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INTRODUCTION

NAEYC formulated this state professional development systems policy blueprint as part 
of the Early Childhood Workforce Systems Initiative. This initiative focuses on the under-
lying state public policies that support integrated early childhood professional develop-
ment systems.

This blueprint focuses on the policies that connect professional development activities and 
that support and make possible effective implementation of a state system of professional 
development. It highlights principles and six policy areas that build or sustain an integrated 
system—a system that ensures quality in all settings in which early childhood professionals 
work. These principles and highlighted policy areas look beyond the status quo; they are 
aimed at the development and retention of a competent and stable early childhood work-
force—a skilled cadre of effective, diverse, and adequately compensated professionals. 

Integrated early childhood professional development system: A comprehensive 
system of preparation and ongoing development and support for all early childhood 
education professionals working with and on behalf of young children. 

An integrated system crosses sectors serving early education professionals 
working in direct and nondirect service roles. Such roles may be in Head Start; 
for-proýt and not-for-proýt child care programs in centers and homes; state pre-
kindergarten programs in community-based and school-settings; public school 
programs; early intervention and special education services; resource and 
referral agencies; higher education institutions; state departments of education, 
licensing, health, and other early childhood education related departments. 

Principles deýne fundamental values. In this blueprint the principles for policy making 
are overarching value statements that are applied in each of the six highlighted policy 
areas.

Policy provides goals and procedures that guide decisions and actions. Governments, 
businesses, professions, and other entities develop and employ policies. Public poli-
cies, the focus of this blueprint, can be in legislation—articulated in statute, in executive 
order, or in department regulation. Policies can also be captured via operational docu-
mentation that may or may not be referenced in laws or rules. 
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This policy blueprint also includes a listing of sample state strategies in each of the six key 
policy areas.

This policy blueprint was designed for—and with input from—state policy makers, early 
education advocates, and program administrators working to connect professional develop-
ment activities and initiatives into an integrated system. The blueprint also was developed 
with input from other national organizations and experts working to strengthen professional 
development and career systems for the early childhood workforce. (For additional informa-
tion about the development of the policy blueprint, see Appendix C, which includes a full 
listing of both input and feedback participants).

Since state policies do not begin—and will not end up—in the same place, this tool is 
intended to serve as a starting point for states to expand, change, and adapt for their 
own political and professional contexts and needs. The blueprint is the ýrst in a series of 
related resources being developed by the Early Childhood Workforce Systems Initiative. 
Forthcoming are an executive summary of the blueprint designed speciýcally for policy mak-
ers, online state policy proýles with additional examples or sample language in each policy 
area, a state needs/gaps analysis tool, and other resources. 

STATEMENT OF NEED

The Early Childhood Workforce Systems Initiative comes at a critical time as policy mak-
ers place increasing attention on—and accountability for—children’s readiness for school. 
Publicly funded preschool is expanding across the nation. Millions of children, some as 
young as six weeks, need child care for all or part of a day, week, and year. These children 
typically receive care and education from multiple sectors of the early childhood system: 
Head Start, child care programs, public prekindergarten, and other programs.

Research is clear that children who attend high-quality early childhood education programs 
are more likely to be ready for school and for life. The beneýts of all children having access 
to good early development and learning experiences go beyond the individual child to the 
society as a whole (Berrueta-Clement et al. 1992; Ramey & Campbell 1999; Reynolds 
2000). Research also tells us that qualiýed and well-compensated professionals are essen-
tial to ensuring high-quality early childhood education programs (Phillips 2008). However, 
the lack of cross-sector systems of professional development for early childhood educators 
in classrooms and homes, program administration, and other parts of the ýeld creates a 
serious barrier to providing high-quality education for all young children. 

Despite the growing attention to the importance of quality early education, the compensation 
(wages and beneýts) of early childhood educators, particularly in community-based pro-
grams, remains untenable. Many individuals working in the ýeld earn very low wages, and 
few have health care or retirement beneýts sponsored by their employers. As a result, early 
childhood education programs ýnd it extremely difýcult to attract and retain highly educated 
and skilled staff. Additionally, the increased demands at the state and federal levels for 
higher education credentials without signiýcant linked increases in compensation exacer-
bate the existing crisis.

Strategies deýne the ñhowòðthe plans to do or achieve something, such as imple-
mentation of policies.
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Early Childhood Educators and Child Outcomes

Many studies point to the knowledge and skills of early childhood program staff as the corner-
stone of high quality early childhood education programs. Specialized knowledge and profes-
sional development in how young children develop and learn is critical, as is the quality of 
interactions between program staff and children (Shonkoff & Phillips 2000). Unfortunately, the 
qualiýcations of early childhood educators in child care centers and family child care homes 
is declining and highly qualiýed professionals are retiring (Herzenberg, Price, & Bradley 
2005). Additionally, a recent 
national survey of early 
childhood teacher prepara-
tion programs in two- and 
four-year colleges and 
universities indicates that a 
majority of early childhood 
personnel—teachers, admin-
istrators, paraeducators, 
specialists, and others—are 
not adequately prepared to 
educate young children with 
disabilities (Chang, Early, & 
Winton, 2005).

To ensure quality, there also 
must be continuity of pro-
gram staff, which is known 
to have a positive impact on 
children’s learning (Harms, 
Cryer, & Clifford 1990; Honig 
1993; Lally et al. 1995; 
Schor 1999; Bergen, Reid, & 
Torelli 2001). However, the 
inadequate compensation 
makes it difýcult to attract 
well-educated individuals 
to the ýeld, resulting in an 
annual teacher turnover rate 
estimated to be at least 30 
percent, a rate far exceeding 
most every other industry 
in our economy (Bellm & 
Whitebook 2006).

In addition to practitioners’ 
knowledge and skills, and 
continuity of relationships, diversity in all arenas of the early childhood education ýeld is 
necessary to ensure ensuring educational equity for all young children. As the demograph-
ics of our nation shift and the racial and linguistic diversity of our children increases, it 
is imperative that teachers and administrators have the skills to work with children and 
their families to be culturally as well as linguistically and developmentally appropriate. 
Approximately 45 percent of children younger than 5 are racially, ethnically, or linguistically 
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diverse, and this percentage is expected to grow over the next decade (U.S. Census Bureau 
2004). Diversity in early care and education program staff encourages and supports chil-
dren’s positive identity development and prepares them for success in an ever-changing and 
increasingly diverse society. In the same vein, diversity of early childhood leadership encour-
ages young professionals in aide and beginning teacher roles (NBCDI 1993; Calderón 2005; 
Ray, Bowman, & Robbins 2006).

Systems of Professional Development

An effective process of professional development includes a number of criteria. It is impor-
tant for the growth of all early childhood professionals—at all levels of expertise—to be 
ongoing. Professionals need to continue to incorporate new knowledge and skill, through 
a coherent and systematic program of learning experiences. Those experiences must be 
grounded in theory and research; be outcomes based; structured to promote linkages 
between theory and practice; and responsive to each learner’s background, experiences, 
and the current context of his/her role.

Effective learning experiences include a variety of methodologies—the methodology match-
ing the goal of the experience (for example, information dissemination, skill, values clari-
ýcation). Professional development activities include university/college courses, pre- and 
inservice training sessions, observation with feedback from a colleague, mentoring, coach-
ing, and other forms of job-related technical assistance. Each learner should participate in 
planning her/his professional development and work with a supervisor/advisor to develop a 
plan. Credit-bearing course work is included whenever possible. Professional development 
providers must have an appropriate knowledge and experience base in early childhood 
education content as well as in the principles of adult learning (NAEYC 1994, 2005).

Most state early childhood education professional development activities strive to provide 
effective preparation, development, and supports to address the professional knowledge, 
stability, and diversity that relate to program quality. However, while many states have com-
ponents of a professional preparation, development, and career system, many policies and 
initiatives are not yet linked, and some are nonexistent. The professional standards and 
requirements for early childhood education staff, for example, vary according to funding 
streams or program type:

• Most states have no legal requirements for a teacher to have training or education in child 
development prior to working in a child care center or family child care home.

• The recent reauthorization of the Head Start Act requires that by 2013 all Head Start 
teachers will have at least an associate’s degree and that 50 percent of those teachers 
will have earned a bachelor’s degree in early childhood.

• Many states require teachers in state-funded prekindergarten classrooms to have a bach-
elor’s degree. 

• Many states require less early childhood preparation of child care administrators than is 
required of teachers. 

• States typically do not require elementary school administrators to have early childhood 
education course work. 

• While child care licensing regulators/staff are often required to have a bachelor’s degree, 
the mandate may not include any speciýcations for early childhood education-related 
coursework or training.
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• NAEYC’s Early Childhood Associate Degree Accreditation requires faculty to have a grad-
uate degree in early childhood education, child development, or individual-family studies.

Career pathways for early childhood educators are often unclear or not linked across sec-
tors and functions. Many staff participate in professional development seminars and courses 
that frequently do not lead to a credential or degree. In addition, there is often no articula-
tion between associate degree and baccalaureate degree programs or with credit-bearing 
community-based training and education opportunities. Further, the costs of professional 
preparation and professional development put an enormous ýnancial burden on individuals 
and programs.

Additionally, compensation is low throughout the ýeld and even within a sector there 
can be large disparities in program reliance on public and private funds. Several impor-
tant advances in compensation initiatives have been made at the state level, chieþy the 
T.E.A.C.H.® Early Childhood Project and Child Care Wage$ as well as other state initiatives 
that provide incentives and rewards linked to an individual attaining higher education cre-
dentials, or with such credentials, remaining in the ýeld. However, the base level of com-
pensationðin particular health care and retirement beneýtsðhas not had signiýcant and 
widespread increases. Early childhood educators with the same credentials can have widely 
different compensation based on the differing ýnancing levels of different sectors, and pro-
grams within those sectors. For example, a preschool teacher with a bachelor’s degree and 
teaching license can be paid thousands of dollars less working in a child care program than 
a teacher with the same credentials and experience working in a public school setting.

Federal and State Policies

Both federal and state policies add to the urgency with which states respond to the profes-
sional development needs of the early childhood education workforce:

• Good Start, Grow Smart (GSGS), the early childhood companion to No Child Left Behind, 
includes an emphasis on providing information and training to parents and early childhood 
education professionals alike. As part of GSGS, states are to develop voluntary early 
learning guidelines for young children and related professional development efforts. These 
efforts often include training on the guidelines and on connecting them with the state’s 
professional standards.

• Head Start’s 2007 reauthorization requirements include an interagency State Advisory 
Council on Early Childhood Education and Care, increased requirements for program staff 
qualiýcations and ongoing professional development, and a requirement for each full-time 
employee to have an individual professional development plan.

• The newly reauthorized Higher Education Opportunity Act includes a new program of 
grants to states to develop cross-sector, comprehensive professional development sys-
tems for early childhood education birth to 5, with loan forgiveness for early childhood 
educators, and the potential for teacher quality-enhancement partnerships to improve 
teacher preparation and use the funds on compensation initiatives for early childhood 
educators who obtain an associate or bachelor’s degree.

• At the state policy level, at least 25 states now have bachelor’s degree requirements for 
teachers working in state-ýnanced preschool programs (Barnett et al. 2008).

• As states create quality rating and improvement systems, the higher levels of quality 
include increased expectations for staff education and credentials.
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Integrated Professional Development System

To effectively meet increasing federal and state mandates and the individual professional 
and compensatory needs of the early education workforce, states are working to build or 
increase integrated professional development systems that serve all early childhood educa-
tion professionals. Previous child care initiatives often play a signiýcant role in supporting 
integration efforts, sometimes serving as a foundation for cross-sector systems. Such sys-
tems provide clear pathways, supports, and compensation for early childhood education 
professionals. They also connect the entitiesô ýnancing and their professional preparation 
and development, both to each other and to the state’s overall early childhood system, thus 
increasing efýciencies and accountability. 

NAEYC, through its Early Childhood Workforce Systems Initiative, has a unique and speciýc 
focus on essential policy areas that states can use to build, support, and sustain an effec-
tive, integrated early childhood education professional development system.

PRINCIPLES AND ESSENTIAL POLICY AREAS

State early childhood professional development systems require supportive public policies 
to ensure that their goals are attainable and successful. The following provides an overview 
of four principles for policy making and six essential policy areas that make it possible to 
build and support a comprehensive, integrated professional development system.

These principles and highlighted policy areas look beyond the status quo; they are aimed at 
the development and retention of the desired, and sustained early childhood workforce—a 
skilled cadre of effective, diverse, and adequately compensated professionals. 

Principles for Policy Making

Developing policies for integrated early childhood professional development systems is 
complex and interrelated. As part of this work, state policy makers should reþect on the fol-
lowing questions:

• Does this policy increase integration?

• Does it improve quality?

• Does it support diversity, inclusion, and access?

• Does it increase compensation parity?

Integration; quality assurance; diversity, inclusion, and access; and compensation parity are 
four principles for policy making that form the cornerstones of this state policy blueprint.

Every time a policy is examined—for development, revision, or any other purpose—there 
should be reþection on whether these four principles are being addressed. If not, then the 
examination should include an assessment of why they are not and how policies can be cre-
ated or revised to incorporate them.

Integrated early childhood professional development system: A comprehensive system 
of preparation and ongoing development and support for all early childhood education 
professionals working with and on behalf of young children. 
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Å Integration

State policies should create an integrated system of professional development that crosses 
the early childhood sectors—child care; Head Start; prekindergarten; public schools; early 
intervention and special education services; and so on. Integrated policies intentionally 
promote the building and support of an efýcient cross-sector system that decreases duplica-
tion of efforts and increases sustainability. All related policies need to either be cross-sector 
or have an element that encourages alignment. When integration and alignment are lack-
ing, there are policy discrepancies and dysfunctions. Policies should be embedded into the 
early care and education system with appropriate rules, regulations, and statutes in all the 
agencies that oversee or administer each sector. Policies also should be embedded in other 
cross-sector activities that touch the workforce. For example, policies may be embedded in 
or have linkages to the following state implementation strategies:

• quality rating and improvement systems (QRIS),

• uniýed data systems,

• higher education coordinating bodies or efforts,

• early learning councils, and

• early childhood comprehensive systems planning work.

Å Quality Assurance

Mechanisms and processes must be in place to ensure accountability for investments 
in quality professional development that produces positive changes. In addition to ýscal 
accountability, there should be accountability to the early education professionals, young 
children and their families, the political system, and the public. Checks and measures 

Principles deýne fundamental values. In this blueprint, the principles for policy mak-
ing are overarching value statements that are applied in each of the six essential 
policy areas.

COMPENSATION 
PARITYINTEGRATION

QUALITY 
ASSURANCE

DIVERSITY, 
INCLUSION, 
& ACCESS

Policy-Making Principles
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should be built into policies that assure quality in professional preparation and development, 
guarantee that programs are properly implemented, and see that activities are carried out 
as planned and meet required standards or agreements. Quality assurance processes, 
including QRIS and iterative evaluations at the individual, program, initiative, and system 
level, should be built into systems and as they are planned. 

Å Diversity, Inclusion, and Access

Diversity is multidimensional. One part of diversity is the human aspect reþecting the var-
ied demographics of the children, families, and practitioners along the dimensions of age, 
gender, race, ethnicity, language, ability, sexual orientation, socio-economic status, ýrst 
and second language development, and so on. Another dimension relates to the structure 
of the early care and education industry and includes variation by program setting, such as 
home, center, or school. Funding source and regulatory basis also contribute to diversity. 
Additionally, the current educational qualiýcations of the workforce are stratiýed by gen-
der, race and language. The goal of an integrated professional development system is to 
encourage diversity but minimize discrepancies in individual and sector access to resources 
and opportunities, providing equal access to all early education professionals. Access is the 
how of addressing diversity and inclusion—it includes offering a variety of mechanisms for 
both information about and the actual professional development activities. All early educa-
tors should have access to equitable, high quality professional development.

Attention to diversity, inclusion, and access issues—like those of integration and quality 
assurance—is a crucial part of all professional development policies. States should cre-
ate policies that support the recruitment, development, and retention of a workforce that 
includes professionals who reþect the diversity of the children and families served and that 
is also prepared to work with children and families of diverse cultures and abilities. These 
policies should address diversity, inclusion, and access in all early care and education roles: 
those individuals working directly with children, those preparing and training practitioners, 
those administering programs, and those advising system and activity implementation.

Å Compensation Parity

In this blueprint, compensation parity means that compensation is equal or equivalent to 
other similar ýelds and that the status of the work and individualôs education, experience 
and responsibilities are recognized and rewarded appropriately. Compensation parity is 
a principle because it requires focused policy attention. Setting standards for what early 
childhood educators know and can do must go hand-in-hand with compensation parity, or 
the ýeld will be unable to compete not only with other education sectors but also with other 
industries in which workers have comparable credentials but are better compensated. 

Essential Policy Areas

The six essential policy areas of the blueprint are (1) professional standards; (2) career 
pathways; (3) articulation; (4) advisory structure; (5) data; and (6) ýnancing. None of these 
policy areas should be addressed in isolation. Similar to the domains of child development, 
each area relates to and intersects with each other to varying degrees. To be effective, 
each of these policies must be integrated, attending to all early care and education sectors; 
include quality assurance mechanisms; and support diversity—each incorporating the cor-
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nerstones of the policy-making principles described above. Additionally, each policy must 
include sufýcient and sustainable funding.

Each of the following descriptions includes examples of how the four principles for policy 
making can be applied in each area, examples of state policy, and various state implemen-
tation strategies related to or supported by the policy areas. The examples are meant to 
illustrate a sample of policy approaches and possible state strategies; they do not represent 
an exhaustive list. Additional sample policies in each area are being collected and will be 
available on the Early Childhood Workforce Systems Initiative’s Web site at www.naeyc.
org/policy/ecwsi/default.asp.

  Policy Area 1: Professional Standards

Professional standards deýne the what, or the content, of professional preparation and 
ongoing development. Most professions require staff to meet both professional prepara-
tion and continuing professional development requirements; they require professionals 
to demonstrate their preparedness to successfully fulýll their job duties and to keep their 
knowledge and skills up to date. State policies should specify qualiýcations and ongoing 
development required for all early care and education professionals—from teacher assis-
tants to trainers and higher education faculty, family child care providers, licensors, resource 
and referral staff, and program, school, district, and agency administrators. These speciýca-
tions should address levels and content of education as well as ongoing development. The 
preparation and ongoing development requirements for these various roles also should be 
explicitly detailed in career-pathway policies aligning and connecting content.

Applying the Principles for Policy Making

Å Integration: Professional standards for preparation and ongoing development integrate 
and align existing teacher licensing, state-based credentials, Head Start, prekindergarten, 
and other related standards.

Å Quality Assurance: Standards meet or incorporate national research-based criteria 
and are required to be reviewed and updated on a regular basis. Quality assurance mecha-
nisms can set standards for improvement and for quality beyond what is required, and can 
offer incentives to participate in quality improvement activities.

Six Essential Policy Areas

articulation

advisory structure

data

þnancingcareer 
pathways

professional 
standards
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Å Diversity, Inclusion, and Access: Core professional knowledge/key content areas and 
standards address diversity and integrate general and special education. Providers, teachers, 
and other professionals working directly with young children know how to use developmentally 
appropriate assessment tools. Standards also include a mandatory focus on cultural compe-
tence and the process of language acquisition in the content of professional standards.

Å Compensation Parity: Quality rating and improvement systems address staff qualiýca-
tions and responsibilities, ongoing development, and compensation requirements as part of 
the system’s rating criteria.

State Policy Examples

The following are two examples (one statutory and one nonstatutory) of states policies 
related to professional standards. The examples are meant to illustrate various ways states 
have approached this essential policy area to date and may not address all of the blueprint’s 
overarching policy-making principles.

Statutory Example: New Hampshire

New Hampshire Revised Statutes Annotated
Title XII. Public Safety and Welfare 
Chapter 170-E. Child Day Care, Residential Care, and Child-Placing Agencies
§ 170-E:50. Credentialing of Personnel in Early Care and Education Programs; Rulemaking

I. The commissioner shall adopt rules, under RSA 541-A, relative to accepting applications 
and issuing a credential to early care and education personnel including, but not limited to 
child care, preschool, and Head Start program personnel who have requested such a cre-
dential and who have satisýed the education and training requirements set forth in the child 
care program licensing rules established by the department of health and human services. 
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Each application for a credential shall be accompanied by a fee which shall be credited to 
the general fund. The commissioner shall adopt rules, under RSA 541-A, establishing a fee 
for this purpose.

Nonstatutory Example: Colorado

The Colorado Ofýce of Professional Developmentôs Colorado Core Knowledge and 
Standards: A Guide for Early Childhood Professional Development describes the state’s 
system efforts including the development of ñ(1) a common core of knowledge and stan-
dards; (2) a process for renewing the common core that involves all major stakeholders; 
(3) a mechanism for bridging non-credit and credit programs; (4) a process for addressing 
standardization of professional requirements and training; and (5) an early childhood edu-
cation philosophy that recognizes the diversity of providers, children and families, and the 
worth of early childhood care and education provided by trained professionals.ò (Colorado 
Community College and Occupational Education System et al.1996, 4)

ñThe areas of core knowledge and standards provide a foundation for common information 
for agency administrators, instructors, trainers, students, and employees involved in the 
care and education of young children, and in peripheral occupations. Standards are divided 
into two levels related to the ýrst two of six levels of credentialing for early childhood pro-
fessionals. The knowledge and standards are identical for credit and non-credit learningò 
(Colorado Ofýce of Professional Development 2007, 4). 

The original guide is available on the Web at www.smartstartcolorado.org/professionals/pdf/
ec_standards.pdf; the 2007 updated version may be accessed at www.smartstartcolorado.
org/professionals/documents/CKSBook.pdf.

Sample Implementation Strategies

• Credentials, degree programs, and certiýcations recognized across sectors

• Licensing regulations, departments of education or early childhood, and other agencies 
requiring state standards speciýc to age/development and role, regardless of setting

• College and universities’ early childhood teacher preparation programs accredited by the 
National Council for Accreditation of Teacher Education (NCATE) and NAEYC’s Early 
Childhood Associate Degree Accreditation

• Teacher licensure speciýc to early care and education

• Leadership preparation and development programs include early childhood education 
content

  Policy Area 2: Career Pathways

Professional standards, described in the previous policy area, should align and create 
coherent career pathways for early childhood professionals. State policy should support 
continuous progress of individuals. Early childhood professionals need to be able to plan 
and sequence the achievement of increased qualiýcations, understand the professional 
possibilities resulting from such acquisitions, and be appropriately compensated. Policies 
should institutionalize or embed pathways in all sectors and for all roles—both direct ser-
vice (those individuals working with young children and their families) and nondirect service 
(those working on behalf of children and families in training, resource, and other administra-
tive roles). Policies should recognize and support individuals entering the system from other 
ýelds and those that move in the early care and education ýeld and among its sectors.
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Applying the Principles for Policy Making 

Å Integration: Regulatory bodies and quality improvement efforts, such as licensing sys-
tems and QRIS, recognize the various roles and levels in the career pathways and encour-
age increased educational attainment and competency demonstration.

Å Quality Assurance: Career pathway policies include career and academic advisement 
for participants. Data on professionals’ placement and movement on career pathways are 
veriýed and assessed.

Å Diversity, Inclusion, and Access: Policies include time requirements for pathways and 
targeted access supports to gain increasing qualiýcations. 

Å Compensation Parity: Career pathway policies should be aligned with job opportuni-
ties that reward investment in professional advancement with salaries comparable to other 
professions with similar requirements. 

State Policy Examples

The following are two examples of state policy (one statutory and one nonstatutory) 
related to career pathways. The examples are meant to illustrate various ways states have 
approached this essential policy area to date and may not address all of the blueprint’s 
overarching policy-making principles.

Statutory Example: Connecticut

Connecticut General Statutes Annotated
Title 17B, Social Services
Chapter 319RR. Child Care
§ 17b-733. Department designated lead agency for child day care services.

(12) develop and implement, with the assistance of the Child Day Care Council and the 
Departments of Public Health, Social Services, Education, Higher Education, Children and 
Families, Economic and Community Development and Consumer Protection, a state-wide 
coordinated child day care and early childhood education training system (A) for [providers 
and staff in] child day care centers, group day care homes and family day care homes that 
provide child day care services, and (B) that makes available to such providers and their 
staff, within available appropriations, scholarship assistance, career counseling and train-
ing, advancement in career ladders, as deýned in section 1 of Public Act 03-142, through 
seamless articulation of levels of training, program accreditation support and other initiatives 
recommended by the Departments of Social Services, Education and Higher Education.

Nonstatutory Example: Pennsylvania

The Pennsylvania Early Learning Keys to Quality Career Lattice outlines eight levels of edu-
cational qualiýcations. The lattice also includes corresponding positions across early child-
hood sectors of child care/school-age care, Early Head Start/Head Start, early intervention, 
public school districts, private academic schools, techincal assistance consultants/mentors/
trainers, and higher education faculty. As practitioners increase their education, the lattice 
provides guidance for vertical, horizontal, or diagonal movement across the early education 
ýeld. The Career Lattice is available online at www.pakeys.org/docs/CareerLattice.pdf. 



17

Sample Implementation Strategies

• Career ladder or lattice

• Career guide

• Professional development advising

• Continual improvement and/or individual professional development planning

• Mentoring programs/initiatives

• Compensation and rewards

• Pathway information dissemination and tracking via practitioner/workforce registry

• Articulation agreements

  Policy Area 3: Articulation

Part of creating a career pathway and building capacity to meet required professional stan-
dards involves developing and enforcing policies around articulation. Articulation includes 
the transfer of professional development participants’ credentials, courses, credits, degrees, 
etc., as well as student performance-based competencies, from one program or institution 
to another, ideally without a loss of credits. States should require colleges and universities 
to form articulation agreements that assist early childhood professionals in moving seam-
lessly through and across undergraduate and graduate degree programs. Grants or speciýc 
directions for resource allocations should be attached to such policy requirements; colleges 
and universities will need ýscal support to change or augment long-standing, institutional-
ized processes.

Applying the Principles for Policy Making 

Å Integration: Qualiýcation requirements for all sectorsðHead Start, child care pro-
grams, prekindergarten, and others—are supported by articulation policies that connect 
institutions of higher education to each other and to community-based training.

Å Quality Assurance: Changes are carefully implemented over time, so as not to jeopar-
dize institutional accountability and accreditation.

Å Diversity, Inclusion, and Access: Student counseling/advising is included as part 
of articulation agreements. Counseling/advising is offered via a variety of methods and in 
multiple languages as needed. 

Å Compensation Parity: Articulation agreements help ensure that ýnancial investments 
students make in their education result in advancing roles. As institutions create articulation 
plans, they take into account student ýnancial aid for individuals, release time and substi-
tutes for programs as individuals pursue education and professional development.. 

State Policy Examples

The following are two examples of state policy (one statutory and one nonstatutory) related 
to articulation. The examples are meant to illustrate various ways states have approached 
this essential policy area to date and may not address all of the blueprint’s overarching 
policy-making principles.



18

Statutory Example: New Mexico

New Mexico Statutes Annotated
Chapter 21. State and Private Education Institutions
Article 1B. Post-Secondary Education Articulation
§ 21-1B-3. Articulation plan; development; implementation; establishment of transfer module

A. The commission shall establish and maintain a comprehensive statewide plan to provide 
for the articulation of educational programs and facilitate the transfer of students between 
institutions.

B. In establishing a statewide articulation plan, the commission shall:

(1) establish a common course naming and numbering system for courses identiýed as 
substantially equivalent lower-division courses; provided that the commission shall estab-
lish an interim mechanism of a statewide equivalency table that uses a universal taxon-
omy to identify substantially equivalent courses until the common system is in place;

(2) establish a process to identify courses as substantially equivalent. The process shall:

(a) include a procedure for each course whereby faculty members from each seg-
ment teaching the academic discipline will reach mutual agreement on the material to 
be taught and the competencies to be gained;

(b) ensure that the content of each course is comparable across institutions offering 
that course;

(c) ensure that substantially all the content agreed to among the institutions as the 
content to be covered by a course is in fact covered in that course and that students 
successfully completing the course will achieve like competencies with respect to the 
content covered; and

(d) ensure that the content requirements for each course will be sufýcient to prepare 
students for upper division course work in that ýeld; and

(3) deýne, publish and maintain modules of lower-division courses accepted for transfer 
at all institutions and meeting requirements for lower-division requirements established 
for associate and baccalaureate degree-granting programs.

C. The commission shall ensure that institutions develop transfer modules that include 
approximately sixty-four hours of lower-division college-level credit.

D. Transfer modules shall include a common general education core component of not less 
than thirty-ýve semester hours. This general education core shall include a comprehensive 
array of lower-division college-level courses designed to demonstrate skills in communica-
tion, mathematics, science, social and behavioral science, humanities, ýne arts or com-
parable areas of study coordinated for the purpose of providing a foundation for a liberal 
education for all programs normally leading to a baccalaureate degree. The general educa-
tion core shall transfer as a block and count as required lower-division coursework toward 
a degree, and any course in the core shall be transferable and shall count as credit hours 
toward fulýlling an institutionôs general education core requirements.

E. Any course in the general education core may be offered for dual credit to secondary 
school students and, upon successful completion, the course shall be transferable to any 
institution and shall count as fulýlling a required lower-division course.


