples, and to respond to four
guiding questions:

e Do the level descriptors within the progression reflect the order in which you expect most
children to progress?

e Are there key aspects of development that are missing from the descriptors?

e Do the examples provide useful illustrations of the developmental progression?

e Are the language and terminology appropriate for the intended audience of preschool and
kindergarten educators?

As exemplified by the guiding questions, the TAC members’ feedback provided specific
recommendations for revisions to the level descriptors. Like their previous feedback on the preschool
progressions, as described in Section 3.2.2, the TAC members focused their comments and
recommendations on the accuracy of the level descriptors and adequacy of the examples. Refinements
to the expanded level descriptors were challenging because the expanded levels were supposed to
represent developmental milestones prior to 36 months of age, but the progressions are based on
preschool standards. Therefore, any revisions to the expanded level descriptors would require changes
in the previously developed and approved descriptors for Levels 1-5.

3.5.4 Outcome

Feedback from the pilot teachers and TAC members informed final revisions made to the level
descriptors in the expanded learning progressions and to the evidence and adaptations examples in the
aligned observational rubrics. Most revisions were made to improve the specificity of the level
descriptors and to clarify the evidence examples within the observational rubrics. The labeling structure
was also finalized with the decision to use the ABCD order for the expanded learning progressions,
where Level A would represent the earliest level.

The initial design and development of the expanded learning progressions did not include a descriptor
for Level A in some progressions because a unique descriptor could not be developed for Level A in
every progression. The absence of a descriptor for Level A, based on the assumption that it represents a
baseline level, was a concern. To mitigate this concern, an additional design change was made to ensure
that every expanded learning progression included a Level A descriptor. This change meant that, in some
instances, the same general descriptor for Level A would be used within and across progressions.

Ongoing support and professional development was deemed critical for formative assessment to be
effective; however, a well-developed instructional guide to support the Early Learning Assessment

bGiven that the Early Learning Assessment was developed for use with preschool students (36-72 months),
labeling the levels with letters and numbers was intentional so that the expanded levels were distinct from the
preschool levels (i.e., Levels 1-5).
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would be an important first step. The expanded learning progressions pilot and TAC review provided
several key ideas for the design and development of the Early Learning Assessment instructional guide.

All expanded learning progressions, including the aligned observational rubrics, were revised after the
expanded learning progressions pilot and TAC review. Additionally, operational definitions for each SKB
within each learning progression were developed. The final expanded progressions were submitted for
state review in May 2015.

3.6 Final State Review

3.6.1 Overview

The final versions of the preschool and expanded learning progressions, observational rubrics, and
instructional guide were provided to the state departments for final review and approval in June 2015.
Each state conducted its review independently.

3.6.2 Outcomes

Throughout summer 2015, the development teams worked collaboratively with the state departments
to make final adjustments and revisions. All revisions made during this phase were focused on the
content and structure of the instructional guide and the clarity of the evidence examples within the
observational rubrics. Further, the state departments were concerned about the readability of the
assessment materials; they wanted to make sure that the language was simplified as much as possible
without compromising the validity and reliability of the content. Several iterations of review were
needed to address all content concerns. All materials were finalized in August 2015.

In addition to the finalization of the content of the Early Learning Assessment, the development and
state teams worked on the final design of the print materials. Each state decided to take different
approaches to the design of the print materials, keeping the content the same but diverging in color
scheme and layout.

The final versions of the Early Learning Assessment were approved, distributed, and uploaded to Ready
for Kindergarten Online in fall 2015.
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Maryland State Department of Education (MSDE)

Rolf Grafwallner, Ph.D.

Judy Walker

Candy Miller

Robert Wagner

Marcella Franczkowski

Nancy Vorobey

Assistant State Superintendent
Division of Early Childhood Development

Early Learning Branch Chief
Division of Early Childhood Development

Early Learning Program and Assessment Specialist
Division of Early Childhood Development

Early Learning Education Program Specialist
Division of Early Childhood Development

Assistant State Superintendent
Division of Special Education and Early Intervention Services

Section Chief
Division of Special Education and Early Intervention Services

Ohio Department of Education (ODE)

Stephanie Siddens, Ph.D.

Wendy Grove, Ph.D.

Sophia Hubbell

Janene Kehl

Lauren Monowar-Jones, Ph.D.

Senior Executive Director
Center for Curriculum & Assessment

Director
Early Learning & School Readiness

Assistant Director
Preschool Special Education

Assistant Director
Early Learning & School Readiness

Assistant Director (Former)
Early Learning & School Readiness

Appendix A: Project Members by Organization



Johns Hopkins University Center for Technology in Education (JHU CTE)

Jacqueline Nunn, Ed.D.

Christopher Sessums, Ph.D.

Dave Peloff

Linda Carling

Kristen Thompson

Tamara Swanson-Otto

Angela Vann

WestEd

Andrew Latham, Ph.D.

Stanley Rabinowitz, Ph.D.

Joanne Jensen, Ph.D.

Matthew Brunetti

Beverly Nedrow

Amanda Otte

Peter Mangione, Ph.D.

Kerry Kriener-Althen, Ph.D.

Julie Law, Ph.D.

Director

Director of Research and Evaluation (Former)
Senior Program Director of Technology
Program Director of Online Learning
Technology Program Coordinator

Research Coordinator (Former)

Implementation Specialist for Professional
Development (Former)

Director
Standards, Assessment, and Accountability Services

Director (Former)
Standards, Assessment, and Accountability Services

Director of Assessment Client Relations
Standards, Assessment, and Accountability Services

Project Manager
Standards, Assessment, and Accountability Services

Senior Content Specialist
Standards, Assessment, and Accountability Services

Content Specialist
Standards, Assessment, and Accountability Services

Director
Center for Child & Family Studies

Evaluation Director
Center for Child & Family Studies

Senior Research Associate
Center for Child & Family Studies
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Technical Advisory Committee
Facilitated by the Council of Chief State School Officers

Jerry West, Ph.D. (Chair)

Clancy Blair, Ph.D.

Linda Espinosa, Ph.D.

Daryl B. Greenfield, Ph.D.

Kathleen Hebbeler, Ph.D.

Nancy Jordan, Ed.D.

Laura Justice, Ph.D.

Sharon Lynn Kagan, Ed.D.

Robert Lissitz, Ph.D.

Catherine Scott-Little, Ph.D.

C. Cybele Raver, Ph.D.

Ross Thompson, Ph.D.

Senior Fellow, Mathematica Policy Research

Professor of Applied Psychology, Steinhardt School of Culture Education and
Human Development, New York University

Co-Principal Investigator, Getting on Track for School Success
University of Chicago, National Opinion Research Center

Professor of Psychology & Pediatrics, Department of Psychology, University of
Miami

Program Manager, Community Services and Strategies, SRI International

Professor of Education, University of Delaware

Executive Director, The Schoenbaum Family Center, Ohio State University

Professor of Early Childhood and Family Policy, Co-Director of the National
Center for Children and Families, Teachers College, Columbia University

Professor of Education, University of Maryland

Associate Professor, Human Development and Family Studies, School of Health
and Human Sciences, The University of North Carolina at Greensboro

Professor of Applied Psychology and Developmental Psychology, Steinhardt
School of Culture Education and Human Development, New York University

Distinguished Professor of Psychology, University of California, Davis
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Standard (yellow)

Domain Strand Code Essential Skill and Knowledge Learning Progression
SF.1.1 Recognize and identify emotions of self and others.
SF.1.1.A Recognize and identify own emotions and the emotions of others. Awarene_ss and
- - Expression of
SF.1.1.B Express, understand, and respond to feelings (emotions) of self and others. Emotion
SF.1.1.C Express concern for the needs of others and people in distress.
Social SF.1.2 Look to adults for emotional support and guidance.
Emotional SF.1.2.A Separate from familiar adults in a familiar setting with minimal distress. Relationships with
(1) SF.1.2.B Seek security and support from familiar adults in anticipation of challenging situations. Adults
SF.1.2.C Request and accept guidance from familiar adults.
SF.1.3 Demonstrate ability to resolve conflicts with others.
SF.1.3.A Seek adult help when solving interpersonal conflicts. Conflict Resolution
SF.1.3.B With modeling and support, negotiate to resolve social conflicts with peers.
SF.2.1 Manage the expression of feelings, thoughts, impulses, and behaviors.
SF.2.1.A Refrain from demonstrating disruptive or defiant behaviors. Self Control
SF.2.1.B Demonstrate appropriate use of own materials or belongings and those of others.
SF.2.1.C Demonstrate the ability to delay gratification for short periods of time.
E SF.2.2 Demonstrate the ability to persist with a task.
2 SF.2.2.A Carry out tasks, activities, projects, or transitions, even when frustrated or challenged, with minimal distress. Persistence
'% SF.2.2.B Focus on an activity with deliberate concentration despite distractions and/or temptations.
2 SF.2.3 Demonstrate the ability to retain and apply information.
é SF.2.3.A Follow routines and multi-step directions. Working Memory
® SF.2.3.B Remember and use information for a variety of purposes, with modeling and support.
§ SF.2.3.C Use prior knowledge and information to assess, inform, and plan for future actions and learning.
Approac_hes to 'sr24 Demonstrate the ability to solve problems.
;ii;::fé SF.2.4.A Solve everyday problems based upon past experience.
Functioning SF.2.4.B Solve problems by planning and carrying out a sequence of actions. Problem Solving
2 SF.2.4.C Seek more than one solution to a question, problem, or task.
SF.2.4.D Explain reasoning for the solution selected.
SF.2.5 Seek and gather new information to plan for projects and activities.
SF.2.5.A Express a desire to learn by asking questions and seeking new information.
SF.2.5.B Demonstrate independence in learning by planning and initiating projects. Initiative
SF.2.5.C Seek new and varied experiences and challenges (take risks).
SF.2.5.D Demonstrate self-direction while participating in a range of activities and routines.
SF.2.6 Demonstrate cooperative behavior in interactions with others.
SF.2.6.A Play or work with others cooperatively. . .
- - - - - — - Cooperation with
SF.2.6.B Interact with peers in complex pretend play, including planning, coordination of roles, and cooperation. Peers
SF.2.6.C Demonstrate socially competent behavior with peers.
SF.2.6.D Share materials and equipment with other children, with adult modeling and support.
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Standard (yellow)

Domain Strand Code . . Learning Progression
Essential Skill and Knowledge b
LL.1.1 Comprehend and respond to interactive read-alouds of literary and informational text.
LL11A Before interactive read-alouds, make predictions and/or ask questions about the text by examining the title, cover,
T illustrations/photographs, graphic aids, and/or text.
LL.1.1.B During interactive read-alouds, listen and ask and answer questions as appropriate. Story/Text
LL11.C After interactive read-alouds, respond by retelling the text or part of the text in an appropriate sequence, using discussions, Comprehension
B re-enactment, drawing, and/or writing as appropriate.
LL.1.1.D Identify the beginning, middle, and end of literary text.
LL.1.1.E Identify the main topic of informational text.
Reading LL.1.2 Demonstrate understanding of spoken words and sounds (phonemes).
(1) LL.1.2.A Identify initial and final sounds in spoken words. .
- - Phonological
LL.1.2.B Identify, blend, and segment syllables in spoken words. Awareness
LL.1.2.C Blend and segment onsets and rimes of single-syllable spoken words.
LL.1.2.D Recognize rhyming words in spoken language.
LL.1.3 Know and apply letter-sound correspondence and letter recognition skills.
LL.1.3.A Recognize that words are made up of letters and their sounds. Phonics and Letter
Demonstrate basic knowledge of one-to-one letter-sound correspondences by producing the most frequent sound for some .
> LL.1.3.B Recognition
o consonants.
©
b LL.1.3.C Recognize and name some upper- and lowercase letters.
[
p speaking and LL.2.1 Communicate effectively in a variety of situations with different audiences, purposes, and formats.
e = . . LL.2.1.A Speak or express thoughts, feelings, and ideas clearly enough to be understood in a variety of settings. R
c Listening — ! - - - - - - - Communication
g = 2 LL2.1B Participate in conversations with adults and peers, staying on topic through multiple exchanges and adding appropriate
] T ideas to support or extend the conversation.
» LL.3.1 Produce letter-like shapes, symbols, letters, and words to convey meaning.
3 Writing LL.3.1.A With modeling and support, print letters of own name.
3) LL.3.1.B With modeling and support, print meaningful words with letters and letter approximations. Emergent Writing
LL3.1.C Use a combination of drawing, dictating and developmentally appropriate writing for a variety of purposes (e.g., tell a story,
T give an opinion, express ideas).
LL4.1 Demonstrate beginning understanding of the conventions of standard English grammar and usage when
o engaged in literacy activities.
LL.4.1.A Use familiar nouns and verbs to describe persons, animals, places, events, actions, etc.
LLA1B Develop understanding of smgula.r and plural nouns (e.g. "dog" means one dog, "dogs" means more than one dog); form Grammar
regular plural nouns orally by adding /s/ or /es/.
LL.4.1.C Understand and begin to use question words.
Language " P T R w e mw ccwwe ma cwar au o w
a) LL.4.1.D Use frequently occurring prepositions (e.g., "to," "from," "in," "out," "on," "off," "for," "of," "by," "with").
LL.4.1.E Produce complete sentences in shared language activities.
LL.4.2 Use words acquired through conversations and shared reading experiences.
Identify real-life connections between words and their uses (e.g., relate the word "helpful," used in a story, to own life by
LL.4.2.A .
telling ways to be helpful). Vocabulary
LL4.2.B Determine the meanings of unknown words/concepts using the context of conversations, pictures that accompany text, or

concrete objects.
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Standard (yellow)

Domain Strand Code Essential Skill and Knowledge Learning Progression
MA.1.1 Know number name, count sequence, and relationships among number, numeral, and quantity.
MA.1.1.A | Count the number sequence to 20.
MA.1.1.B Touch each concrete object as it is counted, pairing one number word with each object and saying each
number word only once in consistent order.
Countingand | ma11c Use number cards arranged in a line to count and then determine what number comes before or after a
Cardinality specific number. Number Sense
(1) MA.1.1.D Identify, without counting, small quantities of items (1-3) presented in an irregular or unfamiliar pattern
(subitize).
MA.1.1.E | Recognize that the count remains the same regardless of the order or arrangement of the objects.
MA.1.1F Demonstrate understanding that the last number spoken tells the number of objects counted; respond
correctly when asked “how many” after counting concrete objects.
MA.1.1.G | Name written numerals and pair them with concrete objects.
Understand addition as putting together and adding to, and understand subtraction as taking apart and
Operations MA.2.1 taking from.
and Algebraic .
z Thinking MA.2.1.A | Solve simple addition and subtraction problems with totals less than 5, using concrete objects. Number Operations
2 (2) MA.2.1.B | Use manipulatives to find the amount needed to complete the set.
Q8 MA.2.1.C | Manipulate sets to decompose numbers (e.g., 1 and 4 objects equal 5 objects; 2 and 3 objects equal 5 objects).
é MA.3.1 Sort, classify, and compare objects.
_g MA.3.1A Using prior knowledge of grouping, sort objects by one attribute (e.g., “red or not red,” “round or not round,”
© or creating a set of “all red” or “all round” objects).
= MA.3.1.B | Sort multiple groups by one attribute (e.g., “all blue, all red, all yellow” or “all bears, all cats, all dogs”). Classification
MA.3.1.C | Ildentify the attribute by which objects are sorted.
Measurement Count to identify the number of objects in each set, and compare categories using comparison vocabulary
and Data MA.3.1.D (e.g., "greater"/"more than," "less than," "same"/"equal to").
3) MA.3.2 Describe and compare measurable attributes.
MA3.2.A Directly compare and describe two objects with a measurable attribute (e.g., length, size, capacity and weight)
in common, using words such as "longer"/"shorter," "heavier"/"lighter," or "taller"/"shorter." Measurement
MA.3.2.B | Order objects by measurable attribute (e.g., biggest to smallest).
MA.3.2.C | Measure length and volume (capacity) using non-standard measurement tools.
MA.4.1 Describe two- and three-dimensional shapes.
MA.4.1.A | Match similar shapes when given a variety of two- and three-dimensional shapes.
Geometry MA.4.1.B | Use names of two-dimensional shapes (e.g., square; triangle; circle) when identifying objects. Shapes
(4) MA.4.1.C | Distinguish examples and non-examples of various two- and three-dimensional shapes.
MA.4.1.D Use informal language to describe three-dimensional shapes (e.g., "box" for cube; "ball" for sphere; "can" for

cylinder).
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Standard (yellow)

Domain Strand Code Essential Skill and Knowledge Learning Progression
o Skills and SC.1.1 Construct knowledge of life science through questioning and observation.
g g Processes/ SC11A Raise questions about the world around them and be willing to seek answers to some of them by making Inquiry and
5= Life Science careful observations and trying things out. Observation
(1) SC.1.1.B Use evidence from investigations to describe observable properties of a variety of objects.
SS.1.1 Demonstrate understanding of rules and responsible behavior. .
Government - Responsible
8 1) SS.1.1.A Identl-fy rules used at home and at school. - Behavior
3 _ SS.1.1.B Explain how rules promote order, safety, and fairness.
E g_ SS.2.1 Demonstrate an understanding of past, present, and future in the context of daily experiences.
S History Describe the events of the day (things that have happened in the immediate past, that happen in the present, Events in the
<] SS.2.1.A . . . " C wm " W " .
n (2) and that might happen in the future) using terms such as "morning"/"afternoon" and "night"/"day. Context of Time
SS.2.1.B Communicate about past events and anticipate what comes next during familiar routines and experiences.
PD.1.1 Demonstrate the ability to use large muscles to perform a variety of physical skills.
PD.1.1.A | Show fundamental movement by demonstrating spatial concepts in movement patterns.
PD.11B Demonstrate locomotor skills with control, coordination, and balance during active play (e.g., running,
- hopping, jumping). Coordination-Large
S PD.LLC Demonstrate coordination in using objects during active play (e.g., throwing, catching, kicking balls, riding Motor
E Physical o tricycle).
% Education PD.A1D Use non-locomotor skills with control, balance, and coordination during active play (e.g., bending, stretching,
g (1) e and twisting).
5 PD.1.2 Demonstrate the ability to use small muscles to perform fine motor skills in play and learning situations.
§ PD.L2A Coordinate the use of hands, fingers, and wrists to manipulate objects and perform tasks requiring precise Coordination-Small
= movements. Motor
52 PD.1.2.B | Use classroom and household tools independently with eye-hand coordination to carry out activities.
_§° PD.1.2.C | Use a three-finger grasp of dominant hand to hold a writing tool.
é? PD.2.1 Demonstrate the ability to apply prevention and intervention knowledge, skills, and processes to promote
o o safe living, in the home, school, and community.
E PD.2.1.A | With modeling and support, identify and follow basic safety rules. Safety and Injury
.g Health PD.2.1.B | Identify ways adults help to keep us safe. Prevention
£ 2) PD.2.1.C | With modeling and support, identify the consequences of unsafe behavior.
PD.2.1.D | With modeling and support, demonstrate ability to follow transportation and pedestrian safety rules.
PD.2.2 Demonstrate personal health and hygiene practices.
PD.2.2.A | Independently complete personal care tasks (e.g., washing hands before eating and after toileting). Personal Care Tasks
PD.2.2.B | Follow basic health practices (e.g., covering mouth/nose when coughing/sneezing).
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. Standard (yellow) Learning
Domain Strand Code Essential Skill and Knowledge Progression
FA11 Demonstrate awareness of and respond to the characteristics of musical sounds through voice, body movements, and
classroom instruments.
X FA.1.1.A | Listen and respond to repeated rhythmic patterns.
Music FA.1.1.B | Respond to changes heard in music: fast/slow, loud/soft, long/short, high /low. Music
@ FA.1.1.C | Sing songs that use the voice in a variety of ways.
FA.1.1.D | Demonstrate steady beat through singing, moving the body, or playing classroom instruments.
FA.1.1.E | Listen and respond to simple directions or verbal cues in singing games.
FA2.1 Identify, describe, experiment with, and create images and forms from observation, memory, imagination, and
. feelings.
=3 V:ual FA.2.1.A | Identify colors, lines, and shapes found in the environment and in works of art. .
o rts - - - Visual Arts
= @ FA.2.1.B | Use colors, ||n.es, and shapes to Cf)mmunlcate ideas about t.he observed world.
E FA.2.1.C | Explore and discuss how colors, lines, and shapes are used in artworks.
o FA.2.1.D | Use colors, lines, and shapes to make artworks that express ideas and feelings.
w FA3.1 Use a variety of theatrical elements and conventions to demonstrate themes about life experiences, ideas, and
feelings.
Theater FA.3.1.A | Listen to and retell or perform nursery rhymes, finger plays, popular children’s books/stories, and other media. Theater
) FA.3.1.B | Demonstrate themes and ideas about people and events through play.
FA.3.1.C | Create accompaniment to stories using natural and human-made sounds.
FA.4.1 Demonstrate knowledge of how elements of dance are used to communicate meaning.
Dance FA.4.1.A | Demonstrate selected locomotor and non-locomotor movements that communicate ideas, thoughts, and feelings.
@) FA41B Combine selected characteristics of the elements of dance, such as body parts and positions, shapes, levels, energy, fast Dance
and slow, and use of sensory stimuli to create movement.
FA.4.1.C | Reproduce movement demonstrated by the teacher.
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Language and Literacy: Communication
Operational Definition: Communicates with adults and peers for a variety of purposes in different situations

needs.

interests or
needs.

persuade), usually
expressing self
clearly but
rephrasing when
misunderstood.

multiple
exchanges and
adjusting
language
according to the
needs of the
situation (e.g.,
one-on-one
versus in a group)
or the listener
(e.g., adult versus
peer).

extending the
conversation by
requesting
additional
information
and/or building
on the ideas of
others, and
adjusting
language
according to the
needs of the
situation (e.g., in
the classroom
versus on the
playground) or
the listener (e.g.,
giving background
information to an
unfamiliar
listener).

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
] Engages with Uses speech-like Uses single Uses two-word or | Uses gestures and | Uses language Initiates and Initiates and Initiates and
.g adults or signals strings of sounds, | words, word three-word language to and gestures to participates in participates in participates in
g needs through gestures, or facial | approximations, phrases or signs express basic express thoughts | conversations for | conversations for | detailed
=)
7] facial expressions, | expressions to gestures, or to communicate greetings, wants, | and ideas, and a variety of a variety of conversations for
2 body movements, | communicate simple signs to interests, needs, needs, and asks and responds | purposes (e.g., to | purposes, staying | a variety of
» or vocalizations. interests or communicate or feelings. feelings. to questions. inform, to on topic through purposes,
2
=1
S
=3
a
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Language and Literacy: Emergent Writing
Operational Definition: Produces letter-like shapes, symbols, letters, and words to convey meaning

dictates a
description (e.g.,
a word or
phrase).

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
S o Attends to books. Attends to letters. | Demonstrates Identifies own Writes marks to Writes the first Writes own name | Writes own name
= awareness of a written name. represent own letter in own but may have accurately.
go § few letters or name. name. some letter
g8 symbols, or reversals or
x © recognizes first omissions.
g letter of own
2 name.
o0 Uses body to Makes simple Makes different Produces scribble | Produces Produces mock Produces Produces
k= explore objects. unstructured kinds of scribbles | drawings (e.g., controlled writing (includes emergent writing | phonetic writing,
o scribbles on a for pictures as pictures that may | scribbles (e.g., strings of (includes some using invented or
E surface. compared to include back-and- | horizontal jagged | independent units | actual letters that | conventional
% letters. forth and/or lines) and and letter-like may be grouped spelling, of one or
S circular marks) recognizable shapes) to tell a together as if to more simple
i) and dictates symbols (e.g., a story. form words) to sentences to tell a
g labels for them. circle with lines tell a story or give | story, give an
E radiating from it an opinion. opinion, or
= for a sun) and provide

information about
a topic.
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Language and Literacy: Grammar
Operational Definition: Demonstrates a beginning understanding of the conventions of standard English grammar and usage

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
P Responds to Vocalizes or uses | Produces single Produces simple Produces Produces Produces Produces Produces
2 vocalizations, gestures or facial | words, word phrases or sentences that sentences that sentences sentences that sentences that
g sounds, or expressions to approximations, sentences using consist mostly of | consist of several | conjoined with contain one or contain two or
3 gestures. initiate simple signs, or two or more nouns and verbs parts of speech “and” or “but” more phrases more clauses
communication in | gestures to words or signsto | (e.g., “Mommy go | (e.g., “Her wants | (e.g., “l have one | (e.g., “I'm going (e.g., “l watched
meaningful ways. | communicate in communicate in bye-bye.”). the big cookie.”). | and he has one.”). | to play soccer at the baby after he
meaningful ways. | meaningful ways. the park.”). woke up, so
Mommy could
make dinner.”).
@ Responds to Uses a rising Uses a rising Produces Produces Produces Produces
.g vocalizations, pitch/intonation, | pitch/intonation questions with questions with guestions with questions that
§ sounds, or or uses gestures to ask questions auxiliary verbs at | inverted verbs when and how have an
o gestures. or signing, to (e.g., “See the beginning and subjects (e.g., | (“When can | embedded clause
form meaningful doggie?”; “What (e.g., “Is kitty “Do you see go?”; “How do (e.g., “Do you
questions from that?”). hungry?”). me?”). you do that?”). know what
simple phrases or animal this is?”).
sentences of two
or more words.
P Responds to Uses the Uses the Uses frequently Uses a variety of
2 vocalizations, preposition in or prepositions “in” occurring prepositions (e.g.,
'g sounds, or on with a single and “on” (e.g., prepositions (e.g., after, around,
> gestures. word, gesture, or | “Baby in bed.”). at, to, from, out, behind, in front
a sign. off, for, of, by, of, above, below).
with).
@ Responds to Uses single Adds /s/ or Jes/ Adds /ed/ to Adds /er/ and
.g vocalizations, words, gestures, to singular nouns | regular verbs to /est/ to adjectives
§ sounds, or or signs to refer to form regular form the past to form
§= gestures. to singular and plurals. tense. comparison
plural nouns. words.
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Language and Literacy: Phonics and Letter Recognition

Operational Definition: Demonstrates an understanding of letter recognition skills and letter-sound correspondence

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5

v Attends to Matches spoken Recites or signs Names and Names and Names and Names and Names and

g language or or signed words several letter identifies a few identifies some identifies many identifies most (at | identifies all

3 communication. to images on names from uppercase letters, | (at least 5) (at least 10) least 20) uppercase letters.

§ printed page. previously heard often beginning uppercase letters. | uppercase letters. | uppercase letters.

g songs or rhymes, | with the first

by often beginning letter in own

= with letters early | name.

in the alphabet.

» Names and Names and Names and Names and

£ identifies a few identifies some identifies many identifies all

g lowercase letters. | (at least 5) (at least 10) lowercase letters.

§ lowercase letters. | lowercase letters.

5

3

S

8 Identifies and Identifies and Identifies and

S produces the produces the produces the

.,,? sound for a few most frequent most frequent

g letters. sound for some sound for each

g (at least 5) consonant and

= consonants. the short and long
sounds for the
five major vowels.
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Language and Literacy: Phonological Awareness
Operational Definition: Demonstrates an awareness of the sound structures of spoken language, including rhymes, syllables, and phonemes

spoken single-
syllable words.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5

2 Attends to Communicates Follows along or Identifies a pair of Says a word that Produces a pair of
° language or one or two repeats parts of spoken rhyming rhymes with a spoken rhyming
i communication. relevant words or | nursery rhymes or | words. given word. words.
£ does one or two simple songs
§. relevant actions when listening to
= when attending them.

to simple songs,

nursery rhymes,

or finger plays.
-3 Identifies syllables | Orally blends and | Orally blends and | Orally blends
© g in spoken words segments segments onsets | individual sounds
§ 5 and words within | syllables in words | (first together to form
8 = spoken and words within | consonant/s) and | a word, and
E 3 compound words. | spoken rimes (vowel and | segments spoken
s E compound words. | ending words into their
=: [~ consonant/s) in individual sounds
n (phonemes).

Initial/Final/
Medial Sounds

Identifies initial
sounds in spoken
words.

Identifies final
sounds in spoken
words.

Identifies whether
a given sound for
a given spoken
word is at the
beginning or the
end of the word.

Identifies medial
sounds in spoken
CVC (consonant-
vowel-consonant)
words.

~ n
b0 T
£ <
-
£ 3
()]
O w0
~ £
o0 =
g 3
u-—
-7
< O
=]
[7,]

Orally adds,
deletes, and
substitutes the
initial sound
(phoneme) in
single-syllable
words to create
new words.

Orally adds and
substitutes
individual initial,
medial, or final
sounds
(phonemes) in
single-syllable
words to create
new words.
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Language and Literacy: Story/Text Comprehension
Operational Definition: Comprehends and responds to interactive read-alouds of texts before, during, and after the texts are read

reading episode
with adult.

people, objects,
or events in text
during reading
episode.

heard, but may
leave out details
or add details not
in the original
texts.

heard, presenting
major events in
the sequence in
which they
occurred
(beginning,
middle, and end).

heard, presenting
major events in
the sequence in
which they
occurred and
adding some
details about
elements of the
texts.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
o Attends to adult Orients to picture | Responds to Responds to Responds to Responds to recall | Responds to Responds to Responds to a
.g 2 | voices or actions book and adult simple comments | questions about simple prediction | questions (why, guestions that questions about variety of
@ 8 | during reading storyteller during | or questions characters, questions, based how) about require the main idea or questions about
3 3 episodes with reading episodes | about text with objects, or events | on the title and stated prediction, based | topic of texts read | texts, uses texts
2 '<° adult. with adult. single words, in a story using cover, and to information in on the title, cover, | aloud (e.g., “What | to find answers to
e word simple descriptive | recall questions texts read aloud. illustrations, and is the story guestions as
§ approximations, phrases or (who, what, graphic aids, and | about?”), and needed, and asks
& simple signs, sentences with where) about guestions that asks questions to | questions to
gestures, or two or more texts read aloud. require some clarify confusing clarify or gain
actions. words or signs. interpretation of | parts of the texts. | information about
texts read aloud. the texts.
& Attends to adult Orients to picture | Engages visually Communicates Repeats words or | Retells, acts out, Retells, acts out, Retells, acts out, Retells, acts out,
2 voices or actions book and adult or tactilely with using words, phrases from or draws pictures | or draws pictures | or draws pictures | draws pictures, or
i during reading storyteller during | pages or parts of | signs, or simple texts or parts of about texts or about texts or about texts or writes about texts
g episodes with reading episodes | pages during phrases about texts heard. parts of texts parts of texts parts of texts or parts of texts
o« adult. with adult.

read or heard,
providing detailed
information about
topics, characters,
events, and/or
settings.
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Language and Literacy: Vocabulary
Operational Definition: Acquires word meanings and understands word relationships

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
& Attends to Demonstrates Demonstrates Communicates a Uses meaningful Uses meaningful Uses meaningful Uses meaningful Uses meaningful
g language or understanding of | understanding of | wide variety of interactions with interactions with conversations conversations conversations
® | communication of | a variety of single | alarge number of | words, including adults, concrete adults, concrete with adults, with adults, with adults,
2 | others. words, signs, or words and small simple two- and objects, and objects, and concrete objects, | concrete objects, | concrete objects,
-g gestures that number of simple | three-word stories to learn stories read aloud | and textual and and textual and and textual and
= occur frequently frequently phrases, and the meaning of to learn the picture clues from | picture clues from | picture clues from
during occurring phrases. | understands a unknown words meaning of stories read aloud | stories and stories and
interactions with large number of that are primarily | unknown words, to learn the informational informational
adults. words. objects and including meaning of texts read aloud texts to learn the
people (e.g., ball, | attributes (e.g., unknown words, to learn the meaning of
spoon, woman) happy, dirty). including basic meaning of unknown words,
and actions (e.g., category names unknown words, including
go, play). and related terms | including basic specialized areas
(e.g., concepts and of interest (e.g.,
animals/dog, related words dinosaurs/Tyrann
horse; (e.g., time/today, | osaurus,
clothes/pants, tomorrow; Brontosaurus;
shirt). comparison/ community/city,
greater than, less | state).
than).
9 Connects new Distinguishes Identifies new
% words to familiar | shades of meanings of
B experiences in meaning among familiar words
'._‘?, own life (e.g., verbs describing (e.g., learning that
) relates the word the same general | the word “duck”
T° “helpful” from a action (e.g., walk, | refers to lowering
o - .
2 story to examples | march, skip, run). | the head, in
of helping or addition to
being helped in knowing that a
own life). duck is a bird).
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Mathematics: Classification
Operational Definition: Sorts and classifies objects according to attributes, and compares groups using comparison vocabulary

as).

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5

) Attends to other Interacts Demonstrates Sorts and Sorts and Sorts and Sorts and Sorts and

> people. differently with knowledge of classifies objects classifies objects classifies objects classifies objects classifies objects

@ familiar versus common into two groups into more than by one attribute, by two attributes | based on subtle

8 unfamiliar people categories (e.g., by one attribute two groups by and then further at one time (e.g., | attributes:

2 or familiar versus animals vs. (e.g., color, shape, | one attribute, sorts each group color and shape; purpose, use, or

; unfamiliar vehicles) through | texture). including by a second type and size). personal

-§ objects. play. measurable attribute. preference or

E attributes (e.g., experience (e.g.,
size, length, sorts toy animals
height). by “ones I've

seen” and “ones
I’'ve never seen”).

o Compares the Describes

5 numbers of multiple

§ objects in groups | similarities and

a using comparison | differences of

2 vocabulary (e.g., objects within

:, greater and across

£ than/more groups.

S than/less than,

§ equal to/same
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Mathematics: Measurement
Operational Definition: Measures, compares, orders, and describes objects by a measurable attribute

Identifying/Comparing/Measuring

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Responds to Understands or Identifies two Compares two Compares Compares three Measures objects,
communication uses simple objects that objects directly, measurable or more objects using

indicating if they attributes of two | and orders them nonstandard

with others.

words, signs, or
gestures that
describe
measurable
attributes (e.g.,
big, little, heavy,
tall).

obviously differ
from each other
on a measurable
attribute (e.g.,
length, size).

are the same or
how they are
different (e.g.,
bigger/smaller,
taller/shorter) on
a measurable
attribute.

objects by using a
third object (e.g.,
measures the
height of two
tables with a
piece of string)
and indicates if
they are the same
or how they are
different.

by size (from
shortest to
longest) or other
measurable
attributes, and
describes the
differences.

units, and relates
number of units
measured to
attributes of
objects (e.g.,
places three
paper clips next
to a pencil and
says the pencil is
three paper clips
long).
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Mathematics: Number Operations
Operational Definition: Uses objects to understand addition as putting together and adding to, and to understand subtraction as taking apart and taking from

Level A Level B

Level C

Level D

Level 1

Level 2

Level 3

Level 4

Level 5

Addition Problems

Adds one more to a small
set of objects (totals up to
4) to make a set that is
more.

Solves simple addition
problems (totals up to 5)
by joining two small sets
of objects and counting
the total.

Solves simple addition
problems (totals up to 10)
by joining two sets of like
objects (e.g., apples and
apples) or two sets of
related objects (e.g.,
apples and oranges) and
counting the total.

Solves simple addition
problems (totals up to
10), using objects, fingers,
or drawings, starting from
a given number and
counting on to find the
sum.

Subtraction
Problems

Takes one away from a
small set of objects (up to
5) to make a set that is
less.

Solves simple subtraction
problems by taking a
given amount from a set
of objects (up to 5) and
counting the remaining
objects.

Solves simple subtraction
problems (totals up to 10)
by matching objects from
two sets of related
objects (e.g., cups and
saucers) and counting the
objects that do not have
a match.

Solves simple subtraction
problems (totals up to
10), using objects, fingers,
or drawings, and
appropriate strategies
(e.g., counting back).

Decomposing
Numbers

Decomposes numbers (up
to 5) into two groups in
more than one way, using
objects or drawings, and
records each with a
drawing.

Decomposes numbers
(up to 10) into two
groups in more than one
way, using objects or
drawings, and records
each with a drawing or
equation (e.g.,,5=2+3
and5=4+1).

Completing a Set

Finds and identifies the
amount needed to
complete a set (totals up
to 5), using objects.

Finds and identifies the
amount needed to
complete a set (totals up
to 10), using objects,
fingers, or drawings.
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Mathematics: Number Sense
Operational Definition: Demonstrates knowledge of number names, one-to-one correspondence, count sequence, and the relationships among written numerals, quantity, and cardinality

Number
Words

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Responds to Demonstrates Uses a few Recites number Recites number Recites number Recites number Recites number
vocalizations, understanding of number words, words in sequence | words in words in sequence | words in sequence | words in sequence

vocalizations,

Object
Counting

understanding

objects using one-

objects using one-

using one-to-one

using one-to-one

sounds, or gestures or words | although often not | from 1 to 5. sequence from 1 from 1 to 20. from 1 to 30. from 1 to 100.
gestures. that indicate correctly. to 10.

amounts of things.
Responds to Demonstrates Counts two Counts five Counts 10 objects Counts 15 objects Counts 20 objects

using one-to-one

Number
Concepts

guantities of one,
two, and more.

number counted as
the total number of

number just before
or just after a given

sounds, or that “one” refers to-one to-one correspondence. correspondence. correspondence.
gestures. to a single object. | correspondence. correspondence.
Identifies Identifies the last Identifies the Identifies the next

number in the
count sequence as

numeral for own
age).

objects in a set. number in a one greater than a
counting sequence | given number.
from 1 to 10.
) Subitizes (instantly | Subitizes 1 to 4 Subitizes 1to 5
‘N recognizes and objects in familiar objects in familiar
5 names the number | and unfamiliar and unfamiliar
a of objects without patterns. patterns.
having to count) 1
to 3 objects in
familiar patterns
(e.g., knows there
are two apple slices
without counting).
TS ¥ Identifies at least Identifies written Identifies and
GEJ .g :‘E' one written numerals from writes numerals
53802 numeral with 0 to 10. from
2 = personal 0 to 20.
§ significance (e.g.,
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Mathematics: Shapes

Operational Definition: Matches, identifies, describes, and combines two- and three-dimensional shapes

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
* Attends to Explores objects Adapts behaviors | Matches simple Matches a few Matches and Identifies two- Describes Compares
g objects. of different with objects shapes in play basic two- identifies a dimensional defining defining
.f’:'; shapes. based on their through trial-and- | dimensional variety of two- shapes in several | attributes of attributes of
= shape (e.g., rolls a | error. shapes (e.g., dimensional different sizes common two- common
_E ball; stacks a few circle, square, shapes. and orientations. | dimensional two-dimensional
g large blocks). triangle). shapes (e.g., shapes (e.g.,
£ triangles are triangles have
'QT closed and have three sides but
2 three sides). squares have four
= sides).
9 Identifies some Identifies Identifies shapes | ldentifies
2 common two-dimensional | as two- common
& three- shapes within dimensional three-
Tg dimensional three- (“flat”) or three- dimensional
-g shapes using dimensional dimensional shapes using
S informal terms shapes (e.g., (“solid”). mathematical
.g (e.g., “ball” for identifies that the terms (e.g.,
o sphere, “box” for | side of a boxis a sphere, cube,
_GE’ cube, “can” for square). cylinder) and
= cylinder). describes their
defining
attributes (e.g., a
cube has six
square sides).
w Combines shapes | Combines two or
'S 2 to create pictures | more shapes into
'g s of common new shapes (e.g.,
S objects (e.g., two triangles to
house, school, make a
bridge). diamond).

*Children at levels A-D are exploring the concept of shape through objects and cannot yet distinguish between two- and three-dimensional shapes.
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Physical Well-Being and Motor Development: Coordination—Large Motor
Operational Definition: Becomes increasingly proficient in control, coordination, and balance of large muscles in locomotor and non-locomotor skills

soft block to fit
through tunnel).

underhand by
moving arm down
and back).

overhand by moving
arm up and back,
using upper-trunk
rotation and
opposite arm-leg
movement).

overhand to hit a
close target by
moving arm up and
back, using upper-
trunk rotation and
opposite arm-leg
movement).

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
» | Moves body or body | Moves body Moves through Demonstrates ability | Demonstrates a Demonstrates a Demonstrates a Demonstrates a
‘2 | parts with increasing | through space. space in upright to move in upright variety of locomotor variety of locomotor | variety of locomotor | variety of locomotor
5 control. position with limited | position across skills with limited skills with some skills with nearly skills with complete
S coordination and different flat control, control, complete control, control, coordination,
€ balance on even, flat | surfaces or some coordination, and coordination, and coordination, and and balance (e.g.,
§ surfaces. sloped surfaces. balance (e.g., jumps balance (e.g., hops balance (e.g., hops hops sideways six
- down from a step on one foot a few on one foot several steps; jumps and
with both feet). times in a row). times, followed by turns so that feet
several hops on land in opposite
other foot). direction from
starting position).
w | Demonstrates Maintains seated Demonstrates ability | Maintains balance Demonstrates a Demonstrates a Demonstrates a Demonstrates a
2 | increasing ability to position without to be in upright while in stationary variety of non- variety of non- variety of non- variety of non-
‘2 control position of support. position with limited | upright position locomotor skills with locomotor skills with | locomotor skills with | locomotor skills with
g head. balance (standing (standing up) and limited control, some control, nearly complete complete control,
€ up). demonstrates ability | coordination, and coordination, and control, coordination, and
§ to bend down and balance (e.g., balance (e.g., stands | coordination, and balance (e.g., stands
:.:' reach for something | imitates standing on on tiptoes with balance (e.g., stands | on each foot for
<) from upright one foot while hands overhead for | on one foot for several seconds with
z position although watching adult a few seconds). several seconds). hands on hips).
may still use demonstration).
support.
A Demonstrates Adjusts body or Explores how body Adjusts the position | Demonstrates Demonstrates Demonstrates Demonstrates spatial
2 | awareness of parts body parts to reach | and objects fit in of body or objects to | spatial awareness spatial awareness spatial awareness awareness and
2 | of body. or control objects. relation to one move or fit in and limited and some and nearly complete | complete
';" another (e.g., relation to one coordination in coordination in coordination in coordination in using
f attempts to fit body | another. using objects during using objects during | using objects during | objects during active
-g through an opening active play (e.g., active play (e.g., active play (e.g., play (e.g., throws a
g.;_ in a tunnel, adjusts throws a ball throws a ball throws a ball ball overhand to hit a

distant target by
moving arm up and
back, using upper-
trunk rotation and
opposite arm-leg
movement).
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Physical Well-Being and Motor Development: Coordination—Small Motor
Operational Definition: Demonstrates the ability to use small muscles to perform fine motor skills in play and learning situations

Tool and Object Manipulation

and coordination
of hands, fingers,
and wrists to
perform fine
motor tasks.

coordination of
hands, fingers,
and wrists, as well
as eye-hand
coordination, to
perform fine
motor tasks (e.g.,
“snips” the edges
of a piece of
paper with
scissors,
sometimes
cutting the paper
into 2 or more
pieces).

coordination of
hands, fingers,
and wrists, as well
as eye-hand
coordination, to
perform fine
motor tasks (e.g.,
cuts across the
paper in a fairly
straightforward
direction by
holding scissors
with 1 hand and
paper with the
other).

coordination of
hands, fingers,
and wrists, as well
as eye-hand
coordination, to
perform fine
motor tasks (e.g.,
cuts out simple
shapes by holding
scissors and paper
correctly).

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Uses body to Uses part of body | Uses an object in Manipulates Manipulates Manipulates Manipulates Manipulates
explore objects. to manipulate a goal-directed tools/objects with | tools/objects with tools/objects with | tools/objects with | tools/objects with
objects. way. limited control limited some nearly precise precise

coordination of
hands, fingers,
and wrists, as well
as eye-hand
coordination, to
perform fine
motor tasks (e.g.,
cuts out complex
shapes by holding
scissors and paper
correctly).

Uses body to
explore objects.

Writing Tool Grasp

Adjusts hand
before grasping
and using an
object.

Holds writing and
drawing tools
using a fisted
grasp to make
scribbles with
large vertical
strokes.

Uses a whole-
hand grasp, with
the palm facing
down, and
shoulder/arm
muscles to
manipulate
writing and
drawing tools.

Uses a 4-finger
grasp, with the
fingers on the
opposite side of
the tool from the
thumb, and
arm/wrist muscles
to manipulate
writing and
drawing tools.

Uses an unsteady
3-finger grasp and
finger/wrist
muscles of the
dominant hand to
manipulate
writing and
drawing tools
with some
efficiency and
speed.

Uses a stable 3-
finger grasp and
finger/wrist
muscles of the
dominant hand to
manipulate and
control writing
and drawing tools
with an efficient
range of motion
and speed.
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Physical Well-Being and Motor Development: Personal Care Tasks
Operational Definition: Engages in personal care and basic health practices with increasing independence

Personal Care and Basic Health

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Responds to Attends to care Cooperates with Performs parts of | Completes some Completes some Completes most Completes most
communication of | routine or moves adult during some personal personal care personal care personal care personal care

others.

body in response
to it.

personal care
tasks and basic
health routines.

care tasks and
basic health
practices with
adult modeling
and assistance
(e.g., removes
own jacket but
needs help with
zipper; blows
nose when a
tissue is held to
it).

tasks and follows
basic health
practices with
some adult
assistance (e.g.,
removes and puts
on own jacket but
needs help with
zipper; blows
nose when given
a tissue).

tasks and follows
basic health
practices on own,
but usually needs
adult reminders
(e.g., removes
and puts on own
jacket, unzipping
and zipping it;
gets own tissue
when needing to
blow nose).

tasks and follows
basic health
practices on own,
but needs
occasional adult
reminders.

tasks and follows
basic health
practices
independently.
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Physical Well-Being and Motor Development: Safety and Injury Prevention
Operational Definition: Demonstrates the ability to apply basic safety rules and consequences of unsafe behavior at home, school, and community

Level A

Level B

Level C

Level D

Level 1

Level 2

Level 3

Level 4

Level 5

Safe and Unsafe Behaviors

Responds to
communication of
others.

Needs direct adult
guidance to stay
safe.

Seeks information
or assistance from
adult in
challenging or
unsafe situations.

Identifies safe and
unsafe behaviors
in familiar
situations.

Identifies safe and
unsafe behaviors
in familiar
situations, and
describes the
consequences of
the unsafe
behaviors.

Identifies safe and
unsafe behaviors
in familiar and
unfamiliar
situations, and
describes the
consequences of
the unsafe
behaviors.

Orients toward

Identifies and

Identifies and

Identifies and

firefighters, police
officers) help
keep children
safe.

0 Responds to Follows specific

n_:é communication of | familiar adult in adult requests follows a few follows several follows a variety

2z others. unsafe or about safety basic safety rules, basic safety rules, of safety rules,

% unfamiliar when provided with adult with adult with adult

n situations. adult guidance to | modeling and support. reminders.
follow through. guidance.

e g Identifies ways Identifies ways

2 a that parents and that adults in the

a5 teachers help school and

T é keep children community other

‘—3 S safe. than parents and

2 teachers

2 (e.g., crossing

g guards,
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Science: Inquiry and Observation
Operational Definition: Learns about the natural world by observing, investigating, and communicating what is learned

Explore, Examine, and Investigate

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Explores objects Interacts Examines new or | Repeats actions Exhibits interest Asks “why” or Asks a broad Asks specific Generates
and people. differently with unfamiliar things | on objects or in and curiosity “what” questions | range of questions about predictions about
people versus before interacting | living things to about objects and | about objects, guestions the relationship two objects, living

inanimate
objects.

with them or
acting on them.

gather

information about

them.

living things by
repeating the
same actions in
different
situations to
compare effects.

living things, and
natural events,
and seeks
answers by
examining and
describing their
attributes.

(e.g., “how,”
“whatif ..."”)
about objects,
living things, and
natural events,
and describes
actions, details,
and changes that
are directly
observable.

between two
objects, living
things, or natural
events; carries
out observations
and simple
investigations to
answer the
guestions; and
communicates
findings (e.g.,
draws pictures,
dictates
explanations).

things, or natural
events by
applying past
knowledge to
current
observations,
planning and
carrying out
observations and
investigations to
gather
information, and
communicating
findings in a
variety of ways
(e.g., keeps logs
that include
pictures,
explanations,
charts, and
graphs).
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Social Foundations: Awareness and Expression of Emotion
Operational Definition: Identifies and labels emotions of self and others and responds with empathy to others’ expressions of emotion

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
5 Attends to Changes Uses the Uses simple Identifies Identifies Identifies and Identifies Identifies and
= emotional responses in emotional words or gestures | emotions common explains the emotions explains own
&2 expressions of relation to expressions of to describe own expressed by self | emotion-eliciting | reasons behind expressed by conflicting
£ others. emotional others as a guide | and others’ and others (e.g., situations and the | and the others in a given feelings in a
§ expressions of for how to act in a | feelings (e.g., happiness, emotions elicited | consequences of | situation, and specific situation
S others. situation. happy, sad). sadness, anger, in each. the emotions compares them to | (e.g., is excited for
s fear). expressed by self | own emotionsin | trip to the park
HE_, and others. similar situations. | but is sad that
best friend can’t
come).
S5 Attends to Shows or Shows concern or | Responds with Responds to a Responds to a Responds to a Responds to a
o & | emotional communicates empathy for a concerned distressed peer by | distressed peer by | distressed peer by | distressed peer by
S T | expressions of distress in distressed peer attentionto a imitating an offering verbal taking the peer’s | adapting own
§ § others. response to but may not distressed peer, adult’s response and physical perspective to behavior in order
€ 5 another child’s communicate but needs adult in a similar comfort and anticipate what is | to provide the
(= distress. feelings directly guidance to situation or seeking adult needed. assistance
to peer. provide direct helping an adult assistance if needed.
assistance. who is needed.
responding.
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Social Foundations: Conflict Resolution

Operational Definition: Demonstrates the ability to resolve social conflicts with peers

Conflict Resolution Strategies

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Shows awareness | Shows interest in Child uses simple | Uses a few Uses additional Verbally identifies | Talks about Uses a variety of
of other people. peers and takes strategies to get strategies (e.g., strategies (e.g., conflicting differences in strategies,

objects from own needs/wants | trading, sharing) asking for a timer | feelings or goals opinion or including

them; requires
redirection from
adult.

met when
interacting with
peers, sometimes
requiring adult
guidance to
resolve conflicts.

to resolve
conflicts with
peers, with adult
modeling and
guidance.

to be set) to

resolve conflicts
with peers, with
adult guidance.

as a strategy to
resolve conflicts
with peers on
own, but will seek
adult guidance
and support when
it is apparent that
the conflict has
begun to escalate.

perspective as the
main strategy to
resolve conflicts
with peers,
seeking adult
support only if
needed.

negotiation and
compromise, to
resolve conflicts
with peers in
order to come to
agreements that
are mutually
satisfying, before
or without
seeking adult
support.
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Social Foundations: Cooperation with Peers
Operational Definition: Uses cooperative behavior in interactions with peers

and support.

support to use
this information
to maintain
positive social
interactions.

interactions.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
v Attends to other Shows interest in | Shows interest in | Engages in simple | Engages with Engages with Engages with
§ people. peers through peers by playing shared activities peers in peers in peers in complex
< actions such as alongside of a with a peer. associative play cooperative play cooperative play
'§ looking, touching, | peer or and work that and work that and work that
%‘ and vocalizing. attempting to do involves common involves involves
= the same thing as materials and coordination of negotiating roles,
% a peer. some interaction. rolesand a planning with a
o planned event or group, and
events. organizing the
setting or
environment.
v Attends to people | Shows interestin | Shows interestin | Imitates a peer’s Demonstrates Demonstrates Demonstrates Recognizes peers’ | Adapts own
-g and responds to peers through peers by simple social social behaviors social behaviors social behaviors feelings, behavior to peers’
2 their emotional actions such as attempting to do | behaviors while with peers (e.g., with peers, with with peers on perspectives, preferences or
@ expressions. looking, touching, | the same thing playing together. | helping, sharing, some adult own. preferences, and | interests in order
.Tg and vocalizing. that a peer s taking turns), with | reminders. interests, but to maintain
3 doing. adult modeling requires adult positive social
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Social Foundations: Initiative
Operational Definition: Seeks and gathers new information to plan for projects and activities

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
+ Attends to Explores features | Imitates an Seeks assistance | Shows interestin | Shows interestin | Shows interestin | Shows interestin | Shows interest in
g people, objects, of objects. adult’s action from an adult to an object/activity | an object/activity | an object/activity | a particular topic | a particular topic
E and events. with a new object | use an object in by repeatedly by bringing the by incorporating by seeking by gathering
in order to goal-oriented returning to the object/activity of | the object/activity | information about | information from
produce the same | way. object/activity. interest to the into play with the topic through | peers, adults, and
effect. attention of peers. guestions and other sources,
adults and peers. discussions with such as books,
adults and peers. | videos, the
Internet, and
community
resources.
) Plans and initiates | Plans and initiates | Independently
g an activity around | an activity or plans and initiates
& a topic of interest, | project around a a project around a
e with adult topic of interest, topic of interest.
assistance. with minimal
adult assistance.
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Social Foundations: Persistence

Operational Definition: Demonstrates the ability to persist with a task

another.

distractions, or
interruptions
occur.

distractions, or
interruptions
occur.

when distractions
or interruptions
occur.

support for more
significant
challenges.

occur, but may
need some adult
prompting in
order to complete
the activities or
projects.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
© Attends briefly to | Explores objects Explores objects Engages in goal- Engages in simple | Engagesin Engages in tasks Engages in Engages in and
l.-_"& new objects and in different ways, | for several oriented tasks or | multi-step tasks increasingly or activities for activities and completes
< people. such as holding, minutes on own activities for brief | or activities for difficult or extended periods | projects, trying activities and
'§ turning, shaking or with adult periods of time, brief periods of challenging tasks | of time, easily different projects,

g them, often support. but requires adult | time, but requires | or activities for managing minor strategies on own | independently
:13 quickly shifting assistance, adult assistance, longer periods of | distractions or when difficulties, | making the

g attention from especially when especially when time, but needs interruptions and | distractions, or necessary

o one object to difficulties, difficulties, adult support requesting adult interruptions adjustments

when difficulties,
distractions, or
interruptions
occur.
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Social Foundations: Problem Solving

Operational Definition: Shows increasing ability to use logic in solving problems

environment.

repeats adult’s
action(s) to solve
the identical
problem.

similar problems.

potential
solutions, one at a
time.

clearly will not
work and trying
out those that
seem possible.

actions, explains
the reasoning
behind the plan,
and tries out the
plan.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
ke Attends to Makes simple Engages in trial- Attends closely to | Approaches a Approaches a Approaches a Approaches a Considers various
§° objects, people, adjustments to and-error to solve | how an adult problem by problem by problem by problem by approaches to a
oo and things in reach a goal. a simple problem. | solves a specific imitating how an | coming up with avoiding potential | planning a problem, explains
'g immediate problem, and adult solves and trying out solutions that sequence of the likely

outcome of each
approach, and
determines the
approach most
likely to be a
solution before
trying it out.
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Social Foundations: Relationships with Adults
Operational Definition: Seeks emotional support and guidance from familiar adults

Separation from Familiar Adults

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
Shows Shows distress Plays and Initiates some Separates from Separates from
recognition of when separated explores interactions with | familiar adults in familiar adults in
familiar from primary environment by unfamiliar adults | familiar settings familiar settings
caregivers. caregivers and self and with (however, often is | with minimal with no distress.

shows awareness | other children, still wary of distress.

of their absence.

periodically
checking with
familiar caregiver
from a distance,
but seeks physical
contact if
distressed.

unfamiliar adults,
and demonstrates
preference for
familiar adults).

Seeking Emotional Support

Cries to signal
needs and relies
upon caregiver’s
assistance to
settle down.

Monitors
caregiver’s
presence while
exploring
environment and
seeks physical
contact with
caregiver or
follows
caregiver’s
guidance if
distressed.

Seeks emotional
support, security,
and guidance
from familiar
adults by staying
in close physical
proximity to
them.

Seeks emotional
support, security,
and guidance
from familiar
adults when
encountering
challenging
situations.

Seeks emotional
support, security,
and guidance
from familiar
adults after
attempting to
deal with
challenging
situations on
own.
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Social Foundations: Self Control
Operational Definition: Develops strategies to manage the expression of feelings and thoughts by regulating behavior

appropriate ways.

immediate adult
guidance to use
more complex
strategies (e.g.,
with adult
guidance, sits on
hands so as not to
touch other
children during
story time).

compromise).

appropriate ways
with minimal
adult guidance,
but often needs
adult reminders.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
P Soothes when Uses basic self- Seeks proximity Relies on adult Usually requires Uses some simple | Uses simple Uses a variety of Uses a variety of
'go comforted by soothing to familiar, assistance, immediate adult strategies (e.g., strategies on own | simple and simple and
E adult. behaviors (like trusted adults including modeling and leaves an to manage complex complex
b thumb/hand when distressed redirection if guidance to emotionally expression of strategies (e.g., strategies to
° sucking, hair and organizes needed, to manage the arousing feelings and communicates manage the
g twirling) at times, | behaviorin express feelings expression of situation; waits thoughts by feelings and expression of
o but mostly relies | ambiguous and desires feelings and for aturn) to regulating desires; finds feelings and
E on familiar adult situations, based | appropriately in thoughts by manage the behavior in alternative thoughts by
for comfort when | on the adults’ stressful regulating expression of socially activity while regulating
distressed. emotional situations. behavior (e.g., feelings and appropriate ways, | waiting) to behavior in
responses. with adult thoughts by but requires some | manage socially
guidance: refrains | regulating adult guidance to | expression of appropriate ways,
from hitting when | behavior in use more feelings and rarely needing
angry; takes care | socially complex thoughts by adult reminders.
of materials; appropriate ways | strategies (e.g., regulating
waits for a turn) on own, but verbal reminders | behavior in
in socially requires to self; socially
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Social Foundations: Working Memory

Operational Definition: Demonstrates the ability to use prior knowledge to inform current actions and plan for future experiences

Information Recall and Connection

produce specific
outcomes.

immediately after
they are hidden
and retrieves
them.

after a brief delay.

routine or
activity.

familiar daily
routines and
demonstrates
how to do them
in correct order
(e.g., hand-

washing routine).

sequence of
events in a recent
past experience,
but shifts
attentionto a
favorite detail at
some point (e.g.,
stops telling
about the
morning’s events
and begins
singing a song
that was sung).

events in a past
experience to
solve a present
problem (e.g.,
remembers an
adult using a
sweater to carry a
collection of
leaves back to the
classroom, so
decides to use a
blanket to carry
several trucks to
the sandbox).

event to a present
event to
contribute to a
class discussion
(e.g., remembers
and tells about a
trip to the circus
after hearing a
story about
clowns).

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5

] Responds to Mimics simple Mimics actions or | Imitates a simple | Follows two-step Follows three- Follows four-step
.g communication of | actions or sounds | sounds in novel action to directions that step directions directions that
§ others. during different accomplish a goal | are given that are given are given
a interactions. situations at a or follows familiar | sequentially and sequentially and sequentially and
g" later time. one-step in context. in context. in context.
3 directions.
B+

Repeats simple Searches for Locates and Carries out some | Recalls the Recalls and Recalls and uses Spontaneously Recalls

actions that objects retrieves objects | steps of a familiar | sequences of relates the the sequence of connects a past information about

past experiences
and applies the
information to
make a plan for a
similar experience
in the future (e.g.,
remembers
planting a class
garden and uses
that information
to plan a science
project about
plants).

Appendix C: Learning Progressions




Social Studies: Events in the Context of Time
Operational Definition: Distinguishes among past, present, and future experiences and events in the context of daily routines and experiences

Level A

Level B

Level C

Level D

Level 1

Level 2

Level 3

Level 4

Level 5

Past, Present, and Future

Responds to
communication of
others.

Demonstrates
awareness of
steps within a
familiar routine or
activity.

Demonstrates an
awareness of
what comes
“next” during the
day (e.g., gets
pillow from cubby
after lunch in
preparation for
anticipated
naptime).

Recalls,
chronologically,
some stepsin a
familiar routine
(e.g., wash hands,
eat snack, go
outside) in order
to tell what will
be done later in
the day.

Describes events
that occurred in
the recent past
and events that
are planned for
the near future
(e.g., in the
morning, in the
afternoon).

Describes the
events of a day in
chronological
order, using
appropriate terms
(e.g., first, then,
now, before,
after, finally).

Describes a series
of events that
span a short
period of time
that includes the
past, present, and
future (e.g.,
yesterday, today,
tomorrow).
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Social Studies: Responsible Behavior

Operational Definition: Is able to identify home and school rules and explain their importance

Level A

Level B

Level C

Level D

Level 1

Level 2

Level 3

Level 4

Level 5

Rules at Home and School

Responds to
communication of
others.

Demonstrates
some awareness
of adult requests/
expectations.

Complies with
specific adult
requests with
adult guidance,
sometimes
following adult

requests on own.

Identifies simple
rules used at
home and at
school, but
cannot tell why it
is important to
follow them.

Identifies simple
rules used at
home and at
school, and
explains the
importance of
following them in
terms of
compliance (e.g.,
“’cause Mommy’ll
be mad”).

Identifies rules
used at home and
at school, and can
give a basic
reason why the
rules should be
followed (e.g., “so
we won't get
hurt”).

Identifies rules
used at home and
at school, and
explains how each
rule promotes
order, safety,
and/or fairness.

Explains how the
rules used at
home and at
school promote
order, safety, and
fairness, and
describes what
life would be like
if the rules were
not followed.
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Fine Arts: Dance

Operational Definition: Demonstrates knowledge of how elements of dance are used to communicate meaning by producing and combining body movements

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
29 Moves body or Moves whole body Moves whole body | Moves Moves Dances across a Dances across a Dances across a
g & body parts with or parts of body in or parts of body forward/backward forward/backward, | space in a straight, space in a straight, spacein a
g _"c’ increasing control. response to through space in and up/down up/down, and curved, or circular curved, circular, combination of
o w rhythmic sounds or coordination with through space in a sideways, turning pathway at high, diagonal, or zigzag pathways at high,
= ° vibrations. music or with chosen pathway at across a space in a middle (e.g., with pathway at high, middle, and low
,'E rhythmic sounds or | high levels (e.g., straight or curved the feet or hands in | middle, and low levels.
vibrations. reaching high or pathway at high contact with the levels.
jumping) and low and low levels. floor), and low
levels (e.g., crawling levels.
or slithering along
the floor).
29 Moves body or Dances with body Dances with body Dances with body Dances with body Dances with body Dances with body
S % body parts with movements that movements and movements that movements that movements that movements that
g & | increasing control. are big/little. shapes that are make straight, bent, | demonstrate demonstrate clear demonstrate a
3 ° straight/round and | and curved lines, geometric shapes shapes and designs | variety of shapes
S © big/little, exploring | exploring different (e.g., circle, (e.g., oval, crescent, | and designs (e.g.,
.g' different movement | movement qualities | rectangle, triangle, common objects), letters, numbers,
,_.g qualities (e.g., (e.g., effort, weight) | star), using using different spirals), using
tension, force) to to communicate different movement | movement qualities | combinations of
communicate ideas, | ideas, thoughts, qualities to to communicate movement qualities
thoughts, and and feelings. communicate ideas, | ideas, thoughts, to communicate
feelings. thoughts, and and feelings. ideas, thoughts,
feelings. and feelings.
o ¢ | Moves body or Moves whole body Dances alongside Dances with others | Dances in spatial Dances in clear Dances in clear Dances in clear
S 2 | body parts with or parts of body in others or with to fast or slow relationship to spatial relationship | spatial relationship | spatial relationship
S 5 increasing control. response to others to music. music with a steady | others (e.g., beside, | to others (e.g., to others (e.g., in a to others (e.g.,
"F‘; =] rhythmic sounds. beat. behind, in front of), | toward, away line, circle), keeping | diagonal, arm’s
E moving with a from), with a steady | a steady beat in length apart), with
= steady beat and beat in relation to relation to the a steady beat in
",_;,' following a the music. music and changing | relation to the
& rhythmic pattern tempo as the music | music and changing
with one part of the changes. tempo as the music
body in response to changes.
music.
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Fine Arts: Music
Operational Definition: Develops awareness of and responds to the characteristics of musical sounds through singing and playing instruments

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
£ Moves body or Moves whole body Claps hands or pats | Claps hands along Claps or drums a Repeats a rhythmic | Repeats a rhythmic | Creates a rhythmic
:E. body parts with or parts of body in body after adult with an adult, simple rhythmic pattern several pattern several phrase by
£ increasing control. response to musical claps, but with own | following the pattern, with adult | times, with adult times, without combining known
rhythms or rhythm. adult’s simple modeling. prompting. adult prompting. patterns.
rhythmic vibrations. rhythm.
g e Attends to musical Demonstrates Recognizes when Modifies actions in Recognizes when Recognizes when Identifies the Responds to a Responds to
S S | soundsorrhythmic | awareness of music starts and response to change | thereis achangein | thereisachange difference between | single change heard | multiple changes
§ S | vibrations. familiar music or stops. in the music with the music (e.g., between loud and long and short in music by heard in music by
x S rhythmic vibrations. adult modeling. loud to soft or fast soft music or fast sounds or high and | adjusting own adjusting own
to slow). and slow music and | low pitch in music. actions to reflect actions to reflect
identifies what the the change. the change.
change is.
o Attends to singing Demonstrates Makes sounds or Sings or signs a few | Chants words to Sings parts of Sings familiar songs, | Sings familiar songs | Creates and sings
‘& or gestures. awareness of gestures in a sing- words of familiar familiar songs with familiar songs as varying the voice to | on own, varying the | songs that
'ﬁ familiar songs or song or rhythmic songs. adult modeling. adult sings the fit the song (e.g., a voice to fit the intentionally use
familiar hand way. songs. chant, a lullaby, a song. the voice in a
movements in marching song), variety of ways.
songs. with adult
prompting.
g @ | Attends to musical Demonstrates Explores instrument | Uses instrumentsto | Taps on adrum Taps on a drum, Plays a drum or Plays a rhythm Plays a rhythm
-§. S | sounds or rhythmic | awareness of play. create patterns of repeatedly, in an following an adult’s | other rhythm instrument to instrument to
£ g vibrations. rhythmic variation music-like sounds. attempt to follow steady beaton a instrument, accompany a accompany a
1 § produced by an adult’s steady drum, for a short following an adult’s | simple song, complex song,
'% = instruments. beat on a drum. time. steady beat keeping a steady keeping a steady
a throughout most of | beat from beat from
a simple song. beginning to end. beginning to end.
a9 Responds to Imitates (or mimics) | Imitates a few Participates in Participates in Follows directions Follows directions Follows directions Follows directions
.g 3 | communication of adult’s simple simple gestures or some parts of simple singing or cues to or cues to or cues to or cues to
§ T others. action(s) or simple actions from a song | simple songs that games with an participate in participate in participate in participate in more
ac° vocalization(s) with actions have gestures or adult and peers, by | simple singing simple singing simple singing complex singing
» during interaction modeled by an movements with an | imitating the adult’s | games with peers, games with peers, games with peers. games with peers.
.c§> with adult. adult. adult and peers. actions. with adult modeling | with adult
E and guidance. prompting.
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Fine Arts: Theater

Operational Definition: Explores stories, themes, and ideas about people and events through dramatic play and story dramatization

improvised story
dramatization
guided by an adult.

and/or improvised
drama guided by an
adult.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
w o Attends to Uses simple actions | Communicates Repeats a few Repeats the Recites nursery Dramatizes familiar | Reenacts and/or Plans and
‘N 'g communication of or vocalizations to using simple words or actions gestures and rhymes and finger stories, taking the extends familiar dramatizes new
® & | others. communicate gestures or actions | from familiar finger | motions for finger plays, integrating role of the main stories, and stories or modifies
g needs. to represent plays, nursery plays, nursery gestures and character and integrates familiar stories and
a something rhymes, or simple rhymes, and motions, and acts integrating props improvised props integrates
symbolically. stories with adult stories, with adult out distinct and into the and costumes into improvised props,
modeling. modeling. defined characters dramatization. the dramatization. scenery, and
from familiar costumes into the
stories. dramatization, in
collaboration with
peers.
c > | Attendsto Engages in familiar Imitates parts of Plays social games Engages with peers | Engages with peers | Engages with peers | Engages with peers | Creates, with peers,
go 5:5 communication of games with adults simple games with with a peer by in dramatic play of and coordinates in extended periods | in a dramatic play imaginary worlds
o0 "-:’ others. that involve adult (e.g., peek-a- assuming simple familiar routines roles in dramatic of dramatic play sequence about an comprised of
gb g repeating a single boo, pat-a-cake). roles (e.g., one child | and scenarios. play of familiar around an idea experience or characters, settings,
w o action. is the mommy and characters, related to an observation, and stories in
o one is the baby, one routines, and experience or offering specific dramatic play and
child is serving stories. observation. details, solutions to | story
lunch to another). problems, and dramatization.
other related ideas.
w @ Attends to Imitates (or mimics) Imitates adult’s Imitates an adult Contributes Contributes, Contributes original | Contributes original
= % communication of adult’s action gestures, sounds, and begins to gestures, sounds, through gestures, ideas for ideas for
__3 — | others. during interaction actions, or words contribute gestures, | words, and actions sounds, words, and | movement, sound, movement,
-E _g with adult. experienced in the sounds, words, and | while participating actions, to the dialogue, and extended dialogue,
8 f—_‘° recent past. actions while in a story development of solutions to and solutions to
o dramatizing a story. | dramatization led simple dramatic problems within a problems that
by an adult. play scenarios and story dramatization | further the

development of the
plot within a story
dramatization
and/or improvised
drama guided by an
adult.
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Fine Arts: Visual Arts

Operational Definition: Begins to identify, describe, and experiment with elements of art, such as colors, shapes, and lines, that are found in the environment, and to create artworks that are

personally meaningful

(e.g., rapid
horizontal arcing
gestures followed
by pushing-pulling
gestures).

movement to
make circular
shapes such as
circles and the
sun.

represent a
person), often
using a favorite
color instead of a
realistic color, and
may name the
drawings (e.g.,
“This is daddy.”).

and
representational
of people, places,
and objects, using
colors, shapes,
and lines to
express ideas and
feelings.

Level A Level B Level C Level D Level 1 Level 2 Level 3 Level 4 Level 5
0 Attends to objects | Explores objects Recognizes Identifies some Identifies some Identifies a Identifies a Identifies a Identifies and
£ of different of different colors | familiar objects colors and shapes | colors and shapes | variety of colors variety of colors variety of colors, discusses which
T colors. or shapes. that differ in color | but not (e.g., circle/ball, and shapes in the | and shapesinthe | shapes, and lines | colors can be
© or shape. consistently. square/box) in environment. environment and | (e.g., straight, combined to
§ the environment. in art made by curved, wavy) in make a different
& self and others. the environment | color, which
‘;1 and discusses shapes can be
<_“; how they are used to make
S used in artworks. | familiar objects,
and how different
kinds of lines can
be used in
artworks.
o Explores objects Adjusts grasp to Makes marks on Scribbles with Produces random | Produces Produces Produces and Produces and
'S by grasping them. | size of object various surfaces large vertical scribbles by controlled drawings that are | describes describes realistic
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Shaded cells indicate a level for which there is not a descriptor within the corresponding Learning Progression and Skills, Knowledge, or Behaviors (SKB).

Domain Strand Learnln.g Skills, Knowledge, or Behaviors Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Progression (SKB)
Awareness and Emotion Identification
Expression of
Emotion Response to Distressed Peer
Social Emotional Relationships Separation from Familiar Adults
with Adults Seeking Emotional Support
Conflict . . .
. Conflict Resolution Strategies
Resolution
g Self Control Self Control Strategies
F=
5]
e Persistence Persisting with Tasks
3
= Following Directions
-8 Working Memory
3 Information Recall and Connection

Approaches to
Learning/Executive
Functioning

Problem Solving | Using Logic
Interest
Initiative
Planning

Cooperation with
Peers

Play/Work with Peers

Social Behaviors
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Skills, Knowledge, or Behaviors

Domain Strand Learning Progression (SKB) Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Story/Text Respond to Questions About Text
Comprehension Retell a Text
Rhyming Words
Phonological Syllables/Onsets and Rimes/Phonemes
Reading Awareness Initial/Final/Medial Sounds
Adding/Deleting/Substituting Sounds
Uppercase Letters
) Phonics an.d .Letter Lowercase Letters
o Recognition
[
5 Letters-Sounds
©
s Speaking
&% and Communication Purposes and Situations
S Listening
g
5 Name Recognition and Writing
Writing Emergent Writing
Writing to Convey Meaning
Sentences
Questions
Grammar
Prepositions
Language
Inflections
Word Meanings
Vocabulary

Word Relationships
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Skills, Knowledge, or Behaviors

Domain Strand Learning Progression (SKB) Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Number Words
Object Counting
Counti
oun .mg .and Number Sense Number Concepts
Cardinality
Subitizing
Numeral Identification/Writing
Addition Problems
S Operations Subtraction Problems
© and Algebraic Number Operations
g Thinking Decomposing Numbers
=
=
©
= Completing a Set
Sorting and Classifying
Classification
Measurement Comparing and Describin
and Data panng &
Measurement Identifying/Comparing/Measuring
Two-Dimensional Shapes
Geometry Shapes Three-Dimensional Shapes

Combining Shapes
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Domain Strand Learnln.g Skills, Knowledge, or Behaviors Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Progression (SKB)
y Locomotor Skills
(]
€ ination—
=3 Coordination-Large Non-Locomotor Skills
o Motor
g Physical
3 .
e Education Spatial Awareness
g Tool and Object Manipulation
§ Coordination-Small
g Motor Writing Tool Grasp
-1}
-g Safe and Unsafe Behaviors
()
= Safety and.lnjury Safety Rules
= Health Prevention
E Ways Adults Help Keep Children Safe
’d
>
= Personal Care Tasks | Personal Care and Basic Health
L i kills, K | , or Behavi
Domain Strand earnm'g Skills, Knowledge, or Behaviors Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Progression (SKB)
g Skills and Inquirv and
S Processes/Life quiry . Explore, Examine, and Investigate
] . Observation
) Science
L i kills, K | , or Behavi
Domain Strand earnm'g Skills, Knowledge, or Behaviors Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Progression (SKB)
Responsible
— v | Government P . Rules at Home and School
c @ Behavior
g S -
] Events in the
2 &5 History Past, Present, and Future

Context of Time
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Domain Strand Learnln.g Skills, Knowledge, or Behaviors Level A | Level B | Level C | Level D | Level 1 | Level 2 | Level 3 | Level 4 | Level 5
Progression (SKB)
Rhythm
Response to Change
Music Music Singing
Playing Rhythm Instruments
Following Directions and Cues
- Colors, Shapes, and Lines
g Visual Arts Visual Arts
o Drawing
£
[T
Dramatizing Stories
Theater Theater Engaging in Dramatic Play
Contributing to Original Ideas
Movement through Space
Dance Dance Body Movements and Shapes

Spatial Relationship to Others
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