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EXECUTIVE SUMMARY 

 
1) The PK-3 Workforce is Subject to an Array of Entry Standards. Public school teachers in grades K-3 must meet the 
quality standards of the No Child Left Behind Act of 2001 (NCLB). Pre-kindergarten (PK) teachers in Title I-funded 
programs also are regulated by NCLB. But Head Start teachers have their own separate entry standards. In some state PK 
programs, all teachers must possess a bachelor’s degree and have engaged in additional early childhood or PK-3 training. In 
others, only a Child Development Associate certificate is required. 
 
2) There are Approximately 1.5 Million Teachers in the PK-3 Workforce. New America estimates that some 80 percent 
of the overall PK-3 teaching workforce holds a bachelor’s degree. Only 39 percent of PK teachers, however, hold a four-
year degree in comparison to almost all K-3 teachers. Of note, three out of four state-funded PK program teachers hold a 
bachelor’s degree. Elementary school teachers are paid more than double their PK counterparts ($47,000 v. $23,000 per 
year), except those in state-funded PK programs who, in keeping with their comparable credentials, are paid salaries 
comparable to, but still lower than, their elementary school counterparts. PK-3 teacher turnover rates are inversely related to 
salary. 
 
3) Pre-Service and In-Service Training Standards for PK-3 Educators Vary Considerably Across States and 
Programs. The National Association for the Education of Young Children sets standards for early childhood teacher 
education programs. However, not all colleges of education meet or are required to meet applicable standards. In fact, 
colleges of education have limited capacity to offer quality PK-3 teacher training programs. Substantial federal funding 
exists for in-service Head Start and K-3 training, but surveys suggest that states pay little systematic attention to in-service 
training quality or content in K-3 education. Instead there is an emphasis on participation hours. 
 
Recommended is that NCLB Title V funding be dedicated to early education expansion, conditioned on an assurance that 
all publicly supported PK-3 lead teachers meet a new “highly qualified early educator” standard. Competency may be 
evidenced through completion of a four-year early childhood education post-secondary program or by passing a new, 
national “high, objective, uniform standard of evaluation” that is a performance-based measure of knowledge, skills and 
disposition. 
 

Recommended is that over a phased-in period of time, Head Start’s minimum teacher quality standards be aligned with a 
new, NCLB “highly qualified early educator” definition. A portion of Head Start’s increased future appropriations should 
be dedicated toward improved Head Start educator quality and pay. 
 

Recommended is that Title II of the Higher Education Act (HEA) be targeted to support integrated PK-3 teacher 
preparation and certification programs. Further recommended is that HEA’s college of education accountability standard be 
revised to reflect the percentage of students who begin and complete programs, including improved disaggregation of 
certification data, such as PK-3 certification success. 
 

Recommended is that Title II of NCLB expressly authorize and encourage integration of PK and K-3 in-service training 
and alternative certification pathways for non-traditional early educators, including for example new college graduates who 
might participate in a Teach for America Early Childhood Initiative or similar local efforts. 



 

 

PK-3 TEACHER QUALITY STANDARDS 

 
The pre-kindergarten (PK) through third grade early 
education workforce is subject to a wide array of 
qualification or entry standards. These standards depend 
on whether a relevant program serves PK or elementary 
school children and whether it is funded by the federal 
government, state government, or privately. All public 
school teachers in grades kindergarten through three  
(K-3) must meet the quality standards of the No Child 
Left Behind Act of 2001 (NCLB).1 Likewise, the 
qualifications of PK teachers in NCLB Title I-funded PK 
programs are regulated by NCLB.2 But Head Start 
teachers, governed by separate legislation, need not meet 
NCLB’s teacher quality requirements.3 In some state 
programs, all early educators must have earned a 
bachelor’s degree and engaged in additional early 
childhood or PK-3 training. Others require only a Child 
Development Associate (CDA) certificate.4 A majority of 
states require no more of private center program PK 
teachers than having earned a simple high school 
diploma.5 
 
Defining the PK-3 workforce is a difficult task given the 
vast number and types of environments, programs, and 
teachers for young children. For the purposes of this 
paper, the PK-3 workforce is comprised of early 
educators who teach children ages three to eight and in 
programs that are school-based or focused on improving 
school readiness of children. Examples include teachers in 
kindergarten, first, second or third grade, Head Start and 
state-funded PK programs. Privately funded PK programs 
may also qualify. Though a private program may be 
center-based, such a program may very well serve as a 
child care center and not a PK program. It is important to 
note that many data sources do not make this distinction.     
 
NCLB Early Education Teacher Quality Standards 
 
NCLB constitutes the federal government’s first broad 
attempt to regulate teacher quality. But it does not 
regulate teacher quality in most PK programs, nor does it 
require integrated PK-3 training of early educators. This 
is to be expected, as federal and state policy makers have 
traditionally viewed PK experiences separately from K-12 
education.   
 
NCLB requires that all K-12 teachers of core academic 
subjects be “highly qualified” by the end of the 2005–
2006 school year.6 According to the statute, highly 
qualified teachers are those who: 
 

(1) have earned a bachelor’s degree, 
 
(2) are fully licensed or certified by the state, and 
 
(3) are competent in every core academic subject that    
      they teach. 

 

States determine whether competency has been 
demonstrated in two key ways. Teachers may be deemed 
competent if they have completed an undergraduate major 
degree program in the relevant core academic subject 
taught. Alternatively, teachers may be deemed competent 
if they have passed a state test or “High, Objective, 
Uniform State Standard of Evaluation” (HOUSSE) for the 
relevant subject taught. Each state develops its own 
standards for HOUSSE assessments, which require 
different combinations of subject knowledge, teaching 
experience, and professional development. Current 
teachers can use the HOUSSE alternative to demonstrate 
competence in a subject area without having to take a test 
or undergo additional training.7  
 
NCLB funding is contingent upon states submitting an 
annual report, detailing the qualifications of its teachers 
and progress made toward ensuring a 100 percent highly 
qualified teacher workforce.8 NCLB, however, does not 
require states to include PK teachers when calculating 
teacher quality statistics, unless “[the] state includes early 
childhood [education] or pre-kindergarten as part of its 
elementary and secondary school system.”9 Irrespective of 
state law, if a local school district chooses to use NCLB 
funding for a local program, then that school district’s 
relevant PK teachers are subject to the law’s general 
teacher quality requirements. 
 
Of note, NCLB’s teacher quality standard does not 
address what is meant by core academic subject for early 
childhood educators. Essentially, NCLB is silent on the 
specifics of PK educator quality, and does not begin to 
address successful integration of PK and elementary 
school teacher quality standards. As a result, NCLB 
provides no assurance that all early educators have the 
necessary knowledge and skills to engage children from 
PK through grade 3. 
 
State, Head Start, and Private Program Early Education 
Teacher Quality Standards 
 
State-funded PK programs not subject to NCLB standards 
have a range of minimum training requirements. 
Requirements vary across states and even within some 
states that fund more than one PK program. In certain 
states, such as Arizona, Colorado, and Virginia, only a 
CDA certificate is required. In others, such as Illinois, 
Maryland and Texas, a bachelor’s degree in early 
childhood education or a related field is required. 
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Of 38 states with PK initiatives in 2004–2005, 15 required 
a bachelor’s degree and specialized training in early 
childhood education as prerequisites for teachers in a 
state-funded PK program.10 The remaining states required 
lesser qualifications.11 
 
Head Start programs have lower teacher quality 
requirements than state programs with the highest PK 
teacher entry standards. Head Start’s reauthorization in 
1998 required that at least half of Head Start teachers 
nationwide have at a minimum an associate’s degree in 
early childhood education or a related field by September 
30, 2003.12 Head Start met that mandate.13 In 2005, 69 
percent of Head Start teachers held at least an associate’s 
degree, an increase from 34 percent in 1997.14 But the 
minimum credential for Head Start teachers remains a 
CDA certificate. 
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For privately supported early childhood programs, a 
majority of states have no teacher quality entry 
requirements, even for PK teachers in licensed centers. In 
these states, each private center sets its own standards for 
teachers. In a minority of other states, a minimum 

requirement for employment must be met in order to 
obtain licensure.16  
 
In 2003, only 18 states had education requirements for PK 
teachers in licensed private programs. Four of those 
required only a specific number of clock hours of training 
and no specific early childhood education coursework.17 
Most states simply required a high school diploma of 
private PK educators.18 There are a few states with higher 
standards: California and Wisconsin required some 
college coursework, while Delaware, Massachusetts, 
Michigan and New Hampshire required completion of a 
vocational child care program.19 But these states 
constitute rare exceptions. Private programs in all states 
are free to exceed the minimum state standards; however, 
the cost of employing higher-credentialed individuals is 
not insignificant and is a major factor in the current wage 
disparity between PK and K-3 educators.20 
 
THE PK-3 EARLY EDUCATOR WORKFORCE 

 
Corresponding with the pattern of varying entry 
requirements, the early educator workforce also varies 
widely in size, training, salary levels, and stability. K-3 
public school teachers represent the largest segment of the 
early educator workforce. In contrast, the large majority 
of the PK workforce is employed in private programs, 
although the number of PK teachers in state-funded 
programs is growing. PK teachers have a more diverse 
demographic profile than K-3 teachers, with Head Start 
employing the most diverse workforce. 
 
Public school K-3 teachers have the highest average 
levels of education in the early educator workforce. State-
funded PK programs tend to employ the best-educated 
early educator workforce outside of K-3 teachers, while 
teachers in Head Start and private programs are much less 
likely to hold a four-year degree. Of the approximate 
305,000 current PK teachers who do not possess a four-
year degree, 80 percent staff private PK programs. 
 
Compensation levels for early educators in state-funded 
PK programs are lower than K-3 teacher compensation 
levels. Head Start and private programs lag further behind 
in wages and benefits. The provision of generally higher 
wages and benefits to teachers in state-funded PK 
programs has helped keep teacher turnover at levels 
similar to the K-12 workforce. Early educator workforce 
instability is most pronounced in private programs. 
 
PK-3 Workforce Size 
 
Statistics on the K-3 workforce are often hard to separate 
from general data on elementary school teachers. In 2005, 
161,690 kindergarten teachers were employed in public 
elementary schools and 1,466,440 teachers were 
employed in grades 1 through 5.21 If equal numbers of 
teachers were employed at each grade level, 
approximately 1,029,500 teachers staffed grades K-3.22 
Public K-3 teachers serve almost 16 million children.23  

A “Child Development Associate” (CDA) certificate 

requires:  

 

●     120 hours of classroom training in early                  

         education;  

●      480 hours of direct experience with young       

         children; and 

●      demonstrated proficiency in early childhood   

        education as per a performance-based    

        assessment. 

 

A CDA performance-based assessment consists of a 

written and oral examination and required 

competency portfolio, including feedback from 

supervisors and parents. 
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From 2001 to 2004, the student population enrolled in 
state-funded PK programs increased by 16 percent, 
reaching more than 800,000 students in the 2004–2005 
school year.24 When staff to child ratios and the 
enrollment numbers in each state program are considered, 
the New America Foundation estimates approximately 
94,500 teachers staffed state PK programs in 2004–
2005.25 
 
There were 48,512 Head Start classrooms in 2001–2002, 
a number that increased slightly to 49,235 classrooms in 
2004–2005.26 Almost 900,000 children are enrolled in 
Head Start each year.27 The Head Start Bureau does not 
publish statistics on the number of teachers employed by 
the program, but the National Institute for Early 
Education Research (NIEER) has estimated the number of 
Head Start teachers to be around 50,000 in recent years.28 
 
Early childhood educators working in private programs 
are difficult to track with certainty given the absence of 
infrastructure in the field. Private program statistics often 
include both child care centers and PK programs. A 2004 
study, however, estimated that 352,447 teachers were 
working in private early childhood centers.29 
Approximately 4.8 million children ages three to five 
were enrolled in center-based programs in 2001.30   
 
In sum, the New America Foundation estimates the PK-3 
teacher workforce to number approximately 1.5 million 
when considering public K-3 teachers, state-funded PK 
program teachers, Head Start teachers, and private center-
based PK teachers. 
 
Demographics 
 
K-3 public school teachers are predominantly female and 
white. A 2001 National Education Association survey 
found that 90 percent of public school teachers were 
white, five percent were African-American, and five 
percent reported being of Hispanic origin.31 The 
demographic profile of kindergarten teachers is even less 
diverse: in 1998, 98 percent were female and 98 percent 
were white.32    
 
Although PK teachers are also overwhelmingly female, 
the PK workforce is more diverse than the K-3 workforce. 
In state PK programs, 62 percent of PK teachers are 
white, 17 percent are African-American, and 10 percent 
are Hispanic.33 The Head Start teacher demographic is 
even more varied: 47.5 percent of Head Start teachers are 
white, 35 percent are African-American, and 6.4 percent 
are Hispanic.34 While there is little comprehensive 
demographic information on the private PK workforce, a 
study led by Gitanjali Saluja of the National Institute for 
Child Health and Human Development estimated that 
teachers in private non-profit, religious, and for-profit 
programs are approximately 80 percent white, 5 to 10 
percent African-American, and 3 to 8 percent Hispanic 
teachers.35 The PK workforce is more reflective than the 
K-3 workforce of the population of children ages three to 

eight, which is approximately 65 percent white, 13 
percent black, and 18 percent Hispanic.36  
 
Educational Attainment 
 
Virtually all K-3 teachers have complied with the NCLB 
teacher quality provision requiring teachers to have 
earned a bachelor’s degree. Of public elementary school 
teachers, 40 percent have earned a master’s degree and 1 
percent have earned a doctorate.37 
 
In 2004, 73 percent of teachers in state-funded PK 
programs held at least a bachelor’s degree. Of teachers 
without a bachelor’s degree, approximately half had 
earned an associate’s degree whereas half had only 
completed high school.38  
 
Head Start still lags behind state PK and K-3 programs in 
the employment of teachers with a four-year degree. In 
2004, only 34 percent of Head Start teachers held a 
bachelor’s degree.39 National figures, however, mask 
regional variation in Head Start teacher degree levels. 
Less than 50 percent of teachers in 2002 held an 
associate’s degree in three Head Start regions located in 
the South and Midwest, with one region at only 40 
percent. In the region with the most highly educated 
workforce (Region 2—which includes New Jersey, New 
York, Puerto Rico and the Virgin Islands), 76 percent of 
Head Start teachers held an associate’s degree.40 
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Adapted from various sources41 

 
Of note, private center-based programs have experienced 
a decline in the educational attainment of their teachers. 
Approximately 30 percent of private PK program teachers 
held a four-year college degree or higher in 2004, a 
decline from 43 percent in 1983.42 Only 25 percent of 
younger teachers, ages 26 to 36, held a degree in 
comparison to 36 percent of teachers ages 40 to 50, and 
43 percent of teachers over 50.43 
 
In sum, the New America Foundation estimates that 
approximately 80 percent of the current PK-3 teaching 
workforce holds a bachelor’s degree. Of PK teachers in 
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particular, 39 percent of the PK teaching workforce holds 
a four-year degree. Approximately 305,000 current PK 
teachers do not possess a bachelor’s degree. Some 80 
percent of those teachers staff private PK programs. 
 
Salary Levels 
 
In 2005, the median salary for elementary school teachers 
was $47,203, comparable to the median salary for 
kindergarten teachers, which was $47,285.44 In state PK 
programs, teachers worked an average of 36.8 hours a 
week at a median hourly wage of $19.18 per hour, which 
equated to a median salary of $30,998.45 
 
Head Start and private programs offer much lower 
compensation levels on average than K-3 and state PK 
positions, particularly those formally linked to public 
schools. The average salary of Head Start teachers was 
only $24,608 in 2005. Head Start teachers with a 
bachelor’s degree earned only $26,522 on average.46 
Wages have been increasing slightly over time for Head 
Start teachers: the current average salary has risen from 
$21,287 in 2001 but remains comparable to the $24,211 
average in 2004.47 
 
Private center-based teachers earned a median wage of 
only $10 per hour in 2004.48 If private PK teachers work 
similar hours to state-funded PK teachers, an average of 
36.8 hours a week for 44 weeks a year, their median 
annual salary would be approximately $16,200.  
 
One recent study by the Economic Policy Institute took 
into account the highly female nature of the early 
education workforce and compared those earnings to the 
average earnings of female college graduates ($19.23 per 
hour in 2004).49 Compensation levels for teachers in 
private centers have not improved at rates equivalent to 
those of the rest of the female workforce. In 1983, their 
median wage was 55 percent of female college graduates’ 
median wage; in 2004, it had decreased to 52 percent.50 
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Turnover 
 
Teacher turnover for the K-12 workforce averaged 16 
percent between the 1999–2000 and 2000–2001 school 
years. This includes the 8 percent of teachers that 
transferred to a different school and the 8 percent of 
teachers that left the teaching profession.52 
 
The 2002 Center for the Childcare Workforce (CCW) 
study surveying five states found that annual turnover in 
state-funded PK programs averaged 12 percent, ranging 
from a low of 4 percent in California to a high of 24 
percent in Texas.53 
 
In 2004, the Head Start teacher annual turnover rate 
equaled 15 percent. Of teachers who left Head Start in 
2004, 28 percent report they left for other early childhood 
education jobs with better compensation and benefits, 
while fewer—20 percent—left for another occupational 
field.54 
 
The 2002 CCW study also found that private program 
annual turnover averaged 29 percent.55 According to 
CCW, the private PK system is serving as a training 
ground for unqualified teachers who use private programs 
to become qualified and later move into public 
programs.56 As class size is reduced in K-3 elementary 
schools and more early childhood-trained teachers are 
needed in both K-3 and state-funded PK programs, 
teacher instability in private programs may grow in the 
coming years. 
 
PK-3 EARLY EDUCATORS: PRE-SERVICE 

PREPARATION & IN-SERVICE TRAINING 
 
There are two ways that early childhood educators 
develop the knowledge and skills they need to work with 
young children: through pre-service education (i.e. before 
a future teacher enters the field) and in-service training 
(i.e. continuing education for teachers working in the 
field). Pre-service preparation includes coursework and 
clinical internships toward a degree in early childhood 
education. Examples of in-service training opportunities 
include education toward the CDA credential, 
conferences, workshops, other coursework at institutions 
of higher education, instructional supervision and 
mentoring. 
 
CURRENT STATE OF PRE-SERVICE PROFESSIONAL 

PREPARATION 
 
It appears the pre-service preparation programs chosen by 
early education candidates are affected by the hiring 
standards of programs that employ PK-3 teachers, as well 
as other issues, including affordability and prior work 
experience. Differing expectations of employers lead 
candidates to pursue varied pre-service experiences. 
Reflecting the many options for future early educators, 
Title II of the Higher Education Act of 1965 (HEA) 
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provides federal funding for a variety of early education 
pre-service activities.  
 
Funding Support for Pre-Service Professional Preparation 
 
Under Title II of HEA, states and partnerships of local 
education agencies and institutions of higher education 
compete for $60 million a year in “Teacher Quality 
Enhancement Grants.”57 State grants can be used for 
activities, such as implementing institution of higher 
education teacher preparation accountability systems or 
improving teacher certification requirements. Partnerships 
can use funds for scholarships that recruit high-quality 
teachers to teach at high-poverty schools or in-service 
professional development activities. Title II of HEA 
specifically provides that partnerships can include PK 
programs, but does not require their inclusion or 
integrated PK-3 professional preparation. 
 
In addition to targeting teacher preparation program 
quality, Title IV of HEA provides over $200 million a 
year in student loan forgiveness to students who become 
full-time teachers at low-income schools or in subject 
areas such as special education, math, science, foreign 
language, and bilingual education.58 Up to 100 percent of 
Perkins loan debt may be forgiven over five years.59 
Stafford loan forgiveness requires five years of full-time 
teaching after which time the government will forgive up 
to $5,000 for teachers in low-income schools, and up to 
$17,500 for math, science, and special education teachers 
in low-income schools.60 Head Start staff members are 
eligible for loan forgiveness as well, but PK teachers are 
eligible only if the state identifies the PK program as part 
of its elementary education system.61  
 
Pre-Service Professional Preparation of PK-3 Teachers 
 
For pre-service professional preparation provided by 
institutions of higher education, there are national 
standards meant to ensure a consistent level of quality: 
The National Association for the Education of Young 
Children (NAEYC) developed pre-service standards, 
revised in 2001, which professional preparation programs 
in institutions of higher education must meet in order to 
become accredited. NAEYC’s assessment system is 
performance-based and peer-reviewed. 
 
NAEYC’s and the National Board for Professional 
Teaching Standards’ (NBPTS) pre-service standards are 
focused on teacher knowledge, skills, and dispositions. 
NAEYC’s standards emphasize five areas: knowledge of 
child development, understanding and valuing family and 
community relationships, using assessment responsibly, 
knowing how to teach young children, and professional 
responsibility. NBPTS’ PK-3 standards include 
understanding children’s backgrounds and learning how 
to integrate the curriculum across disciplines.62  
 
NAEYC accredits associate’s, bachelor’s and graduate 
degree programs. In Spring 2006, NAEYC launched the 

first accrediting body for early childhood education 
associate’s degree programs. As of October 1, 2006, there 
were five accredited associate degree programs.63 The 
number is expected to rise as programs apply for 
accreditation.   
 
At the bachelor’s and graduate degree level, NAEYC 
collaborates with the National Council for the 
Accreditation of Teacher Education (NCATE) to 
recognize and accredit programs. NAEYC and NCATE 
jointly determine whether programs and institutions 
deserve accreditation. In recent years, nearly 225 
bachelor’s and graduate degree programs, approximately 
60 percent of those that applied for accreditation, were 
found to meet all necessary standards.64   
 
NAEYC’s and NBPTS’s standards appear to represent a 
desirable, high-standard for teacher quality. Researchers 
at the National Center for Early Development and 
Learning have found for example that “children made 
academic gains in classrooms where the teacher engaged 
them in interactions that encouraged communication and 
reasoning, was sensitive and responsive in her or his 
interactions with children, and constructed an atmosphere 
of respect, encouragement, and enthusiasm for 
learning.”65  
 
Separate from voluntary PK pre-service preparation 
standards, NCLB attempted to bring a measure of 
uniformity to the pre-service preparation process for K-3 
educators by establishing a “highly qualified teacher” 
definition. But a flexible statutory definition and lax 
Department of Education implementation have 
undermined the goal. NCLB and the Department allow 
states to use “high objective uniform state standards of 
evaluation,” or HOUSSE assessments, to determine 
competency. States have embraced low HOUSSE 
standards in order to expand their pools of “high-quality” 
teachers.66 In 2004, 39 states had approved a HOUSSE 
plan. An assessment by the National Council on Teacher 
Quality assigned a grade of “C” or lower to 30 of the state 
plans based on their poor quality and low rigor.67 
 
Capacity of Colleges of Education to Train PK-3 Early 
Educators 
 
There is reason to suspect the quality and capacity of 
colleges of education in general. Numerous reports have 
documented the low quality of schools of education.68 A 
recent study by Arthur Levine, President of the Woodrow 
Wilson National Fellowship Foundation, for example, 
found colleges of education have low standards for 
admission and graduation. The verbal and quantitative 
GRE scores for college graduates entering elementary 
education programs between 2001 and 2004 were 96 
points below the national mean. Levine also found that 
teacher candidates’ clinical experience is limited and not 
well incorporated into coursework requirements. Of 
15,468 teacher education alumni surveyed in the study, 76 
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percent had only one semester or less of student teaching 
experience.69   
 
Diane Early and Pam Winton from the National Center 
for Early Development and Learning (NCEDL) conducted 
a national survey of over 1,200 colleges of education that 
reported housing early childhood teacher preparation 
programs. Early and Winton found that early childhood 
programs had a 60 percent higher student to full-time 
faculty ratio than parent institutions of higher education. 
In addition, 54 percent of the faculty at early childhood 
programs was part-time, in comparison to 45 percent of 
the faculty at the parent institutions.70 While most 
institutions had associate’s degree tracks, only 40 percent 
offered a bachelor’s degree in the early childhood field.71   
 
Once they enter the classroom, early educators report a 
lack of preparation in specific areas as well. In a study of 
New Jersey’s state-funded PK program, for example, over 
half of early educators reported that they did not feel 
adequately trained to work with limited English-proficient 
or special needs children.72 In the 2004–2005 school year, 
14 percent of K-12 students were limited English-
proficient (LEP) in Abbott districts.73 Approximately 8 
percent of students in Abbott PK programs had individual 
education plans.74  
 
College of education accountability outcome measures are 
more disheartening than input indicators. In general, the 
college of education accountability system operated by 
Title II of HEA is widely recognized as ineffective. The 
2005 Teacher Quality Report from the Secretary of 
Education notes that Title II of HEA required reporting of 
“pass rates” continues to be an unreliable indicator of the 
quality of teacher preparation programs. According to the 
Secretary’s report, the minimum passing score is often set 
lower than the national median score.75 The current 
national pass rate is 95 percent.76 Of more than 1,300 
teacher preparation schools in the U.S. in 2004, only 20 
were identified as “at risk of being low performing” or 
“low performing,” according to the Title II of HEA 
accountability standard.77  
 
Other Educational Pathways For PK Teachers 
 
There are a variety of opportunities for PK teachers to 
undergo pre-service professional preparation outside of 
four-year colleges of education. Two-year community 
colleges offer early childhood classes toward an 
associate’s degree or CDA certificate. Specialized 
education schools provide options such as graduate-level 
programs in early childhood development. Universities 
also have departments of child and family development 
that prepare students to teach in PK programs. The 
University of Georgia, for example, offers undergraduate 
and graduate degrees in child and family development 
that qualify students to enter PK classrooms. 
 
Early educators are often non-traditional learners and 
two-year community colleges can be an appealing starting 

point for them because they offer more for-credit 
coursework options, flexible locations and class times, 
and lower tuition.78 However, articulation agreements for 
early education programs across two-year and four-year 
institutions are for the most part poorly-developed.79 This 
makes the transfer process difficult and can prevent early 
educators from receiving credit for previous classes. The 
lack of articulation discourages movement from CDA or 
associate’s level programs to bachelor’s programs.80   
 
In summary, several professional organizations have 
developed pre-service professional preparation standards 
that are valuable for identifying effective teacher skills. 
NAEYC’s accreditation process has been successful in 
identifying high-quality early childhood teacher 
preparation programs. The federal government’s attempt 
to regulate pre-service professional preparation through 
NCLB did not succeed in standardizing quality across 
states. Nationally, early educators would benefit from 
more flexible, high-quality pre-service training 
opportunities. Finally, many colleges of education are not 
accredited and cannot be certified as offering students 
high-quality professional preparation, adequate degree 
options, or early education courses that prepare them for 
the challenges posed by diverse classroom settings. 
 
CURRENT STATE OF IN-SERVICE TRAINING 

 
Significant federal funding for in-service professional 
development is available through Title II of NCLB for 
teachers in K-12. Head Start and some states provide 
funding for in-service training, often towards reaching 
higher education childhood degree requirements. Yet 
despite substantial funding, research on professional 
development is often not put into practice by states. 
Surveys show there is a greater emphasis on hours served 
than quality or content.81 Head Start has been the most 
successful in providing its teachers with effective high-
quality in-service training opportunities.82 
 
Funding Support for In-Service Training 
 
Title II of NCLB makes available to states and local 
school districts over $3 billion in funding each year for in-
service training. Recipients have virtually unlimited 
flexibility in their use of funds. Title II of NCLB does not 
specify whether education agencies or agency-higher 
education institution partnerships can or must include PK 
teachers in training activities, much less that training be 
integrated for educators PK through grade 3. 
 
There is a small amount of dedicated NCLB funding for 
in-service training of early educators. Subpart 5 of Title 
II, Part A of NCLB, championed by Senator Chris Dodd 
(D-CT), authorizes specific teacher training programs, 
including one for early childhood educator professional 
development. In fiscal year 2006, the program awarded 
$15 million in competitive grants to partnerships that 
included state and local education agencies, Head Start 
agencies, institutions of higher education, and other 
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organizations with experience in early education pre-
service training. Grantees used funds for a range of 
professional development activities that specifically 
support early childhood educators in high-poverty 
communities, such as a partnership between a university 
and an early childhood program to provide classes to 
early educators on children with disabilities, behavioral 
challenges, or limited English proficiency. Of 126 eligible 
applications, five grants were awarded in fiscal year 2006, 
averaging $3 million each.83 
 
After its 1990 reauthorization, Head Start began 
dedicating a portion of new funds to in-service training. 
Initially one in three new dollars—that is funds allocated 
above the 1990 aggregate level—were dedicated to in-
service training of Head Start personnel. Today, it is one 
in eight new dollars that must be dedicated.84 The amount 
dedicated to in-service training has fluctuated annually as 
appropriated amounts have changed. In 1997, Head Start 
received $412 million more than the previous year, with 
one in three new dollars (approximately $137 million) 
dedicated to in-service training.85 In 2006, Head Start 
received no new programmatic funding (in fact, funding 
was cut by $55 million from the previous year) voiding 
the dedicated stream of in-service training dollars.86 
However, as a result of dedicated funding, Head Start 
provides more and better in-service training than most 
pre-school programs.  
 
A number of states have started their own in-service 
training initiatives, most of which provide scholarships 
for professional development activities to early educators 
working in private centers. In 2003, 23 states funded a 
Teacher Education and Compensation Helps (TEACH) 
initiative, ten more than four years earlier. TEACH 
provides scholarships to personnel already working in the 
early childhood field to continue their education. The 
program aims to link professional development with 
increased compensation. Participants are eligible for a 
bonus or raise after completion of their training. 
Participants are not required to pursue a specific program 
or attain a college degree, although it is the ultimate 
objective of the program.87 
 
One state in particular has followed a promising path to 
improving early educator quality. The New Jersey 
Supreme Court’s holding in Abbott vs. Burke charged the 
state with implementing specific reforms in the 30 poorest 
school districts. These reforms included the first court-
mandated PK program for three- and four-year old 
children. The state has fully funded Abbott programs in 
most districts at almost $13,000 per student, and 70 
percent of approximately 55,000 eligible children were 
enrolled in 2005–2006.88 The Abbott court stated that PK 
programs must be “well-planned” and “high-quality.” In a 
follow-up case in 2000, the New Jersey court elaborated 
that “high-quality” programs required teachers with 
bachelor’s degrees and early childhood or PK-3 
certification. In response, the state created a scholarship 
program that provides tuition assistance of up to $5,000 a 

year for in-service training towards a bachelor’s degree or 
PK-3 certification.89 Almost 100 percent of PK teachers in 
the Abbott districts have achieved the mandated 
qualifications.90 
 
In-Service Training Quality and Requirements 
 
Optimal in-service training for early educators requires 
PK-3 teacher collaboration on standards, curriculum, and 
assessment.91 PK-3 in-service training develops the 
knowledge and skills required to teach all four grades. 
This comprehensive approach to professional 
development helps teachers align PK experiences with the 
skills needed to succeed in elementary school and enables 
them to better prepare their students for transitions 
between grades.92 
 
But as with professional standards for pre-service 
training, standards for early education in-service training 
are voluntary and broad. There is a consensus among 
early educators that in-service training is essential to 
improving the quality of the workforce, but the amount 
and type of in-service training remain open to debate. 
 
Researchers have formed a consensus on what constitutes 
effective in-service training. A 2000 longitudinal study 
commissioned by the U.S. Department of Education 
found that in-service training was ineffective when it 
occurred as a one-time workshop, without follow-up, and 
absent classroom implementation feedback. Professional 
development was most valuable when it was on-going, 
on-site, and involved observation and evaluation of actual 
teacher-child interaction and classroom activities. The 
study found that participation of teachers from the same 
subject, grade, or school improved the experience.93 
Research on early education in-service training echoes 
these findings. A 1999 study by the High/Scope 
Educational Research Foundation found that effective in-
service training for early educators requires sustained, on-
site activities combined with mentor evaluation and 
feedback.94 
 
K-3 In-Service Training 
 
Most states require some amount of in-service training for 
K-3 teachers to maintain licensure and most teachers 
participate, but the content of in-service training is poorly 
regulated. In 2001, 45 states included a specific number 
of hours of professional development in their re-licensure 
conditions.95 A national survey conducted in 1993–1994 
estimated the participation level of public school teachers 
in some type of in-service training to be 96 percent.96 
State and local education agencies, however, rarely take 
into account the quality of these activities. Of the 45 
states that have professional development requirements, 
35 do not control the type of activity, only the number of 
clock hours.97 
 
In most states, teachers can count almost any type of 
learning experience towards their clock hour requirement. 
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Over 80 percent of the in-service training that teachers 
encounter is sponsored by school districts. Given time and 
funding constraints, school districts often only offer one-
time workshops that do not require active participation, 
on-site practice, and sustained feedback opportunities.98 
 
Early education in-service training 
 
State-funded PK teachers may be subject to K-3 in-
service training requirements if a state requires that PK 
teachers obtain state licensure. Otherwise, each program 
determines its in-service training requirements. Often 
there is no formal requirement. In order to meet the 
minimum quality benchmark issued annually by NIEER, 
programs must require teachers to engage in at least 15 
hours of professional development every year. Of the 38 
states with PK programs in 2004–2005, 33 met this 
standard in at least one program, and 30 met the standard 
in all state programs.99 State PK teachers reported an 
average of 32.9 clock hours of in-service training.100   
 
Spurred by its dedicated funding stream for professional 
development, Head Start has had more success 
implementing in-service training opportunities than other 
early education programs. The High/Scope Educational 
Research Foundation reports that Head Start teachers 
engage in an average of 62 hours worth of professional 
development activities each year, whereas public school 
teachers average 45 hours and private program teachers 
average only 27 hours.101 High/Scope also concluded that 
the nature of Head Start’s in-service training was 
superior. Head Start programs use in-house personnel 
familiar with local teachers and needs and provide ample 
opportunity for feedback from supervisors.  
 
Private early education programs establish their own in-
service training standards. Most have no in-service 
training requirement. Training typically occurs only as per 
a private program leader or teacher’s individual 
initiative.102 
 
In summary, most states include some amount of in-
service training in re-licensure requirements for K-3 
teachers, but they do not regulate content or quality of 
activities. Participation by the rest of the early education 
workforce is normally voluntary and depends on each 
program’s commitment to professional development. 
Head Start has been the most successful in providing its 
teachers with high-quality training opportunities that are 
on-site and provide sustained feedback. 
 
RESEARCH ON PK-3 TEACHER QUALITY 

 
The uneven nature of teacher quality entry and 
consequently professional development standards across 
early education programs nationwide contributes to 
widely unequal outcomes for children involved in such 
programs. A simple assumption is that improved and 
equalized teacher quality standards would lead to 
improved and equalized child outcomes. But research 

regarding minimal entry standards is complicated and 
provides conflicting findings. The mixed picture has led 
to sustained debate about what if any teacher 
qualifications should be required of PK-3 teachers. 
 
K-3 Teacher Quality Research 
 
Independent analysis of regulated K-3 teacher 
characteristics, such as years of post-secondary education, 
suggests a small association with improved classroom 
results. However, according to a study of third grade 
classrooms conducted by the National Institute for Child 
Health and Human Development Early Care Research 
Network, when other factors are considered, the 
relationship does not hold.103 “It appears that features of 
formal educational settings under regulatory control have 
little or no relation to observations of the classroom 
environment.”104 According to an analysis by Dan 
Goldhaber of the Urban Institute, “Only about 3 percent 
of the contribution teachers made to student learning was 
associated with teacher experience, degree attained, and 
other readily observable characteristics.”105 
 
PK Teacher Quality Research 
 
The body of research on the relationship between early 
educator credentials and training and child outcomes is 
extensive, but inconclusive. Older studies of child care 
environments hold essentially that more pre-service, post-
secondary education yields higher-quality classrooms and 
improved outcomes. However, other studies have 
questioned the role of factors beyond education 
attainment. The National Academy of Sciences 
recommends a bachelor’s degree and specialized training 
for new PK teachers, while recent research holds that in-
service training and other learning environment 
characteristics are more influential to child outcomes than 
pre-service credentials. 
 
The National Child Care Staffing Study (NCCSS) 
analyzed child care quality at centers in metropolitan 
areas of the United States. The survey established links 
between staff wages, staff stability and program 
quality.106 NCCSS also examined the relationship 
between teacher characteristics, classroom quality, and 
child outcomes. NCCSS found that teachers with higher 
levels of education interact more effectively with 
children.107 Children in programs with more “appropriate 
care giving” (i.e. sensitive, attached, actively involved 
with children, avoiding harsh interactions—qualities 
measured by assessments like the Caregiver Interaction 
Scale (CIS) and the Early Childhood Environment Rating 
Scale (ECERS)) scored higher on language assessments 
and showed other positive non-academic outcomes.108  
 
Controlling for other factors, NCCSS did not find clear 
differences between the improved classroom quality and 
child outcomes for student in classrooms led by a teacher 
with a bachelor’s degree as opposed to those led by 
teachers with an associate’s degree.109 But, it does appear 
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that early educators with post-secondary training are more 

likely to have or exercise the skills associated with 
preferred child outcomes than educators with vocational 
or high school training.110 
 
The Cost, Quality and Child Outcomes Study (CQCO) 
analyzed child care quality in a random sample of 400 
centers in four states and reached similar findings to 
NCCSS.111 Classroom quality (again as measured by the 
ECERS and CIS) was deemed higher in environments led 
by a teacher with a bachelor’s degree.112 But teacher 
education was not singularly correlated with classroom 
quality. Teacher experience, salary, and class size also are 
related to classroom quality.113 CQCO found that teachers 
with an associate’s or bachelor’s degree were more 
sensitive toward their students than teachers with other 
credentials, and those with a bachelor’s degree and 
additional early childhood education training were most 
sensitive overall.114 More important, children in 
classrooms led by educators with at least an associate’s 
degree had higher scores on verbal assessments.115 
 
In 2000, the National Academy of Sciences Committee on 
Early Childhood Pedagogy was charged by the National 
Research Council with the task of reviewing available 
literature on early childhood teaching and learning, a field 
much larger than simply the NCCSS and CQCO. 
Specifically, the Committee was asked to distill the 
existing knowledge base and recommend practices for 
early education programs and teacher training. The 
resulting report, Eager to Learn made the following 
finding about early childhood education: 
 

The professional development of teachers is 

related to the quality of early childhood 

programs, and program quality predicts 

developmental outcomes for children. Formal 

early childhood education and training have 

been linked consistently to positive caregiver 

behaviors. The strongest relationship is found 

between the number of years of education and 

training and the appropriateness of a teacher’s 

classroom behavior.116  
 
Eager to Learn recommended that “each group of 
children in an early childhood education and care program 
should be assigned a teacher who has a bachelor’s degree 
with specialized education related to early childhood.”117  
 
Economist David Blau of the University of North 
Carolina reexamined CQCO and NCCSS data using 
additional efforts to attempt to control for the effects of 
previously unanalyzed differences in center quality. His 
analysis confirmed the previous research finding, that 
generally speaking, more teacher education is better.118 
However, when controlling for unanalyzed differences in 
center quality, such as curriculum, philosophy, leadership 
skills of the director, pay and benefit schedule, Blau 
found the importance of teacher education beyond high 
school to be less significant than the role of in-service 

training.119 Blau argues that the “more education is better” 
conclusion of NCCSS and CQCO may not be the 
appropriate guiding principle for teacher quality standards 
and that in-service training for early educators may be the 
most important focal point.120 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
According to researchers at the NCEDL, teaching 
credentials are not consistently related to classroom 
quality or improved language scores for children in pre-K 
classrooms.121 NCEDL has found that higher levels of 
teacher education lead to improved mathematics scores 
for children, but a bachelor-degreed teacher led classroom 
does not contribute improved skills or scores in other 
academic areas.122  
 
Like Blau, NCEDL researchers noted the importance that 
training can have in classroom quality. According to 
NCEDL, early childhood education teachers with lower-
level credentials (i.e. an associate’s degree or less) are 
able to create high quality environments and practices 
when they work with mentors and supervisors who 
“encourage reflection on practice.”   
 
A recent study, led by researchers from the Center for 
Advanced Study of Teaching and Learning at the 
University of Virginia, examined teacher characteristics 
and program quality in state-funded PK programs. They 
found little to no relationship between teacher 
characteristics and classroom quality. “The highest 
quality classrooms and poorest quality classrooms did not 
differ from one another on regulated features of programs 
like teacher education / certification.”123  
 
Debate continues on the exact value of teacher 
certification requirements. But taken together, the 
research seems to suggest that a bachelor’s degree is a 
highly-desirable certification due to the statement it 
makes about a teachers attitude and desire to teach. The 
optimal, as opposed to minimal, standard for PK-3 teacher 
quality is possession of a bachelor’s degree with an early 
childhood education specialization and continuing 
obligation to participate in on-site, sustained, in-service 
professional development activities that prepare educators 
to teach children in grades PK through 3. Ideally, teachers 
know about what they teach and how their children learn 
and continue to improve their skills over time. Obtaining 
a bachelor’s degree with early childhood certification is a 

“Even if the entire early learning workforce had 

a four-year degree, it would still not be enough 

to ensure classroom quality and positive child 

outcomes, unless they also have some specialized 

training in early childhood development and how 

young children learn.” 

 

Jane Knitzer and Lisa Klein, National Center for 

Children in Poverty 
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means, but not a guarantee that this will occur, nor the 
sole means to ensuring a qualified teacher.  
 
RECOMMENDATIONS 

 
PK teacher quality requirements vary widely across state 
and federal early education programs and are separated 
from elementary school requirements. These divisions 
lead to inefficient efforts at the PK level and a damaging 
lack of coordination between PK programs and 
elementary schools. New and existing federal-state 
partnership programs can set a new standard of early 
educator quality that will foster improved child outcomes 
through effective instruction and increased alignment 
from grades PK through three.  
 
In general, federal educational policy should promote 
linkages between different educational levels. PK 
programs should be considered and supported in 
legislation that governs K-12 and post-secondary 
education. The development of a coordinated, seamless 
PK-16 system of education should be a priority for federal 
policy makers. The following are specific 
recommendations to further that goal. 
 
Recommendation #1: NCLB Title V “2020 Grant” 

Funding Eligibility Should be Conditioned on 

Assurance that all PK-3 Teachers are “Highly 

Qualified Early Educators.” 
 
To reward and promote expanded access to quality early 
education programs for children in grades stretching from 
PK-3 and help close multiple achievement gaps, the New 
America Foundation proposes a new, “2020 Grant” 
partnership between federal and state governments. In 
exchange for NCLB Title V matching funds, states should 
phase-in high quality, universal PK programs aligned with 
quality elementary school programs.124 In over 15 years of 
existence, there is no evidence that the existing NCLB 
Title V block grant program systematically has raised 
student achievement.125 In contrast, a rich body of 
literature suggests high quality early education programs 
offers a cost efficient means of raising achievement over 
the long term.126 
 
Longitudinal studies of the landmark High/Scope Perry 
Preschool, Abecedarian Project, and Chicago Parent-
Child Centers indicate an essential component of a high 
quality early education program is the presence of a 
highly qualified teacher.127 Teachers in those three 
programs possessed a bachelor’s degree and specialized 
training in early education.128 Additional research 
indicates that the mere presence of early childhood 
educators with a bachelor’s degree, however, does not 
ensure high quality instruction and improved child 
outcomes. Core skills and teacher attitudes along with 
aligned instruction from grades PK through 3 support 
improved child outcomes.129 
 

As with NCLB Title I recipients, NCLB Title V 2020 
Grant recipients should be required to assure that early 
education programs are staffed with highly qualified 
teachers. Though flawed in implementation, NCLB’s two-
tiered highly qualified teacher definition offers a model 
structure. Teachers leading early education classrooms 
should be deemed highly qualified if they hold a 
bachelor’s degree in early childhood education or meet a 
separate, alternative standard indicating early childhood 
education competency. A bachelor’s degree with early 
childhood education certification is a strong indicator that 
educators have or will gain necessary core skills and 
attitudes correlated with improved child outcomes. 
 
Early educator quality, however, can be evidenced 
through other means in addition to completion of a 
bachelor’s degree in early education. Recommended is an 
alternative, supplemental certification standard for early 
educators that would function similarly to the HOUSSE 
option available to K-12 teachers under NCLB. An 
optimal early childhood competency standard would 
require a post-secondary education degree and 
performance-based demonstration of core skills and 
knowledge for teachers in PK. When combined with the 
presence of a bachelor’s degree, a PK-3 highly qualified 
designation would allow educators to move among grade 
levels, foster equity in pay scales, and increase stability in 
the early education labor force.   
 
NCLB’s current K-12 HOUSSE standard allows states to 
set their own standards for educator quality and is silent 
on PK teacher minimum standards.130 The state-by-state 
approach creates inherent inequalities. In order to avoid 
structural and implementation problems that have plagued 
the K-12 HOUSSE, the highly qualified teacher standard 
for PK-3 teachers should be set nationally. A national 
high, objective, uniform standard of evaluation (HOUSE) 
for PK-3 teacher certification in federally funded 
programs would set a clear bar for early educator quality, 
foster PK-3 alignment and teacher mobility across 
jurisdictions, and also provide an alternative pathway to 
elementary school certification. 
 
This alternative pathway would be available to 
individuals new to the profession and as a means to allow 
current early educators to demonstrate their effectiveness 
and ability to achieve improved child outcomes. The 
current early educator workforce does not possess a high-
level of credentialing, but many participants possess 
valuable skills and come from diverse backgrounds 
reflective of and valuable to the current early childhood 
student population.131 Creating a separate national 
standard for highly qualified teachers that is based upon 
skills, knowledge, and ability (and not simply a four year 
post-secondary education degree) would leave the early 
childhood education occupational field open to many 
capable, committed, and diverse current teachers in early 
education programs. 
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Further, providing highly qualified teachers certified as 
competent PK-3 in all NCLB Title V 2020 Grant 
programs will have benefits that stretch beyond the PK 
years. Aligning early educator requirements with the 
NCLB definition of highly qualified will support greater 
professional coordination with early elementary grades. 
Teachers at PK and K-3 levels will operate from a similar 
educational and professional platform. Increased 
professional equality will foster collaboration and 
communication between children’s earliest teachers. 
Extended certification will support alignment and 
coordination of curriculum across grade levels and 
thereby further children’s learning and social 
development.132 
 
But, given the difficulty that public education is 
experiencing in meeting the NCLB K-12 teacher quality 
requirements and the preparation and compensation levels 
of the existing early education workforce, requiring all 
PK-3 teachers to be highly qualified is an exceptionally 
challenging mandate for public and private providers that 
might be supported through proposed NCLB Title V 2020 
Grants. In order to focus quality improvement efforts on 
practical and effective goals, it is recommended therefore 
that a reasonable phase-in period for any minimum early 
educator standard be allowed in conjunction with a 
differentiated staffing model. 
 
A differentiated staffing approach allows lesser-
credentialed teachers to work alongside lead highly 
qualified early educators in the same classroom, 
maintaining overall quality and limiting operational costs. 
High quality standards in early childhood education 
practice limit teacher-to-student ratios to 10 to 1 or 
smaller.133 These small ratios often result in multiple staff 
teaching in the same classroom with a larger number of 
children in order to efficiently use space. The structure 
allows more than space to be used efficiently as lead 
teachers can bring the benefits of relatively high skill and 
knowledge levels to more children in a differentiated staff 
setting than if a highly qualified teacher taught alone in a 
classroom. Further, a differentiated staffing model also 
provides flexibility to early education program employers 
and cost savings without sacrificing the benefits of highly 
qualified teachers. 
 
Recommendation #2: Head Start Teacher 

Requirements Should be Aligned with a new NCLB 

“Highly Qualified Early Educator” Definition. 
 
Requiring a highly qualified teacher in PK-3 programs 
supported by NCLB Title V “2020 Grants” will also 
demand improving the credentialing of Head Start lead 
teachers. Head Start’s original purpose was not to serve 
solely as an education program, but also as part of the 
War on Poverty.134 The program has evolved to promote 
children’s cognitive development more as the 
understanding of children’s capacity to learn has changed, 
and the program should continue to evolve. To leave 
current Head Start teacher quality standards in place 

would cause Head Start programs to fall behind in quality 
to expanding state and federal PK programs designed for 
other student populations.  
 
Head Start’s past success in upgrading teacher quality 
standards when accompanied with a dedicated funding 
stream suggests it can phase-in a heightening of lead 
teacher requirements. Over a six year period from 1999 to 
2005, Head Start nearly doubled the percentage of lead 
teachers with at least an associate’s degree from 37 
percent to 69 percent.135 The program achieved that 
increase in personnel credentials, because Congress set-
aside a portion of new money—funds over the prior 
year’s funding level—as dedicated for program quality 
improvement. In 1999, Head Start programs were 
required to dedicate 60 percent of new money to staff 
quality improvement.136 Half of set-aside funds were 
dedicated toward in-service training and half were 
dedicated toward increased staff compensation and 
benefit levels.137  
 

Head Start Teacher Credential Change 
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Recommended is a reinvigorated commitment in the Head 
Start Act to heightening the credentials of Head Start 
personnel so that over time, they match heightened public 
PK-3 levels. A similar glide path and set-aside as included 
in Head Start’s 1998 reauthorization, but this time 
directed toward a new highly qualified early educator 
definition aligned with that of NCLB, would help insure 
that the most disadvantaged children are not further 
disadvantaged because they are supplied with lower-
skilled educators. For many Head Start teachers, who 
were formerly Head Start parents, if not children, it would 
also facilitate higher earnings and accelerate their 
mobility up from poverty.139 
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Recommendation #3: Reform Title II of HEA to 

Support PK-3 Certification Programs and an 

Accompanying Credential and Revise the Current 

College of Education Accountability Standard. 

 

Title II of HEA lacks focus, funding, and positive results. 
Appropriations have declined from a high of $98 million 
in fiscal year 2000 to a low of $60 million in fiscal year 
2006.140 Recommended is to focus Title II of HEA on 
supporting aligned, discrete, and effective training and 
certification programs at institutions of higher education 
and revise the current college of education program 
accountability standard. 
 
States and institutions of higher education should move 
toward achieving the high standards of teacher 
preparation recommended by non-profit organizations 
(such as NAEYC and NBPTS) that specialize in early 
education and teacher excellence to create high quality 
pre-service training programs that are tailored to meet the 
educational and developmental needs of students in PK 
and early elementary levels. Currently, certification 
programs that cover PK are often separate from and 
unequal to those which prepare teachers to teach in grades 
K-8.141 This second-class status is compounded by the 
lack of articulation between two- and four-year 
colleges.142 Title II should promote integration of PK and 
K-3 preparation and certification programs. Integrated 
PK-3 teacher preparation programs help produce teachers 
with a deeper knowledge base that will help improve 
classroom performance and help to meet the growing 
demand for highly qualified PK teachers.   
 
College of education program accountability and PK-3 
training can be improved by extending reported data to 
include not just those individuals who complete teacher 
preparation programs, but also those that begin and do not 
complete such programs. Further recommended is 
institutional reporting on the number and percentage of 
students who complete a PK-3 certification program and 
other extended disaggregation of reported data. Current 
“pass rate” data is broken down into five categories, but 
does not include information such as whether PK-3, K-3, 
K-8 or 8-12 certification is sought or achieved. Reporting 
on such will provide credibility to data that currently is 
easily manipulated, rendered without meaning, and fails 
to spur integration of training programs. Credible data 
may cause some programs to be subject to the 
accountability consequences included in the original Title 
II program, but institutions of higher education, teacher 
candidates, and children who are the students of teacher 
preparation program graduates would all benefit from real 
college of education accountability.143 
 
Recommendation #4: Reform Title II of NCLB to 

Emphasize Supporting PK-3 In-Service Training and 

Improve the Supply of Highly Qualified PK-3 Early 

Educators. 
 

States and school districts should be expressly authorized 
and encouraged to use NCLB Title II funds to finance 
early educator professional development. In-service 
training of PK educators should be aligned with K-12 
teacher professional development and specifically be 
integrated with elementary school teacher training. 
Aligning programs and funds to operate PK and K-12 
teacher training will serve to break down communication 
and cultural barriers between PK and K-12 systems and in 
turn assist in improving coordination and alignment of 
curriculum, standards, and assessment from grades PK 
through 3.  
 
As state and federal early education expansion programs 
increase in number, size, and standards, large numbers of 
highly qualified early educators will be needed to staff 
new classrooms. Colleges of education appear to lack 
capacity at present to supply fully a new cadre of highly 
qualified early educators.144 Accordingly, NCLB Title II 
should be amended to explicitly authorize and encourage 
the use of funds for the embrace of alternative pathways 
for early educator certification. Current Title II NCLB 
policy allows states to use funds to operate programs that 
expand and improve alternative pathways for teachers and 
emphasizes alternative pathways for teachers of math and 
science programs. But given the need, early childhood 
educators should be explicitly added and emphasized as a 
target for alternative pathways as well. 
 
One promising approach to the early educator quality 
issue is being offered by Teach for America (TFA). TFA 
is testing a pilot project that selects, trains, and assigns 
college graduates into early childhood education 
programs in low-income areas. Candidates with excellent 
academic records (individuals have bachelor’s degrees, 
demonstrated post-secondary achievement and leadership, 
an average SAT score of 1310, and an average college 
GPA of 3.5) are screened thoroughly before being 
selected into the pilot program and give a two-year 
commitment to working with vulnerable children in some 
of the nation’s lowest-income school districts. Upon 
selection, TFA Early Childhood Initiative candidates are 
trained in a PK-3 curriculum that emphasizes 
individualized instruction. They are trained in learning 
theory, the multiple dimensions of early childhood 
development, pre-literacy and pre-mathematics skill 
development, instructional planning and delivery, and 
assessment techniques, including work sampling and 
various observational assessments.  
 
TFA’s Early Childhood Initiative is small; it is scheduled 
to bring 600 new early educators in to the field by 2010. 
But it offers an example of just one of the many 
alternative pathways that states and school districts might 
embrace in order to expand their pool of highly qualified 
early educators. NCLB Title II financial support and 
encouragement would further similar decentralized efforts 
nationwide.145 
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CONCLUSION 

 

Currently, there is an uncoordinated system of early care 
and education nationally. Federal, state, local, and private 
early care and education programs all have their own 
characteristics and educator standards. Often these 
characteristics and standards are suboptimal.   
 
The New America Foundation submits that there is a 
federal role for harmonizing decentralized state, local, and 
private early care and education programs horizontally 
across jurisdictions and vertically across grade levels, 
particularly when it comes to teacher quality. All children 
deserve a quality teacher in grade school and PK, no 
matter their geographic or economic background. 
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