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Forum	for	students	doing	their	Diploma	in	Childcare.	Forum	rules	IMPORTANT:	Student's	support	in	our	forum	will	now	be	a	part	of	our	Premium	Subscription	service.	This	means	students	who	have	purchased	a	Premium	Subscription	will	now	be	offered	complimentary	support	in	our	Student	Forums	by	us.	This	will	only	be	available	to	students	who
have	purchased	a	Premium	Subscription.	Click	here	to	subscribe.	Nikki1978	Newbie	Posts:	4	Joined:	Tue	May	12,	2015	2:32	am	Post	by	Nikki1978	»	Tue	Oct	06,	2015	4:01	pm	Hi	I	was	wondering	if	I	could	please	get	some	help	with	my	assignment	question?	The	Question	is:	Explain	in	your	own	words	the	core	principles	of	child	development	and
associated	developmental	tasks	of	children	from	birth	to	5	years...	Well	there	are	7	principles	of	child	development.	1	proceeds	from	the	head	down	2	Starts	from	the	centre	of	the	body	outward	3	Depends	on	the	maturation	and	learning	4	Proceeds	from	simple	to	complex	5	Growth	is	continuous	6	Growth	proceeds	from	general	to	specific	7	There	are
individual	rates	of	growth	and	development	Not	sure	how	to	link	it	to	developmental	tasks	from	birth	to	5	yrs.	Any	help	would	be	appreciated	Thanks	After	reading	this	article	you	will	learn	about	the	principles	and	stages	of	child	development.	Principles	of	Child	Development:	Development	does	not	only	see	behaviour	of	any	individual	child	at	a
particular	stage,	but	also	looks	into	the	involvement	of	all	people	concerned	with	the	development	of	the	child.It	is	not	only	that	a	child	grows	and	changes	his	behaviour	but	it	is	also	necessary	how	other	people	around	him	look	at	the	child’s	growing	up	and	reconcile	with	his	behavioural	changes	at	each	stage.The	principles	listed	below	govern	all
aspects	of	development—physical,	sensory-motor,	cognitive,	mental,	behavioural	development	as	well	as	social-	emotional	development	etc.	The	following	principles	will	help	the	adults	around	the	child	to	perceive	him	and	his	behaviour	in	the	process	of	development,	which	at	times	seem	inexplicable	to	the	adults	surrounding	him.1.	Development
Proceeds	Qualitatively	from	Simple	to	Complex:	In	order	to	understand	this	principle,	it	is	first	necessary	to	distinguish	between	“growth”	and	“development”.	All	organisms	including	the	humans	increase	in	size	as	they	grow	older.	Their	responsive	behaviours	also	increase	in	number	as	time	passes	on	and	life	situations	vary.	This	is	an	index	of
quantitative	change	and	is	called	growth.These	quantitative	changes	accumulate	to	form	a	noticeable	change	of	behaviour	pattern—a	qualitative	change	from	earlier	to	the	present	set	of	behaviour,	which	is	termed	development—a	noticeable	difference	in	the	pattern	of	the	same	behaviour	will	be	marked	at	this	stage.Development	progresses
qualitatively	from	simple	to	complex,	from	reflexive	to	habit	formation,	from	unsteady	to	bold	and	stable	ones.	The	growth	and	developmental	process	starts	at	the	prenatal	stage,	as	and	when	a	single-celled	organism	at	conception	grows	and	develops	to	a	highly	complex	body	structure	along	with	variety	of	functions.	The	process	by	which	it	takes
place	is	known	as	development.	It	continues	after	the	baby	is	born	up	to	maturational	limit.2.	Development	Proceeds	from	General	to	Specific:	As	the	child	develops,	his	behaviour	becomes	more	and	more	intricate	and	complex	leading	towards	specificity.	In	the	beginning	his	behaviour	remains	mass	and	undifferentiated—	a	general	response	to	all
stimuli.	But	gradually	they	get	differentiated	and	specific	response	is	elicited	to	specific	stimulus.For	example,	the	child	at	birth	expresses	only	three	kinds	of	behaviour—they	lie	and	rest	on	the	bed,	they	sleep	and	they	cry	when	they	are	hungry.The	baby	again	cries	when	he	is	uncomfortable	due	to	bed-wetting	or	something	else	disturbing	him.
Gradually	this	crying	response	becomes	time-	specific	when	he	is	hungry	at	intervals.	His	crying	responses	due	to	uncomfortable	feeling	becomes	different	from	the	earlier	ones	due	to	the	presence	of	an	unfamiliar	face	or	remaining	alone	in	the	bed	and	so	on,	thus	indicating	this	awareness	of	making	different	responses	to	different	stimuli.This
happens	because	development	has	taken	place	and	the	child’s	behaviour	proceeds	from	general	to	specific.Again,	a	baby	makes	general	arm	movements	long	before	specific	responses	for	reaching	objects.	These	are	the	examples	of	behavioural	development.	Even	in	terms	of	physical	development,	as	the	cells	of	the	body	change	their	character,
Specific	kinds	of	tissues	with	specific	functions	are	developed	—	skins,	bones,	blood	etc.	Same	thing	happens	during	the	child’s	language	development.3.	Development	Proceeds	Directionally:	“The	cephalo-caudal”	principle	refers	to	the	fact	that	development	(as	well	as	growth)	always	proceeds	direc​tionally	from	head	to	foot.	We	see	this	principle
demonstrated	in	physical	growth	simply	by	comparing	the	changes	that	take	place	in	the	comparative	sizes	of	different	parts	of	the	body.At	birth	baby’s	heads	are	large	in	comparison	to	the	rest	of	their	bodies.	As	children	grow	older,	the	rate	of	growth	increases	in	the	lower	extremities	of	the	body.	As	this	occurs,	the	head	gradually	begins	to	look
smaller	in	relation	to	the	rest	of	the	body.The	other	direction	in	which	the	body	develops	is	known	as	“proximo-distal”	fashion	i.e.	it	proceeds	from	areas	closest	to	the	central	nervous	system	outward	to	the	extremities	of	the	body.	Therefore,	arm	muscles	develop	before	finger	muscles.4.	Development	Continues	throughout	Life:	Development	is	more
or	less	a	continuous	process	with	spurts	at	some	stages.	The	changes	that	are	controlled	by	the	developmental	process	are	orderly	and	tend	to	occur	in	an	unvarying	sequence.	Therefore,	the	major	changes	are,	more	or	less,	predictable.	Everybody	can	be	expected	to	sit	before	standing,	to	stand	before	walking	Havinghurst,	(1952)	.Other
psychologists	tried	to	present	some	“developmental	tasks”	of	life	according	to	the	chronological	sequence.	According	to	Havinghurst,	each	of	the	major	periods	of	life	involves	some	of	the	important	physical,	cognitive,	social	and	emotional	tasks	which	are	to	be	mastered	at	the	proper	and	accepted	developmental	stage	of	the	whole	life	span.Since
development	is	continuous,	what	happens	at	one	stage	influences	all	ensuing	stages.	People	change	as	a	result	of	maturation	and	experience.	Psychoanalytic	theorists	have	pointed	out	great	importance	of	the	experiences	the	child	receives	in	the	first	year	of	life.Particular	emphasis	has	been	laid	on	maternal	affection	he/she	gets	at	that	period,	the
lack	or	loss	of	which	can	be	expected	to	exhibit	predictable	social	problems	in	later	stages	of	development.	It	is	necessary,	therefore,	to	study	the	facts	of	child	development	in	order	to	understand	the	behaviour	of	the	adults.Although	the	development	is	continuous	and	one	stage	merges	gradually	to	the	next	one	and	sometimes	are	overlapping	in
character,	still	development	sometimes	seem	to	be	discontinuous	and	saltatory.	This	happens	because	development	varies	from	age	to	age	for	any	given	child.For	some,	it	is	not	very	smooth	and	gradual.	Sudden	spurts	in	development	appear	from	time	to	time,	especially	during	the	first	two	years	of	life	and	at	puberty.	A	sudden	noticeable	change
appears	at	some	stage	which	is	entirely	different	from	the	previous	stage.Taking	the	first	step	for	walking	is	such	a	change,	which	is	an	amazing	and	very	satisfying	sight	for	the	mother.	The	rate	of	development	also	varies	from	child	to	child.	Any	two	children	born	at	the	same	time	can	be	expected	to	differ	somewhat	as	to	their	height,	weight	or	levels
of	sensory	and	motor	development	and	so	on.This	means	that	each	child	is	unique	and	tends	to	grow	and	develop	as	per	his/her	own	rate	and	characteristics.	The	rate	of	development	is	also	asynchronous,	it	varies	as	to	different	types	of	development,	e.g.	emotional,	social	or	language	and	concept	development.Developmental	Stages:There	is
relationship	between	different	aspects	of	development,	for	example:	there	is	a	marked	correlation	between	the	rates	of	physical	and	mental	development.	Thus	we	can	surmise	that	the	developmental	stages	emerged	logically	from	the	principles	outlined	in	previous	section.	According	to	these	principles,	the	child	develops	in	a	systematic	and	orderly
fashion.The	concept	of	the	developmental	stage	becomes	most	useful	when	it	is	used	to	describe	not	just	one	behaviour,	but	rather	an	interrelated	and	unifying	set	of	behaviours	associated	with	a	given	age	level.Inhelder	calls	this	set	of	behaviours	“a	structural	whole	as	opposed	to	any	isolated	pieces	of	behaviour”.	This	view	led	the	psychologists	to
explore	broader	aspects	of	behaviour	at	various	stages	of	development	and	generalize	the	sorts	of	behaviour	expected	of	children	at	various	age	levels.	Consequently,	some	categorical	stages	could	be	labelled,	as	childhood,	adolescence	etc.	along	the	developmental	continuum.The	hypothetical	divisions	are	based	on	the	descriptions	of	the	sequences
of	changes	in	behaviours	at	those	levels.	It	is	again	to	be,	considered	that	though	development	is	a	life-long	process,	but	viewed	ability-wise,	each	development	—physical,	mental,	sensory-motor	language,	emotional	or	social	etc.	which	can	be	measured	quantitatively—ceases	as	the	child	reaches	certain	age	level	e.g.	at	the	onset	of	adulthood.The	post-
natal	stages	after	birth	are	broadly	divided	as	infancy	through	childhood,	preadolescence,	adolesecence	to	adulthood	which	provide	descriptions	and	sequential	changes	at	each	stage	so	named.	For	example,	the	term	“adolescence”	brings	to	mind	a	particular	description	and	sequence	of	behaviours	different	from	those	of	earlier	stages	at	different	age
levels.Description	of	developmental	stages	are	based	on	the	“average”	person’s	bahaviour—that	is,	behaviour	expected	of	most	people	at	any	given	age.	Eventually,	these	behaviours	become	age	related,	i.e.	behaviour	of	the	particular	age	group.	Their	behaviours	designate	them	as	belonging	to	a	particular	age	group	known	as	e.g.	“adolescence”.
Thus	infancy,	childhood,	adolescence	etc.	are	considered	as	periods	of	life	i.e.	developmental	stages.	They	serve	as	a	kind	of	concise	summation	of	what	is	happening	to	the	individuals	at	that	point	in	their	development.	Kenistone	described	a	developmental	stage	between	adolescence	and	adulthood,	which	he	called	“Stage	of	Youth”.Youth,	he
believes,	“is	characterized	by	behaviour	associated	with	tensions	between	self	and	society,	pervasive	ambivalance	alternating	estrangement	and	omnipotentiality”.The	developmental	stages	are,	in	fact,	not	simply	des​cription	of	age-related	behaviour	but	according	to	Piaget	the	stages	of	development	describing	certain	sequence	of	behaviour—the
behaviours	that	gradually	and	predictably	change	in	some	specific	order.To	summarise,	we	can	state	that	development	is	unified	and	cumulative.	The	child’s	physiological	maturing	interacts	with	his	experience.	Thus,	development	has	been	equated	with	readiness.Apart	from	age-related	behaviour,	maturity	can	also	be	rated	in	statistical	terms,
comparing	an	individual	child’s	behaviour	with	the	“norm”	for	his	grade	as	the	child	enters	school.	Maturity	gradually	changes	its	concept	from	age-	related	to	achievement-related	behaviour.This	broadens	the	concept	of	maturity	and	refers	to	the	extent	to	which	the	children	have	mastered	not	only	educational	skills	and	knowledge	of	subject	matter
but	also	general	competence,	social	competence,	control	of	emotional	behaviour,	physical	coordination	and	so	on.The	achievement-related	matura​tional	concept	helps	us	to	understand	such	facts	as	“early	maturer”,	“physically	advanced	children	for	their	age”,	“late	maturer”,	“immature	children”	and	“exceptional	and	bright	children”	etc.The	extent	to
which	the	child	exceeds	or	lags	behind	the	developmental	norms	for	his	age	tells	us	great	deal	about	his	behaviour.	Norms	refer	not	only	to	physical	develop​ment	but	also	to	social	and	emotional	development	as	well.It	may	further	be	mentioned	that	the	term	maturity	conveys	two	notions	from	the	behavioural	point	of	view:	(a)	Behaviour	that	is
appropriate	to	the	age	of	the	individual	concerned,	and(b)	Refers	to	the	behavioural	standards	and	expectations	of	adults.	The	maturity	level,	judged	from	these	two	aspects,	involves	an	individual	child’s	readiness	to	engage	in	“prosocial	behaviours”	like	sharing,	helping,	cooperating,	exchange	of	ideas	and	so	on.Much	depends	on	the	kind	of
behaviour	they	see	in	adults.	Adult	models	are	very	important	in	the	development	of	child’s	pro-social	behaviour	and	equally	important	is	the	role	of	‘role	playing’,	‘discussion’	and	‘formal	training’.	Forum	for	students	doing	their	Diploma	in	Childcare.	Forum	rules	IMPORTANT:	Student's	support	in	our	forum	will	now	be	a	part	of	our	Premium
Subscription	service.	This	means	students	who	have	purchased	a	Premium	Subscription	will	now	be	offered	complimentary	support	in	our	Student	Forums	by	us.	This	will	only	be	available	to	students	who	have	purchased	a	Premium	Subscription.	Click	here	to	subscribe.	lumamelzem	Post	by	lumamelzem	»	Fri	May	25,	2012	8:34	pm	HI	I	need	help
with	this	question	please,	I	need	to	know	the	principles	of	child	development?	does	that	mean	for	babies	sensory	toddlers	language	and	preschoolers	cognitive	not	sure	if	aim	on	the	right	track	any	help	will	be	greatly	appreciated	.	kazvan	Newbie	Posts:	9	Joined:	Mon	Feb	14,	2011	4:08	pm	Post	by	kazvan	»	Mon	May	28,	2012	1:27	pm	hi	i	am	on	the
same	question	and	i	just	perceived	it	as	being	all	asspects	of	development	physical	,social,	emotional,	cognitive,	language	,creative	,responsive	interactions,	enviromental	.not	sure	if	i	am	on	the	right	track	but	seems	thats	what	they	mean	lumamelzem	Post	by	lumamelzem	»	Mon	May	28,	2012	6:36	pm	Hi	I	found	what	I	was	looking	for	in	the	book	its
on	page	229	thanks	any	way.	luma	NAEYC’s	guidelines	and	recommendations	for	developmentally	appropriate	practice	are	based	on	the	following	nine	principles	and	their	implications	for	early	childhood	education	professional	practice.	These	principles	reflect	an	extensive	research	base	that	is	only	partially	referenced	here.13	Because	these
principles	are	interrelated,	this	linear	list	does	not	fully	represent	their	overall	complexity.	Development	and	learning	are	dynamic	processes	that	reflect	the	complex	interplay	between	a	child’s	biological	characteristics	and	the	environment,	each	shaping	the	other	as	well	as	future	patterns	of	growth.	Advances	in	neuroscience	over	the	last	two
decades	have	provided	new	insights	regarding	the	processes	of	early	brain	development	and	their	long-term	implications	for	development	and	learning.	The	findings	provide	robust	evidence	supporting	the	importance	of	high-quality	early	learning	experiences	for	young	children	for	promoting	children’s	lifelong	success.	Neural	connections	in	the	brain
—which	are	the	basis	for	all	thought,	communication,	and	learning—are	established	most	rapidly	in	early	childhood.14	The	processes	of	forming	new	neural	connections	and	pruning	the	neural	connections	that	are	not	used	continue	throughout	a	person’s	lifespan	but	are	most	consequential	in	the	first	three	years.15	When	adults	are	sensitive	and
respond	to	an	infant’s	babble,	cry,	or	gesture,	they	directly	support	the	development	of	neural	connections	that	lay	the	foundation	for	children’s	communication	and	social	skills,	including	self-regulation.	These	“serve	and	return”	interactions	shape	the	brain’s	architecture.16	They	also	help	educators	and	others	“tune	in”	to	the	infant	and	better
respond	to	the	infant’s	wants	and	needs.	The	interplay	of	biology	and	environment,	present	at	birth,	continues	through	the	preschool	years	and	primary	grades	(kindergarten	through	grade	3).	This	has	particular	implications	for	children	who	experience	adversity.	In	infancy,	for	example,	a	persistent	lack	of	responsive	care	results	in	the	infant
experiencing	chronic	stress	that	may	negatively	impact	brain	development	and	may	delay	or	impair	the	development	of	essential	systems	and	abilities,	including	thinking,	learning,	and	memory,	as	well	as	the	immune	system	and	the	ability	to	cope	with	stress.17	Living	in	persistent	poverty	can	also	generate	chronic	stress	that	negatively	affects	the
development	of	brain	areas	associated	with	cognitive	and	self-regulatory	functions.18	No	group	is	monolithic,	and	data	specific	to	communities	provides	a	deeper	understanding	of	children’s	experiences	and	outcomes.	It	is	important	to	recognize	that	although	children	of	all	races	and	ethnicities	experience	poverty	and	other	adverse	childhood
experiences	(ACEs),	Black	and	Latino/a	children,	as	well	as	children	in	refugee	and	immigrant	families,	children	in	some	Asian-American	families,	and	children	in	Native	American	families,	have	been	found	to	be	more	likely	to	experience	ACEs	than	White	non-Latino/a	and	other	Asian-American	populations	of	children,19	reflecting	a	history	of	systemic
inequities.20	Moreover,	racism	itself	must	be	recognized	not	only	for	its	immediate	and	obvious	impacts	on	children,	but	also	for	its	long-term	negative	impacts,	in	which	the	repetitive	trauma	created	by	racism	can	predispose	individuals	to	chronic	disease.21	It	should	be	noted	that	these	stressors	and	trauma	affect	adults	as	well	as	children,
including	family	members	and	early	childhood	educators	themselves,	who,	despite	their	skills	and	importance,	often	earn	wages	that	place	them	into	poverty.	Some	children	appear	to	be	more	susceptible	than	others	to	the	effects	of	environmental	influence—both	positive	and	negative—reflecting	individual	differences	at	play.	For	children	facing
adverse	circumstances,	including	trauma,	the	buffering	effects	of	caring,	consistent	relationships—with	family	and	other	community	members	but	also	in	high-quality	early	childhood	programs—are	also	important	to	note.22	This	emerging	science	emphasizes	the	critical	importance	of	early	childhood	educators	in	providing	consistent,	responsive,
sensitive	care	and	education	to	promote	children’s	development	and	learning	across	the	full	birth-through-8	age	span.	The	negative	impacts	of	chronic	stress	and	other	adverse	experiences	can	be	overcome.	High-quality	early	childhood	education	contributes	substantially	to	children’s	resilience	and	healthy	development.	All	domains	of	child
development—physical	development,	cognitive	development,	social	and	emotional	development,	and	linguistic	development	(including	bilingual	or	multilingual	development),	as	well	as	approaches	to	learning—are	important;	each	domain	both	supports	and	is	supported	by	the	others.	Early	childhood	educators	are	responsible	for	fostering	children’s
development	and	learning	in	all	these	domains	as	well	as	in	general	learning	competencies	and	executive	functioning,	which	include	attention,	working	memory,	self-regulation,	reasoning,	problem	solving,	and	approaches	to	learning.	There	is	considerable	overlap	and	interaction	across	these	domains	and	competencies.	For	example,	sound	nutrition,
physical	activity,	and	sufficient	sleep	all	promote	children’s	abilities	to	engage	in	social	interactions	that,	in	turn,	stimulate	cognitive	growth.	Children	who	experience	predictable,	responsive	relationships	and	responsive	interactions	with	adults	also	tend	to	demonstrate	improved	general	learning	competencies	and	executive	functioning.23	Changes	in
one	domain	often	impact	other	areas	and	highlight	each	area’s	importance.	For	example,	as	children	begin	to	crawl	or	walk,	they	gain	new	possibilities	for	exploring	the	world.	This	mobility	in	turn	affects	both	their	cognitive	development	and	their	ability	to	satisfy	their	curiosity,	underscoring	the	importance	of	adaptations	for	children	with	disabilities
that	limit	their	mobility.	Likewise,	language	development	influences	a	child’s	ability	to	participate	in	social	interaction	with	adults	and	other	children;	such	interactions,	in	turn,	support	further	language	development	as	well	as	further	social,	emotional,	and	cognitive	development.	Science	is	clear	that	children	can	learn	multiple	languages	as	easily	as
one,	given	adequate	exposure	and	practice,	and	this	process	brings	cognitive	advantages.24	In	groups	in	which	children	speak	different	home	languages,	educators	may	not	be	able	to	speak	each	language,	but	they	can	value	and	support	maintaining	all	languages.25	A	growing	body	of	work	demonstrates	relationships	between	social,	emotional,
executive	function,	and	cognitive	competencies26	as	well	as	the	importance	of	movement	and	physical	activity.27	These	areas	of	learning	are	mutually	reinforcing	and	all	are	critical	in	educating	young	children	across	birth	through	age	8.	Intentional	teaching	strategies,	including,	and	particularly,	play	(both	self-directed	and	guided),	address	each
domain.	Kindergartens	and	grades	1-3	tend	to	be	considered	elementary	or	primary	education,	and,	as	such,	may	have	increasingly	prioritized	cognitive	learning	at	the	expense	of	physical,	social,	emotional,	and	linguistic	development.	But	integrating	cognitive,	emotional,	social,	interpersonal	skills	and	self-regulatory	competencies	better	prepares
children	for	more	challenging	academic	content	and	learning	experiences.28	In	brief,	the	knowledge	base	documents	the	importance	of	a	comprehensive	curriculum	and	the	interrelatedness	of	the	developmental	domains	for	all	young	children’s	well-being	and	success.	Play	promotes	joyful	learning	that	fosters	self-regulation,	language,	cognitive	and
social	competencies	as	well	as	content	knowledge	across	disciplines.	Play	is	essential	for	all	children,	birth	through	age	8.	Play	(e.g.,	self-directed,	guided,	solitary,	parallel,	social,	cooperative,	onlooker,	object,	fantasy,	physical,	constructive,	and	games	with	rules)	is	the	central	teaching	practice	that	facilitates	young	children’s	development	and
learning.	Play	develops	young	children’s	symbolic	and	imaginative	thinking,	peer	relationships,	language	(English	and/or	additional	languages),	physical	development,	and	problem-solving	skills.	All	young	children	need	daily,	sustained	opportunities	for	play,	both	indoors	and	outdoors.	Play	helps	children	develop	large-motor	and	fine-motor	physical
competence,	explore	and	make	sense	of	their	world,	interact	with	others,	express	and	control	their	emotions,	develop	symbolic	and	problem-solving	abilities,	and	practice	emerging	skills.	Consistently,	studies	find	clear	links	between	play	and	foundational	capacities	such	as	working	memory,	self-regulation,	oral	language	abilities,	social	skills,	and
success	in	school.29	Indeed,	play	embodies	the	characteristics	of	effective	development	and	learning	described	in	principles	4	and	5—active,	meaningful	engagement	driven	by	children’s	choices.	Researchers	studying	the	pedagogy	of	play	have	identified	three	key	components:	choice	(the	children’s	decisions	to	engage	in	play,	as	well	as	decisions
about	its	direction	and	its	continuation),	wonder	(children’s	continued	engagement	as	they	explore,	gather	information,	test	hypotheses,	and	make	meaning),	and	delight	(the	joy	and	laughter	associated	with	the	pleasure	of	the	activity,	making	discoveries,	and	achieving	new	things).30	Play	also	typically	involves	social	interaction	with	peers	and/or
adults.	Although	adults	can	be	play	partners	(for	example,	playing	peekaboo	with	an	infant)	or	play	facilitators	(by	making	a	suggestion	to	extend	the	activity	in	a	certain	way),	the	more	that	the	adult	directs	an	activity	or	interaction,	the	less	likely	it	will	be	perceived	as	play	by	the	child.	When	planning	learning	environments	and	activities,	educators
may	find	it	helpful	to	consider	a	continuum	ranging	from	children’s	self-directed	play	to	direct	instruction.31	Neither	end	of	the	continuum	is	effective	by	itself	in	creating	a	high-quality	early	childhood	program.	Effective,	developmentally-appropriate	practice	does	not	mean	simply	letting	children	play	in	the	absence	of	a	planned	learning
environment,	nor	does	it	mean	predominantly	offering	direct	instruction.	In	the	middle	of	the	continuum	is	guided	play.	Educators	create	learning	environments	that	reflect	children’s	interests;	they	provide	sustained	time	and	opportunities	for	children	to	engage	in	self-directed	play	(individually	and	in	small	groups).	Educators	also	strategically	make
comments	and	suggestions	and	ask	questions	to	help	move	children	toward	a	learning	goal,	even	as	children	continue	to	lead	the	activity.32	Guided	play	gives	educators	opportunities	to	use	children’s	interests	and	creations	to	introduce	new	vocabulary	and	concepts,	model	complex	language,	and	provide	children	with	multiple	opportunities	to	use
words	in	context	in	children’s	home	languages	as	well	as	in	English.	These	meaningful	and	engaging	experiences	help	children—including	those	in	kindergarten	and	the	primary	grades—build	knowledge	and	vocabulary	across	subject	areas	and	in	purposeful	contexts	(which	is	more	effective	than	memorization	of	word	lists).33	Despite	evidence	that
supports	the	value	of	play,	not	all	children	are	afforded	the	opportunity	to	play,	a	reality	which	disproportionately	affects	Black	and	Latino/a	children.34	Play	is	often	viewed	as	being	at	odds	with	the	demands	of	formal	schooling,	especially	for	children	growing	up	in	under-resourced	communities.35	In	fact,	the	highly	didactic,	highly	controlling
curriculum	found	in	many	kindergarten	and	primary	grades,	with	its	narrow	focus	on	test-focused	skill	development,	is	unlikely	to	be	engaging	or	meaningful	for	children;	it	is	also	unlikely	to	build	the	broad	knowledge	and	vocabulary	needed	for	reading	comprehension	in	later	grades.	Instead,	the	lesson	children	are	likely	to	learn	is	that	they	are	not
valued	thinkers	or	successful	learners	in	school.	For	example,	studies	suggest	that	students	who	are	taught	math	primarily	through	memorization	and	rote	learning	are	more	than	a	year	behind	those	who	have	been	taught	by	relating	math	concepts	to	their	existing	knowledge	and	reflecting	on	their	own	understanding.36	Even	if	not	called	play,	cross-
curricular	and	collaborative	approaches	such	as	project-based	learning,	inquiry	learning,	or	making	and	tinkering	share	characteristics	of	playful	learning.37	Giving	children	autonomy	and	agency	in	how	they	approach	problems,	make	hypotheses,	and	explore	potential	solutions	with	others	promotes	deeper	learning	and	improves	executive
functioning.38	In	sum,	self-directed	play,	guided	play,	and	playful	learning,	skillfully	supported	by	early	childhood	educators,	build	academic	language,	deepen	conceptual	development,	and	support	reflective	and	intentional	approaches	to	learning—all	of	which	add	up	to	effective	strategies	for	long-term	success.	Although	general	progressions	of
development	and	learning	can	be	identified,	variations	due	to	cultural	contexts,	experiences,	and	individual	differences	must	also	be	considered.	A	pervasive	characteristic	of	development	is	that	children’s	functioning,	including	their	play,	becomes	increasingly	complex—in	language,	cognition,	social	interaction,	physical	movement,	problem	solving,
and	virtually	every	other	aspect.	Increased	organization	and	memory	capacity	of	the	developing	brain	make	it	possible	for	children	to	combine	simple	routines	into	more	complex	strategies	with	age.39	Despite	these	predictable	changes	in	all	domains,	the	ways	that	these	changes	are	demonstrated	and	the	meanings	attached	to	them	will	vary	in
different	cultural	and	linguistic	contexts.	For	example,	in	some	cultures,	children	may	be	encouraged	to	satisfy	their	growing	curiosity	by	moving	independently	to	explore	the	environment;	in	other	cultures,	children	may	be	socialized	to	seek	answers	to	queries	within	structured	activities	created	for	them	by	adults.40	In	addition,	all	children	learn
language	through	their	social	interactions,	but	there	are	important	distinctions	in	the	process	for	monolingual,	bilingual,	and	multilingual	children.41	Rather	than	assuming	that	the	process	typical	of	monolingual	children	is	the	norm	against	which	others	ought	to	be	judged,	it	is	important	for	educators	to	recognize	the	differences	as	variations	in
strengths	(rather	than	deficits)	and	to	support	them	appropriately.42	Development	and	learning	also	occur	at	varying	rates	from	child	to	child	and	at	uneven	rates	across	different	areas	for	each	child.	Children’s	demonstrated	abilities	and	skills	are	often	fluid	and	may	vary	from	day	to	day	based	on	individual	or	contextual	factors.	For	example,
because	children	are	still	developing	the	ability	to	direct	their	attention,	a	distraction	in	the	environment	may	result	in	a	child	successfully	completing	a	puzzle	one	day	but	not	the	next.	In	addition,	some	regression	in	observed	skills	is	common	before	new	developments	are	fully	achieved.43	For	all	of	these	reasons,	the	notion	of	“stages”	of
development	has	limited	utility;	a	more	helpful	concept	may	be	to	think	of	waves	of	development	that	allow	for	considerable	overlap	without	rigid	boundaries.44	Children	are	active	learners	from	birth,	constantly	taking	in	and	organizing	information	to	create	meaning	through	their	relationships,	their	interactions	with	their	environment,	and	their
overall	experiences.	Even	as	infants,	children	are	capable	of	highly	complex	thinking.45	Using	information	they	gather	through	their	interactions	with	people	and	things	as	well	as	their	observations	of	the	world	around	them,	they	quickly	create	sophisticated	theories	to	build	their	conceptual	understanding.	They	recognize	patterns	and	make
predictions	that	they	then	apply	to	new	situations.	Infants	appear	particularly	attuned	to	adults	as	sources	of	information,	underscoring	the	importance	of	consistent,	responsive	caregiving	to	support	the	formation	of	relationships.46	Cultural	variations	can	be	seen	in	these	interactions,	with	implications	for	later	development	and	learning.	For
example,	in	some	cultures,	children	are	socialized	to	quietly	observe	members	of	the	adult	community	and	to	learn	by	pitching	in	(often	through	mimicking	the	adults’	behaviors).47	In	other	cultures,	adults	make	a	point	of	getting	a	child’s	attention	to	encourage	one-on-one	interactions.	Children	socialized	to	learn	through	observing	may	quietly	watch
others	without	asking	for	help,	while	those	socialized	to	expect	direct	interaction	may	find	it	difficult	to	maintain	focus	without	frequent	adult	engagement.	Throughout	the	early	childhood	years,	young	children	continue	to	construct	knowledge	and	make	meaning	through	their	interactions	with	adults	and	peers,	through	active	exploration	and	play,
and	through	their	observations	of	people	and	things	in	the	world	around	them.	Educators	recognize	the	importance	of	their	role	in	creating	a	rich,	play-based	learning	environment	that	encourages	the	development	of	knowledge	(including	vocabulary)	and	skills	across	all	domains.	Educators	understand	that	children’s	current	abilities	are	largely	the
result	of	the	experiences—the	opportunities	to	learn—that	children	have	had.	As	such,	children	with	disabilities	(or	with	the	potential	for	a	disability)	have	capacity	to	learn;	they	need	educators	who	do	not	label	them	or	isolate	them	from	their	peers	and	who	are	prepared	to	work	with	them	and	their	families	to	develop	that	potential.	In	addition	to
learning	language	and	concepts	about	the	physical	phenomena	in	the	world	around	them,	children	learn	powerful	lessons	about	social	dynamics	as	they	observe	the	interactions	that	educators	have	with	them	and	other	children	as	well	as	peer	interactions.	Well	before	age	5,	most	young	children	have	rudimentary	definitions	of	their	own	and	others’
social	identities	that	can	include	awareness	of	and	biases	regarding	gender	and	race.48	Early	childhood	educators	need	to	understand	the	importance	of	creating	a	learning	environment	that	helps	children	develop	social	identities	which	do	not	privilege	one	group	over	another.	They	must	also	be	aware	of	the	potential	for	implicit	bias	that	may
prejudice	their	interactions	with	children	of	various	social	identities.49	Educators	must	also	recognize	that	their	nonverbal	signals	may	influence	children’s	attitudes	toward	their	peers.	For	example,	one	recent	study	found	that	children	will	think	a	child	who	receives	more	positive	nonverbal	signals	from	a	teacher	is	perceived	as	a	“better”	or
“smarter”	reader	than	a	child	who	receives	more	negative	nonverbal	signals,	regardless	of	that	child’s	actual	reading	performance.50	Children’s	motivation	to	learn	is	increased	when	their	learning	environment	fosters	their	sense	of	belonging,	purpose,	and	agency.	Curricula	and	teaching	methods	build	on	each	child’s	assets	by	connecting	their
experiences	in	the	school	or	learning	environment	to	their	home	and	community	settings.	This	principle	is	drawn	from	the	influential	report	How	People	Learn	II	and	is	supported	by	a	growing	body	of	research	that	affirms	principles	espoused	more	than	100	years	ago	by	John	Dewey.51	The	sense	of	belonging	requires	both	physical	and	psychological
safety.	Seeing	connections	with	home	and	community	can	be	a	powerful	signal	for	children’s	establishing	psychological	safety;	conversely,	when	there	are	few	signs	of	connection	for	children,	their	psychological	safety	is	jeopardized.	It	is	important	for	children	to	see	people	who	look	like	them	across	levels	of	authority,	to	hear	and	see	their	home
language	in	the	learning	environment,	and	to	have	learning	experiences	that	are	both	culturally	and	linguistically	affirming	and	responsive.52	Equally	important	is	encouraging	each	child’s	sense	of	agency.	Opportunities	for	agency—that	is,	the	ability	to	make	and	act	upon	choices	about	what	activities	one	will	engage	in	and	how	those	activities	will
proceed—must	be	widely	available	for	all	children,	not	limited	as	a	reward	after	completing	other	tasks	or	only	offered	to	high-achieving	students.	Ultimately,	motivation	is	a	personal	decision	based	on	the	learner’s	determination	of	meaningfulness,	interest,	and	engagement.53	Educators	can	promote	children’s	agency	and	help	them	feel	motivated
by	engaging	them	in	challenging	yet	achievable	tasks	that	build	on	their	interests	and	that	they	recognize	as	meaningful	and	purposeful	to	their	lives.	Studies	have	found	that	some	children	are	denied	opportunities	to	exercise	agency	because	they	are	mistakenly	deemed	unable	to	do	so.54	For	educators,	supporting	a	child’s	agency	can	be	especially
challenging	when	they	do	not	speak	the	same	language	as	the	child	or	are	not	able	to	understand	a	child’s	attempts	to	express	solutions	or	preferences.	In	these	cases,	nonverbal	cues	and/or	technology-assistive	tools	may	be	helpful	as	the	educator	also	works	to	address	the	communication	barrier.	As	noted	earlier	regarding	brain	development,
children’s	feelings	of	safety	and	security	are	essential	for	the	development	of	higher-order	thinking	skills,	so	fostering	that	sense	of	belonging	is	essentially	a	brain-building	activity.	Beginning	in	infancy,	educators	who	follow	children’s	lead	in	noticing	their	interests	and	responding	with	an	appropriate	action	and	conversation	(including	noting	when
interest	wanes)	are	helping	children	develop	self-confidence	and	an	understanding	that	their	actions	make	a	difference.	Educators	can	involve	children	in	choosing	or	creating	learning	experiences	that	are	meaningful	to	them,	helping	them	establish	and	achieve	challenging	goals,	and	reflecting	on	their	experiences	and	their	learning.	Educators	can
also	intentionally	build	bridges	between	children’s	interests	and	the	subject	matter	knowledge	that	will	serve	as	the	foundation	for	learning	in	later	grades.	Children	learn	in	an	integrated	fashion	that	cuts	across	academic	disciplines	or	subject	areas.	Because	the	foundations	of	subject	area	knowledge	are	established	in	early	childhood,	educators
need	subject-area	knowledge,	an	understanding	of	the	learning	progressions	within	each	subject	area,	and	pedagogical	knowledge	about	teaching	each	subject	area’s	content	effectively.	Based	on	their	knowledge	of	what	is	meaningful	and	engaging	to	each	child,	educators	design	the	learning	environment	and	its	activities	to	promote	subject	area
knowledge	across	all	content	areas	as	well	as	across	all	domains	of	development.	Educators	use	their	knowledge	of	learning	progressions	for	different	subjects,	their	understanding	of	common	conceptions	and	misconceptions	at	different	points	on	the	progressions,	and	their	pedagogical	knowledge	about	each	subject	area	to	develop	learning	activities
that	offer	challenging	but	achievable	goals	for	children	that	are	also	meaningful	and	engaging.	These	activities	will	look	very	different	for	infants	and	toddlers	than	for	second-	and	third-graders	and	from	one	community	of	learners	to	another,	given	variations	in	culture	and	context.	Across	all	levels	and	settings,	educators	can	help	children	observe
and,	over	time,	reflect	about	phenomena	in	the	world	around	them,	gain	vocabulary,	and	build	their	conceptual	understanding	of	the	content	of	subjects	across	all	disciplines.	Recognizing	the	value	of	the	academic	disciplines,	an	interdisciplinary	approach	that	considers	multiple	areas	together	is	typically	more	meaningful	than	teaching	content	areas
separately.	This	requires	going	beyond	superficial	connections.	It	means	“making	rich	connections	among	domain	and	subject	areas,	but	allowing	each	to	retain	its	core	conceptual,	procedural,	and	epistemological	structures.”55	It	is,	therefore,	important	that	educators	have	a	good	understanding	of	the	core	structures	(concepts	and	language)	for	all
the	academic	subject	areas	so	that	they	can	communicate	them	in	appropriate	ways	to	children.	Educators	shape	children’s	conceptual	development	through	their	use	of	language.	For	example,	labeling	objects	helps	young	children	form	conceptual	categories;	statements	conveyed	as	generic	descriptions	about	a	category	are	especially	salient	to
young	children	and,	once	learned,	can	be	resistant	to	change.56	It	is	also	important	for	educators	to	monitor	their	language	for	potential	bias.	For	example,	educators	who	frequently	refer	to	“boys”	and	“girls”	rather	than	“children”	emphasize	binary	gender	distinctions	that	exclude	some	children.	Educators	can	also	encourage	children’s	continued
exploration	and	discovery	through	the	words	they	use.	For	example,	when	given	an	object,	children	are	more	likely	to	engage	in	creative	explorations	of	that	object	when	they	are	provided	with	more	open-ended	guidance	versus	when	they	are	given	specific	information	about	what	the	object	was	designed	to	do.	From	infancy	through	age	8,
proactively	building	children’s	conceptual	and	factual	knowledge,	including	academic	vocabulary,	is	essential	because	knowledge	is	the	primary	driver	of	comprehension.	The	more	children	(and	adults)	know,	the	better	their	listening	comprehension	and,	later,	reading	comprehension.	By	building	knowledge	of	the	world	in	early	childhood,	educators
are	laying	the	foundation	that	is	critical	for	all	future	learning.57	All	subject	matter	can	be	taught	in	ways	that	are	meaningful	and	engaging	for	each	child.58	The	notion	that	young	children	are	not	ready	for	academic	subject	matter	is	a	misunderstanding	of	developmentally	appropriate	practice.	Development	and	learning	advance	when	children	are
challenged	to	achieve	at	a	level	just	beyond	their	current	mastery	and	when	they	have	many	opportunities	to	reflect	on	and	practice	newly	acquired	skills.	Human	beings,	especially	young	children,	are	motivated	to	understand	or	do	what	is	just	beyond	their	current	understanding	or	mastery.	Drawing	upon	the	strengths	and	resources	each	child	and
family	brings,	early	childhood	educators	create	a	rich	learning	environment	that	stimulates	that	motivation	and	helps	to	extend	each	child’s	current	skills,	abilities,	and	interests.	They	make	use	of	strategies	to	promote	children’s	undertaking	and	mastering	of	new	and	progressively	more	advanced	challenges.	They	also	recognize	the	potential	for
implicit	bias	to	lead	to	lowered	expectations,	especially	for	children	of	color,59	and	actively	work	to	avoid	such	bias.	Educators	contribute	significantly	to	the	child’s	development	by	providing	the	support	or	assistance	that	allows	the	child	to	succeed	at	a	task	that	is	just	beyond	their	current	level	of	skill	or	understanding.	This	includes	emotional
support	as	well	as	strategies	such	as	pointing	out	salient	details	or	providing	other	cues	that	can	help	children	make	connections	to	previous	knowledge	and	experiences.60	As	children	make	this	stretch	to	a	new	level	in	a	supportive	context,	they	can	go	on	to	use	the	skill	independently	and	in	a	variety	of	contexts,	laying	the	foundation	for	the	next
challenge.	Provision	of	such	support,	or	scaffolding,	is	a	key	feature	of	effective	teaching.	Pairing	children	can	be	an	effective	way	to	support	peer	learning	in	which	children	with	different	abilities	can	scaffold	each	other.61	Children	need	to	feel	successful	in	new	tasks	a	significant	proportion	of	the	time	to	promote	their	motivation	and
persistence.62	Confronted	by	repeated	failure,	most	children	will	simply	stop	trying.	Repeated	opportunities	to	practice	and	consolidate	new	skills	and	concepts	are	also	essential	for	children	to	reach	the	threshold	of	mastery	at	which	they	can	go	on	to	use	this	knowledge	or	skill,	applying	it	in	new	situations.	Play	(especially	in	intentionally	designed
environments	with	carefully	selected	materials)	provides	young	children	with	opportunities	to	engage	in	this	type	of	practice.	Educators	foster	learning	for	a	group	of	children	by	setting	challenging,	achievable	goals	for	each	child,	building	on	the	combined	funds	of	knowledge	and	cultural	assets	of	the	children	in	the	group.	Providing	the	right	amount
and	type	of	scaffolding	requires	general	knowledge	of	child	development	and	learning,	including	familiarity	with	the	paths	and	sequences	that	children	are	known	to	follow	in	specific	skills,	concepts,	and	abilities.	Also	essential	is	deep	knowledge	of	each	child,	based	on	what	the	teacher	has	learned	from	close	observation	and	from	the	family	about
the	individual	child’s	interests,	skills,	and	abilities	and	about	practices	of	importance	to	the	family.	Both	sets	of	knowledge	are	critical	to	matching	curriculum	and	teaching	experiences	to	each	child’s	emerging	competencies	in	ways	that	are	challenging	but	not	frustrating.	Encouraging	children	to	reflect	on	their	experiences	and	learning	and	to	revisit
concepts	over	time	is	also	an	important	strategy	for	educators.	The	curriculum	should	provide	both	breadth	and	depth	with	multiple	opportunities	to	revisit	concepts	and	experiences,	rather	than	rapidly	progressing	through	a	wide	but	shallow	set	of	experiences.	Picture	books	and	other	learning	materials	that	depict	communities	and	situations
relevant	to	children’s	lives	can	be	useful	starting	points	for	such	reflection.	Group	projects	with	documentation,	including	photos,	videos,	child	artwork	and	representations,	child	dictations,	and/or	children’s	writing,	are	also	important	tools	for	encouraging	reflection	and	for	revisiting	concepts	over	time.63	Tiered	intervention	approaches	can	be
helpful	in	identifying	children	who	might	benefit	from	additional	instruction	or	support.64	These	approaches,	often	in	collaboration	with	early	childhood	special	educators	and	early	interventionists,	are	most	effective	when	they	are	implemented	in	a	way	that	is	continuous,	flexible,	dynamic,	and	focused	on	the	range	of	critical	skills	and	proficiencies
children	need	to	develop	and	to	enable	their	full	participation	in	the	classroom/group	community.	Used	responsibly	and	intentionally,	technology	and	interactive	media	can	be	valuable	tools	for	supporting	children’s	development	and	learning.	Young	children	live	in	a	digital	era	in	which	technology	and	interactive	media	are	pervasive.	Given	rapid
changes	in	the	types	and	uses	of	new	media,	the	knowledge	base	of	their	effects	on	children’s	development	and	learning	continues	to	grow	and	shift.	Emerging	evidence	suggests	a	number	of	cautions,	including	concerns	about	negative	associations	between	excessive	screen	time	and	childhood	obesity	as	well	as	negative	impacts	on	toddlers’
performance	on	measures	of	fine	motor,	communication,	and	social	skills.65	There	is	no	evidence	that	development	is	enhanced	when	children	younger	than	age	2	independently	use	devices	with	screen	media.66	Keeping	these	cautions	in	mind,	technology	and	interactive	media	can	help	to	support	developmentally	appropriate	practice.	For	example,
technology	and	interactive	media	can	facilitate	communication	between	families,	children,	and	teachers.	It	can	also	support	learning,	comprehension,	and	communication	across	language	differences	and	provide	adaptations	that	support	inclusion	of	children	with	disabilities.	The	use	of	digital	media	can	facilitate	reflection	through	documentation	and
formative	assessment	by	children,	educators,	and	families.	The	use	of	media	can	also	provide	isolated	children	(for	example,	children	with	health	problems	that	prevent	them	from	participating	in	group	settings	or	those	with	less	well-developed	social	skills)	with	opportunities	to	engage	effectively	with	peers.67	Effective	uses	of	technology	and	media
by	children	are	active,	hands-on,	engaging,	and	empowering;	give	children	control;	provide	adaptive	scaffolds	to	help	each	child	progress	in	skills	development	at	their	individual	pace;	and	are	used	as	one	of	many	options	to	support	children’s	learning.	Technology	and	interactive	media	should	expand	children’s	access	to	new	content	and	new	skills;
they	should	not	replace	opportunities	for	real,	hands-on	experiences.68	When	truly	integrated,	uses	of	technology	and	media	become	normal	and	transparent—the	child	or	the	educator	is	focused	on	the	activity	or	exploration	itself,	not	the	technology.	Readers	are	encouraged	to	review	the	NAEYC/Fred	Rogers	Center	position	statement	on	the	use	of
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Search	Recent	advances	in	the	science	of	early	childhood	development	offer	us	an	unprecedented	opportunity	to	solve	some	of	society’s	most	challenging	problems,	from	widening	disparities	in	school	achievement	and	economic	productivity	to	costly	health	problems	across	the	lifespan.	Understanding	how	the	experiences	infants,	toddlers,	and
pregnant	women	have	can	affect	lifelong	outcomes—combined	with	knowledge	about	the	core	capabilities	adults	need	to	thrive	as	parents	and	in	the	workplace—provides	a	strong	foundation	upon	which	policymakers,	service	providers,	and	civic	leaders	can	design	a	shared	and	more	effective	agenda.	The	science	of	child	development	and	the	core
capabilities	of	resilient	adults	point	to	a	set	of	“design	principles”	that	policymakers	and	practitioners	in	many	different	sectors	can	use	to	improve	outcomes	for	children	and	families.	To	be	maximally	effective,	policies	and	services	should:	Grounded	in	science,	these	three	principles	can	guide	decision-makers	as	they	choose	policy	alternatives,	design
new	approaches,	and	shift	existing	practices	to	best	support	building	healthy	brains	and	bodies.	The	principles	point	to	a	set	of	key	questions:	What	are	current	policies,	systems,	or	practices	doing	to	address	each	principle?	What	could	be	done	to	address	them	better?	What	barriers	prevent	addressing	them	more	effectively?	Moreover,	these
principles	can	lead	policy-makers	to	think	about	changes	at	all	levels	that	could	lead	to	better	outcomes	for	young	children.	At	the	individual	level,	services	can	focus	on	active	skill-building	for	both	kids	and	adults.	At	the	human	services	level,	systems	might	focus	on	the	critical	role	of	relationships	in	promoting	healthy	development,	supportive
parenting,	and	economic	productivity.	At	a	systemic	level,	policies	can	reduce	structural	inequities	and	institutionalized	sources	of	stress,	such	as	unequal	access	to	high-quality	health	care	and	child	care,	disparities	in	school	funding,	and	bias	in	lending.	These	and	other	long-standing	inequities	continue	to	create	lifelong	challenges	for	children	and
make	it	extraordinarily	difficult	for	adults	to	thrive	as	parents	and	breadwinners.	This	science-based	framework	offers	a	guide	for	generating	new	ideas	to	address	these	challenges—and,	in	the	end,	achieve	significant	improvements	in	outcomes	for	the	children	and	families	who	are	the	foundation	of	our	communities	and	our	shared	future.	Scientists
have	discovered	that	the	experiences	children	have	early	in	life—and	the	environments	in	which	they	have	them—not	only	shape	their	brain	architecture,	but	also	affect	whether,	how,	and	when	the	developmental	instructions	carried	in	their	genes	are	expressed	across	multiple	biological	systems.	This	is	how	the	interpersonal	relationships	young
children	experience	with	adult	caregivers	(within	and	outside	the	family)	get	“inside	the	body”	and	influence	lifelong	learning,	behavior,	and	physical	and	mental	health—for	better	or	for	worse.	Throughout	life,	our	ability	to	thrive	is	affected	by	our	relationships,	experiences,	and	interactions	with	our	physical	and	built	environments	(including,	for
example,	access	to	nutritious	food	and	exposure	to	toxic	chemicals).	The	degree	to	which	these	environments	are	health-promoting,	supportive,	and	responsive—or	not—directly	affects	prenatal	development,	child	well-being,	and	family	life.	And	all	of	these	environments	are	shaped	by	the	policies,	supports,	and	structural	inequities	that	create	the
conditions	in	which	families	live.	The	biology	of	stress	activation	explains	why	significant	hardship,	threat,	or	trauma	(e.g.,	from	abuse,	neglect,	extreme	poverty,	systemic	racism,	or	interpersonal	discrimination)	can	lead	to	physiological	and	behavioral	disruptions	that	can	have	lasting	impact.	However,	not	all	stress	is	bad—children	need	to
experience	manageable	amounts	of	adversity	with	help	from	supportive	adults	to	develop	coping	skills	and	healthy	stress	response	systems.	But	frequent	or	prolonged	experiences	that	cause	excessive	stress	activation	can	be	toxic	to	the	architecture	of	children’s	developing	brains	and	other	biological	systems.	These	experiences	can	also	overload
adults’	capacity	to	engage	productively	in	work,	families,	and	communities.	Children	whose	environment	of	relationships	includes	supportive	caregivers,	extended	families,	or	friends	who	are	not	overly	burdened	by	excessive	stress	themselves	can	be	protected	from	potential	harm	and	develop	the	building	blocks	of	resilience	that	lead	to	healthier	and
more	productive	lives.	Experiencing	significant	adversity	early	in	life	can	set	up	our	body’s	systems	to	be	more	susceptible	to	stress	throughout	life,	with	long-term	negative	consequences	for	physical	and	emotional	health,	educational	achievement,	economic	productivity,	social	relationships,	and	overall	well-being.	For	adults	who	have	experienced	a
pile-up	of	adversity	since	childhood,	the	additional	weight	of	current	adversity,	such	as	from	poverty,	racism,	or	unsafe	communities,	may	overload	their	ability	to	provide	the	stable,	responsive	relationships	their	children	need	and	consistently	meet	the	demands	of	the	modern	workplace.	Therefore,	these	scientific	findings	are	relevant	to	policy
choices	in	a	wide	variety	of	areas—from	traditional	child-focused	domains	such	as	pediatrics,	early	care	and	education,	parental	leave,	and	nutrition	to	adult-focused	domains	such	as	employment,	foster	parenting,	health	care,	income	support,	and	housing.	Even	policies	related	to	commercial	zoning,	banking	practices,	minimum	wage,	environmental
regulations,	public	spaces,	and	criminal	justice	reforms	all	affect	the	conditions	and	environments	experienced	by	families	across	generations.	For	children,	responsive	relationships	with	adults	have	a	double	benefit:	promoting	healthy	brain	development	and	providing	the	buffering	protection	needed	to	prevent	very	challenging	experiences	from
producing	a	toxic	stress	response.	For	adults,	healthy	relationships	also	boost	well-being	by	providing	practical	advice	and	emotional	support,	which	strengthen	the	hope	and	confidence	needed	to	weather	stressful	situations.	When	public	policy	and	effective	services	for	families	support	responsive,	serve-and-return	interactions	between	adults	and
children—and	strong	relationships	between	service	providers	and	their	adult	clients—they	have	the	power	to	promote	children’s	healthy	development	and	reinforce	core	adult	skills,	ultimately	helping	children	become	healthy,	responsive	parents	themselves.	More	about	Principle	1	Responsive	relationships	early	in	life	are	the	most	important	factor	in
building	sturdy	brain	architecture.	Think	of	building	a	house:	The	foundation	establishes	a	base	upon	which	everything	else	is	built.	The	same	is	true	with	developing	brains.	Brain	architecture	is	comprised	of	trillions	of	connections	among	billions	of	neurons	across	different	areas	of	the	brain.	These	connections	enable	lightning-fast	communication
among	neurons	that	specialize	in	different	kinds	of	brain	functions.	A	major	active	ingredient	in	this	developmental	process	is	the	interaction	between	children	and	their	parents	and	with	other	caregivers	in	the	family	or	community.	When	an	infant	or	young	child	babbles,	gestures,	or	cries,	and	an	adult	responds	appropriately	with	eye	contact,	words,
or	a	hug,	neural	connections	are	built	and	strengthened	in	the	child’s	brain.	Given	the	foundational	importance	of	the	first	few	years	of	life,	the	need	for	responsive	relationships	in	a	variety	of	settings,	starting	in	infancy,	cannot	be	overstated.	The	most	common	protective	factor	for	children	and	teens	who	develop	the	capacity	to	overcome	serious
hardship	is	having	at	least	one	stable	and	committed	relationship	with	a	supportive	parent,	caregiver,	or	other	adult.	Supportive	relationships	also	help	build	a	foundation	for	resilience	across	childhood	and	into	adulthood.	The	most	common	protective	factor	for	children	and	teens	who	develop	the	capacity	to	overcome	serious	hardship	is	having	at
least	one	stable	and	committed	relationship	with	a	supportive	parent,	caregiver,	or	other	adult.	These	personalized,	responsive	relationships	buffer	children	from	developmental	disruption	and	model	the	capabilities	that	enable	individuals	to	thrive	in	school,	work,	and	maintaining	a	stable	household.	Responsive	relationships	help	children	and	adults
deal	with	stress,	regulate	emotions	and	behaviors,	and	build	hope	for	the	future.	In	contrast,	the	social	isolation	experienced	by	many	families	that	are	dealing	with	mental	health	problems	or	substance	abuse—and	the	stigma	associated	with	them—also	damages	relationships	and	increases	isolation.	Public	policies	and	human	service	programs	that
are	specifically	designed	to	support	the	skills	and	environments	that	foster	responsive	relationships	between	children	and	those	who	care	for	them	support	healthy	development	and	improve	child	outcomes.	Likewise,	service	providers	who	listen	responsively	and	treat	clients	with	respect	are	more	likely	to	be	effective	in	promoting	positive	change.
Here	are	some	examples	of	ways	to	apply	the	support	responsive	relationships	design	principle	to	policy:	Prevent	children	from	cycling	in	and	out	of	programs.	The	loss	of	a	child	care	subsidy,	housing	instability,	or	involvement	in	the	child	welfare	system	can	all	disrupt	the	stability	of	relationships.	We	can	prevent	these	disruptions	by	providing
sufficient	benefits	to	help	families	consistently	meet	their	basic	needs	and	through	more	flexible	program	guidelines	that	enable	families	to	stay	consistently	connected	to	service	providers.	Establish	policies	that	allow	families	to	preserve	and	strengthen	their	relationships.	For	example,	promote	frequent	contact	between	children	in	out-of-home	care
and	their	parents	and	siblings,	minimize	changes	of	placement	for	children	in	out-of-home	care,	and	facilitate	the	involvement	of	parents	who	are	incarcerated	or	facing	uncertain	residential	status.	Ensure	that	workers	in	service	programs	have	adequate	compensation	and	benefits,	professional	development,	social-emotional	support,	and	supervision
in	order	to	reduce	the	high	level	of	turnover	in	these	positions	that	disrupts	relationships	among	staff,	children,	and	families.	Offer	services	through	trusted	organizations	and	individuals	in	the	community	who	have	already	built	strong	relationships	with	families.	Next,	here	are	examples	of	opportunities	to	apply	this	principle	to	practice:	Reduce
caseloads	and	class	sizes	to	give	service	providers	enough	time	to	develop	relationships	with	the	people	they	are	expected	to	help.	Allow	interactions	of	sufficient	duration,	frequency,	and	consistency,	and	reduce	administrative	requirements	that	can	cause	staff	to	spend	too	much	time	with	forms	and	too	little	with	the	people	they	serve.	Coach	adult
caregivers	on	serve-and-return	interaction	with	children	in	a	wide	range	of	settings,	including	pediatrics,	early	care	and	education	programs,	home	visiting,	and	even	employment	training	programs.	Develop	hiring	practices	aimed	at	identifying	and	selecting	staff	who	reflect	the	cultural/racial/ethnic	backgrounds	of	families	being	served,	as	well	as
individuals	who	are	motivated	to	build	strong	relationships	with	families	that	have	different	cultural	backgrounds	and	diverse	needs.	For	example,	use	an	interview	process	in	which	candidates	can	be	observed	relating	to	others.	There	is	a	set	of	core	skills	that	help	people	manage	life,	work,	and	relationships	successfully	in	a	society	that	rewards	the
ability	to	focus,	plan	for	and	achieve	goals,	adapt	to	changing	situations,	and	resist	impulsive	behaviors.	No	one	is	born	with	these	skills;	they	are	developed	over	time	through	practice	and	feedback,	with	some	children	needing	more	time	and	support	than	others	to	build	them.	Policies	that	help	children	and	adults	strengthen	these	core	skills	affect
not	only	their	success	in	school	and	jobs,	but	also	the	ability	of	parents	to	support	the	development	of	these	capabilities	in	the	next	generation.	More	About	Principle	2	Scientists	call	these	capabilities	executive	function	and	self-regulation	skills.	Just	as	an	air	traffic	control	system	at	a	busy	airport	safely	manages	the	arrivals	and	departures	of	many
aircraft	on	multiple	runways,	the	brain	needs	this	skill	set	to	filter	distractions,	prioritize	tasks,	remember	rules	and	goals,	and	control	impulses.	These	skills	are	crucial	for	learning	and	development.	They	also	set	us	up	to	make	healthy	choices	for	ourselves	and	our	families.	Children	can	develop	these	skills—and	adults	can	strengthen	them—when
policies,	programs,	and	skilled	caregivers	or	caseworkers	create	environments	that	provide	“scaffolding”	for	efforts	to	use	them.	Scaffolding	is	age-	and	context-appropriate	support	that	gets	people	started	and	steps	in	as	needed,	enabling	practice	with	gradually	less	support.	Adults	can	facilitate	the	development	of	a	child’s	executive	function	skills	by
establishing	routines,	modeling	appropriate	social	behavior,	and	creating	and	maintaining	supportive,	reliable	relationships.	Science	shows	that	the	brain	continues	to	adapt	to	experiences	throughout	life	and	that	adults,	too,	can	strengthen	these	skills	through	practice	and	feedback.	Most	people	develop	a	range	of	core	skills	that	are	highly	attuned
to	the	environment	they	live	in.	Time	management,	for	example,	is	a	set	of	skills	that	is	strongly	influenced	by	context—in	some	cultures,	punctuality	is	highly	valued	and	a	focus	of	skill-building,	while	in	others	it	is	considered	less	important.	Recent	research	indicates	that	some	children	who	grow	up	in	harsh	environments	develop	enhanced	skills	for
solving	problems	in	threatening	circumstances—for	example,	faster	cognitive	processing	or	the	ability	to	track	and	respond	flexibly	to	new	information	under	duress.	Building	on	existing	strengths	and	channeling	their	use	productively,	as	well	as	practicing	new	skills	in	multiple	situations,	may	be	the	key	to	strengthening	capacities	that	are	needed
and	valued	in	a	variety	of	environments.	In	the	first	three	years	after	birth,	infants	and	toddlers	can	start	learning	to	use	these	core	capabilities	in	basic	ways—like	learning	to	focus	their	attention,	responding	to	limit-setting,	and	following	simple	rules.	Between	ages	3	and	5,	most	children	make	huge	gains	in	using	these	skills	through	creative	play,
learning	to	adjust	flexibly	to	different	rules	for	different	contexts,	and	resisting	impulsive	behaviors.	Core	skills	are	crucial	for	learning	and	development.	They	also	set	us	up	to	make	healthy	choices	for	ourselves	and	our	families.	By	later	childhood	and	adolescence,	with	the	benefits	of	growth-promoting	experiences	and	support,	our	brains	are	ready
to	build	on	these	foundational	skills	to	navigate	more	complex	situations—resisting	peer	pressure,	setting	long-term	goals	and	plans,	and	dealing	productively	with	setbacks.	Although	it’s	much	easier	to	begin	developing	the	building	blocks	of	these	skills	early	in	life,	it’s	never	too	late	to	improve	them.	Even	in	adulthood,	people	can	still	learn	new
skills	and	strengthen	others,	but	it	requires	far	greater	effort	if	the	foundation	is	weak.	Included	below	are	examples	of	ways	to	apply	the	strengthen	core	skills	design	principle	to	policy:	Assure	funding	for	programs	that	explicitly	focus	on	self-regulation	and	executive	function	skills	and	incorporate	opportunities	for	program	participants	to	practice
these	skills.	Increase	incentives	for	two-generation	programs	to	actively	strengthen	core	skills	in	children	and	in	the	adults	they	depend	on.	Develop	education	and	early	learning	policies	that	recognize	the	importance	of	executive	function	and	self-regulation	as	an	important	strand	in	the	“braided	rope”	of	skills	children	need	to	succeed	academically.
Seek	and	eliminate	structural	bias	in	policies	that	prevent	people	of	color	from	achieving	their	goals.	A	sense	of	self-efficacy	is	critical	to	strengthening	these	skills,	and	persistent	barriers	to	success	that	are	outside	of	one’s	control	can	thwart	the	motivation	to	keep	trying.	And,	here	are	examples	of	opportunities	to	apply	this	principle	to	practice:
Recognize,	appreciate,	and	build	on	the	skills	people	already	have	that	have	helped	them	to	survive	and	thrive	in	their	environment—the	skills	that	have	gotten	them	to	where	they	are	today.	Adopt	coaching	models	that	help	individuals	identify,	plan	for,	and	meet	their	goals.	Scaffold	skill	development	with	tools	such	as	goal-setting	templates,	text
reminders,	timelines,	and	planners.	Model	actions	that	increase	success	in	goal	achievement	by	focusing	on	small,	incremental	steps	with	frequent	feedback.	Create	regular	opportunities	to	learn	and	practice	new	skills	in	age-appropriate,	meaningful	contexts,	such	as	play-based	approaches	in	early	childhood;	planning	long-term	school	projects	in
adolescence;	and	role-playing	a	difficult	conversation	with	a	boss	in	adulthood.	Learning	to	deal	with	stress	is	an	important	part	of	development,	but	the	unremitting	stress	experienced	by	millions	of	children	and	families	experiencing	deep	poverty,	systemic	racism,	intergenerational	trauma,	community	violence,	interpersonal	discrimination,	parental
substance	abuse	and/or	mental	illness	can,	without	treatment,	cause	long-lasting	problems	for	children	and	the	adults	who	care	for	them.	Reducing	the	pile-up	of	potential	sources	of	stress	will	protect	children	directly	(i.e.,	their	stress	response	is	triggered	less	frequently	and	powerfully)	and	indirectly	(i.e.,	the	adults	they	depend	upon	are	better	able
to	protect	and	support	them,	thereby	preventing	lasting	harm).	Children	are	better	able	to	thrive	when	we	lighten	the	load	on	their	parents	so	they	can	meet	their	families’	essential	needs,	when	teachers	and	caseworkers	have	effective	training	and	manageable	class	sizes/caseloads,	and	when	policies	and	programs	are	structured	and	delivered	in
ways	that	reduce	stress	rather	than	amplify	it.	More	About	Principle	3	Excessive	activation	of	stress	response	systems	affects	the	brain	and	other	organ	systems	in	many	ways.	When	we	feel	threatened—including	the	state	of	“high	alert”	or	vigilance	that	comes	with	being	in	an	acutely	threatening	environment,	or	even	one	that	has	felt	threatening	in
the	past—our	body	prepares	us	to	respond	by	increasing	our	heart	rate,	blood	pressure,	blood	sugar,	and	stress	hormones,	such	as	cortisol.	When	stress	response	systems	are	activated	within	an	environment	of	supportive	relationships,	these	physiological	effects	are	moderated	and	brought	back	down	to	baseline.	However,	if	the	stress	response	is
extreme	and	long-lasting—and	supportive	relationships	are	unavailable—it	can	can	lead	to	toxic	stress,	which	disrupts	the	healthy	development	of	brain	architecture	and	other	biological	systems.	Like	revving	a	car	engine	for	days	or	weeks	on	end,	constant	activation	of	the	stress	response	has	a	wear-and-tear	effect	on	the	brain	and	other	biological
systems.	Constant	stress	also	drains	precious	energy	the	brain	needs:	in	childhood,	for	healthy	development;	and	in	adulthood,	to	deal	with	consequential	decisions,	of	which	there	are	many	for	parents	dealing	with	structural	inequities	related	to	economic	instability,	systemic	racism,	or	other	problems.	Chaotic,	threatening,	and	unpredictable
situations	and	environments	that	activate	the	“fight	or	flight”	response	can	make	it	difficult	to	engage	executive	function	skills—the	underlying	capacities	we	need	to	plan,	focus,	adjust,	and	resist	impulsive	behaviors.	And	while	it’s	good	to	practice	these	skills,	constant	and	intensive	demand	to	deal	with	continually	stressful	situations	can	deplete
them—just	as	exercise	is	good	for	physical	fitness,	but	trying	to	run	multiple	marathons	in	a	week	would	leave	us	physically	exhausted.	Constant	stress	drains	precious	energy	the	brain	needs:	in	childhood,	for	healthy	development;	and	in	adulthood,	to	deal	with	consequential	decisions,	of	which	there	are	many	for	parents	dealing	with	structural
inequities	related	to	economic	instability,	systemic	racism,	or	other	problems.	In	addition,	people	who	have	experienced	serious	early	adversity,	chronic	personal	discrimination,	or	inter-generational	trauma	are	more	likely	to	perceive	and	focus	attention	on	potential	threats	throughout	life.	Frequently	experiencing	circumstances	that	seem	beyond	our



control	can	also	lower	our	sense	of	self-efficacy	(the	belief	that	we	can	do	things	to	make	change	and	improve	our	own	lives),	which	is	key	to	our	ability	to	plan	and	engage	in	goal-oriented	behaviors.	For	all	of	these	reasons,	a	multi-generational	approach	to	reducing	external	sources	of	stress	on	families	has	double	benefits:	It	clears	the	way	for	adults
to	provide	responsive	relationships	and	stable	environments	for	children,	and	it	helps	children	to	develop	healthy	stress	response	systems	and	sturdy	brain	architecture,	to	focus	on	learning,	and	to	receive	a	lifetime	of	benefits	from	these	early	building	blocks	of	resilience.	Listed	below	are	examples	of	opportunities	to	apply	the	reduce	sources	of
stress	design	principle	to	policy:	Create	the	conditions	in	which	families	can	meet	basic	needs,	such	as	affordable	and	nutritious	food,	safe	shelter,	medical	care,	and	mental	health	services,	as	well	as	have	opportunities	to	build	financial	assets	to	withstand	unexpected	losses	or	emergencies.	Focus	special	attention	on	the	needs	of	children	during
periods	of	severe	hardship,	such	as	homelessness.	Establish	simplified,	streamlined	rules	to	determine	eligibility	and	re-certification	for	benefits	and	services,	while	minimizing	punitive	regulations	that	add	stress	to	already	challenging	situations.	Actively	reduce	community-level	sources	of	stress	in	areas	of	concentrated	disadvantage,	such	as
recurrent	violence,	exposures	to	environmental	toxicants,	food	deserts,	and	lack	of	services	and	economic	opportunity.	Provide	consistent,	adequate	funding	to	prevent	unexpected	loss	of	services,	which	is	a	source	of	stress	to	both	service	providers	and	families,	in	order	to	offer	stability	that	enables	adults	to	focus	on	responsive	caregiving.	Finally,
here	are	examples	of	ways	to	apply	this	principle	to	practice:	Provide	workers	in	service	programs	with	the	supports	they	need,	such	as	reasonable	caseload/class	sizes,	responsive	supervision,	and	skill	development,	to	manage	their	own	stress	so	they	can	help	their	clients	effectively.	Help	families	achieve	economic	stability	and	strengthen	the	skills
needed	to	create	a	supportive	home	environment	with	consistent	and	predictable	routines.	Routinely	ask	about	and	respond	to	the	major	stressors	affecting	families	as	part	of	the	assessment	process	conducted	in	many	types	of	service	programs.	Provide	services	in	calm,	organized,	and	welcoming	environments.	These	three	principles	do	not	operate
in	isolation.	In	fact,	they	are	highly	interconnected	and	reinforce	each	other	in	multiple	ways.	First,	progress	on	any	of	the	three	makes	progress	on	the	other	two	more	likely.	For	example,	reducing	sources	of	stress	makes	it	easier	to	access	and	use	executive	function	and	self-regulation	skills;	it	also	frees	up	time	and	energy	to	participate	in
responsive	interactions.	Likewise,	helping	parents	and	caregivers	improve	executive	functioning	supports	their	ability	to	engage	in	serve-and-return	interactions	with	the	children	in	their	care	and	to	create	a	more	stable	and	predictable	caregiving	environment.	Using	these	design	principles	to	promote	positive	change	on	all	three	dimensions	is	our
best	chance	to	help	adults	provide	safe	and	responsive	caregiving,	and	to	help	children	get	(and	stay)	on	track	for	healthy	development.	Second,	each	individual’s	functioning	has	important	effects	on	every	other	member	of	the	family.	It	creates	a	self-propelled	cycle	of	benefits	to	all.	For	example,	when	an	adult	caregiver	creates	a	calm,	orderly,
predictable	environment,	children	are	likely	to	experience	less	stress,	which	supports	their	healthy	development.	Children’s	improved	behavior	in	turn	reduces	stress	for	caregivers,	providing	a	greater	opportunity	for	the	adults	to	continue	to	build	their	own	self-regulation	and	executive	function	skills.	Unfortunately,	the	converse	is	also	true:
significant	challenges	in	any	one	of	these	areas	can	lead	to	problems	in	the	others.	Using	these	design	principles	to	promote	positive	change	on	all	three	dimensions	is	our	best	chance	to	help	adults	provide	safe	and	responsive	caregiving,	and	to	help	children	get	(and	stay)	on	track	for	healthy	development.	Understanding	major	influences	on	child
development	and	how	adults	develop	and	use	core	skills—as	well	as	recognizing	the	effects	of	excessive	stress	on	both—is	critical	for	improving	outcomes	for	individuals	and	all	of	society.	Drawing	on	a	common	understanding	of	how	healthy	development	can	be	either	promoted	or	derailed,	practitioners	and	policy-makers	can	think	in	new	ways	about
how	we	can	better	support	families	raising	young	children	and	address	the	“upstream”	sources	of	problems	more	effectively.	Below	are	three	suggestions	for	how	policymakers,	system	leaders,	and	practitioners	can	apply	these	design	principles	in	their	own	contexts.	Question,	assess,	and	improve	current	policies	and	operations.	To	what	extent	do
current	policies	and	operations	promote	(or	hinder)	responsive	relationships	and	the	development	of	core	capabilities?	To	what	extent	do	they	diminish	(or	increase)	sources	of	stress?	What	is	preventing	us	from	doing	better?	To	find	the	answers	to	these	questions,	leaders	might	conduct	a	series	of	observations	and	conversations	with	front-line
workers	who	are	engaged	personally	with	both	children	and	adults.	This	is	likely	to	produce	important	information	about	how	things	work	now	and	suggestions	for	how	they	might	work	better	in	the	future.	Test	proposed	changes	in	policy	or	system	operations.	When	changes	to	laws	and/or	regulations	are	proposed,	they	are	commonly	evaluated	for
their	potential	economic	and	budgetary	impact.	The	three	design	principles	in	this	paper	provide	an	additional	framework	for	analyzing	such	proposals.	Compared	to	current	operations,	how	might	the	proposed	changes	affect	prospects	for	responsive	relationships,	for	developing	core	capabilities	in	both	adults	and	children,	and	for	reducing	sources
of	stress?	Given	those	likely	impacts,	how	strong	is	the	case	for	(or	against)	the	changes	as	currently	envisioned?	How	might	the	proposals	be	modified	in	order	to	produce	more	positive	effects	and/or	fewer	negative	consequences,	particularly	for	families	living	in	areas	of	concentrated	poverty	or	dealing	with	systemic	racism	or	other	sources	of
intergenerational	trauma?	Use	an	organizing	framework	for	developing	new	policies	or	program	strategies.	Sometimes	assessments	of	and	changes	to	current	policies	are	not	enough.	Making	use	of	what	has	been	learned	from	observations	and	conversations	with	workers	and	clients,	leaders	might	ask	questions	like:	Suppose	we	want	our	system	to
do	the	best	possible	job	of	reducing	the	sources	of	significant	stress	experienced	by	caregivers,	children	and	providers	of	early	childhood	services.	How	would	we	redesign	the	system	to	do	that?	What	are	the	changes	we	might	adopt	soon	to	get	started,	and	what	are	the	larger	and	more	complex	changes	that	we	might	aim	for	over	time?	How	might
the	system	help	the	most	overburdened	and	under-resourced	families	build	their	assets	to	stave	off	instability?	Want	to	use	the	three	design	principles	to	reshape	policy	or	practice?	Read	about	our	Science	X	Design	workshops	and	technical	assistance.	A	Note	About	the	2021	Update	of	This	Document	The	process	for	updating	this	paper	began	well
before	the	outbreak	of	the	COVID-19	pandemic,	the	widespread	social	protest	against	systemic	racism,	and	the	massive	economic	collapse	that	has	affected	most	those	who	already	had	the	least.	It	was	undertaken	in	response	to	many	comments	we’ve	received	since	we	first	published	the	paper	in	2017	and	launched	a	series	of	Science	X	Design
workshops	to	help	policymakers	and	system	leaders	apply	these	scientific	principles	to	their	own	contexts	and	sectors.	With	increased	public	attention	to	long-standing	structural	inequities,	updating	this	paper	became	even	more	urgent.	Many	of	the	changes	in	this	paper	call	out	more	explicitly	the	growing	body	of	evidence	that	has	been	“hidden	in
plain	sight”—evidence	linking	disparities	in	health	and	education	outcomes	to	the	ways	in	which	public	structures,	systems,	and	services	have	been	constructed	(consciously	or	not)	across	many	generations	to	systematically	deny	opportunity	to	people	of	color.	In	order	to	have	the	greatest	impact,	attempts	by	policymakers	and	system	leaders	to	use
the	science	of	early	childhood	development	to	improve	outcomes	in	our	communities	must	include	more	attention	to	these	“upstream”	sources	of	stress.	Other	updates	reflect	our	own	journey	of	listening	more	carefully	to	the	voices	of	people	who	are	experiencing	multiple	forms	of	adversity	personally.	We	have	come	to	better	understand	that	the
“executive	function	and	self-regulation	skills”	that	continue	to	be	the	focus	of	extensive	research	are,	in	fact,	“core	skills”	for	a	particular,	culturally	specific	context	that	rewards	goal-oriented	planning,	impulse	control,	and	delayed	gratification—while	in	other	circumstances	it	may	be	more	adaptive	and	effective	in	the	short	term	to	develop	skills	that
enable	a	quick	survival	response.	Biology	tells	us	that	human	development	is	about	adaptation,	as	our	brains	(and	the	rest	of	our	bodies)	adapt	to	the	context	in	which	we	live.	As	we	began	to	think	more	intentionally	about	the	broad	diversity	of	those	contexts,	it	became	increasingly	clear	that	the	skills	we	have	been	calling	“core”—while	still
important—must	be	viewed	as	important	only	when	they’re	matched	to	a	particular	purpose	in	a	particular	set	of	contexts.	As	we	point	toward	a	future	that	will	require	rebuilding	systems	and	social	infrastructures	that	crumbled	during	the	COVID-19	pandemic	and	its	associated	economic	disruptions,	several	lessons	are	emerging:	Third,	the	often
shaky	and,	in	some	cases,	non-existent	“systems”	that	were	in	place	to	support	families	before	the	pandemic	(particularly	in	the	U.S.)	need	to	be	not	just	restored,	but	rethought	and	rebuilt	to	be	stronger	and	more	effective	going	forward.	Reconstructing	a	new	early	childhood	ecosystem	that	connects	social	services,	health	care,	and	education,	and	is
guided	by	the	best	available	knowledge	(scientific	and	on-the-ground),	is	essential	if	we	are	to	thrive	in	the	future.	First,	the	need	to	base	public	policy	on	sound	scientific	concepts	has	never	been	more	compelling.	Science	does	not	have	all	the	answers,	but	science-informed	insights	combined	with	the	lived	experiences	of	families	and	communities,
the	expertise	of	service	providers,	and	a	diversity	of	perspectives	among	policymakers	and	civic	leaders	can	catalyze	fresh	thinking	and	more	effective	action.	Second,	the	science-informed	design	principles	presented	in	this	paper	remain	relevant	in	the	midst	of	a	pervasive	crisis	that	affects	everyone	(albeit	unequally)	and	will	continue	to	be	well-
founded	and	much-needed	in	the	future.	The	basic	concepts	of	child	development	do	not	change.	Responsive	relationships	still	build	sturdy	brain	architecture	and	support	adult	coping;	core	skills	still	comprise	the	building	blocks	of	healthy	decision-making	and	resilience	in	the	face	of	adversity;	and	excessive	activation	of	the	stress	response	still
disrupts	both	healthy	development	and	the	ability	of	parents	and	other	caregivers	to	provide	stable,	supportive	environments	for	young	children.	Third,	the	often	shaky	and,	in	some	cases,	non-existent	“systems”	that	were	in	place	to	support	families	before	the	pandemic	(particularly	in	the	U.S.)	need	to	be	not	just	restored,	but	rethought	and	rebuilt
to	be	stronger	and	more	effective	going	forward.	Reconstructing	a	new	early	childhood	ecosystem	that	connects	social	services,	health	care,	and	education,	and	is	guided	by	the	best	available	knowledge	(scientific	and	on-the-ground),	is	essential	if	we	are	to	thrive	in	the	future.	Recent	advances	in	the	science	of	brain	development	offer	us	an
unprecedented	opportunity	to	solve	some	of	society’s	most	challenging	problems,	from	widening	disparities	in	school	achievement	and	economic	productivity	to	costly	health	problems	across	the	lifespan.	Understanding	how	the	experiences	children	have	starting	at	birth,	even	prenatally,	affect	lifelong	outcomes	—	combined	with	new	knowledge
about	the	core	capabilities	adults	need	to	thrive	as	parents	and	in	the	workplace	—	provides	a	strong	foundation	upon	which	policymakers	and	civic	leaders	can	design	a	shared	and	more	effective	agenda.	Early	childhood	development	can	influence	lifelong	learning,	behavior,	and	both	physical	and	mental	health	—	for	better	or	for	worse.	To	be
maximally	effective,	policies	and	services	should:Support	responsive	relationships	for	children	and	adults.Strengthen	core	life	skills.Reduce	sources	of	stress	in	the	lives	of	children	and	families.These	three	principles	can	guide	decision-makers	as	they	choose	among	policy	alternatives,	design	new	approaches,	and	shift	existing	practice	in	ways	that
will	best	support	building	healthy	brains	and	bodies.	They	point	to	a	set	of	key	questions:	What	are	current	policies,	systems,	or	practices	doing	to	address	each	principle?	What	could	be	done	to	address	them	better?	What	barriers	prevent	addressing	them	more	effectively?Moreover,	these	design	principles,	grounded	in	science,	can	lead	policymakers
to	think	at	all	levels	about	the	forces	that	could	lead	to	better	outcomes	for	children.At	the	individual	level,	policies	can	focus	on	skill-building	for	both	kids	and	adults;	at	the	human	services	level,	they	might	focus	on	the	critical	place	of	relationships	in	promoting	healthy	development,	supportive	parenting,	and	economic	productivity;	and	at	the
systemic	or	societal	level,	policies	can	emphasize	reducing	sources	of	stress	that	create	lifelong	challenges	for	children	and	make	it	extraordinarily	difficult	for	adults	to	thrive	as	parents	and	breadwinners.Read	the	full	article	on	early	childhood	development	at	the	Center	on	the	Developing	Child	at	Harvard	University.


