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A Message from the 
 
State Superintendent of Public 


Instruction
 

Iam delighted to present the 
California Infant/Toddler Learning 
and Development Foundations, a 

publication I believe will contribute to 
providing high-quality care and educa­
tion for our youngest children. 

The first three years are a crucial 
time of development. Research on 
brain development indicates that the 
brains of infants and toddlers are 
twice as active as those of adults. By 
the time children reach the age of 
three, they have become competent in 
at least one language, formed a sense 
of self, learned about basic concepts 
such as cause-and-effect and quantity, 
and developed numerous large- and 
small-muscle skills. 

More than half of California’s 
infants and toddlers are cared for in 
child care centers, in family child care 
homes, and by relatives or neighbors 
outside the home. Research shows that 
good care and education contribute to 
children’s social-emotional, language, 
cognitive, and perceptual and motor 
development. High-quality infant/tod­
dler programs provide children with 
caring relationships, environments, 
and materials that enrich learning 
and development. Those programs also 
develop partnerships with families to 
connect children’s home experiences 
with experiences in the infant/toddler 
setting. Partnerships with families are 
the cornerstone of culturally sensitive 

care, which is critically important for 
children’s social-emotional well-being 
and overall learning. With a goal of 
ensuring that all infant/toddler pro­
grams in California offer high-quality 
care, the California Department of 
Education collaborated with lead­
ing early childhood educators and 
researchers to develop these learning 
and development foundations. 

The foundations focus on four 
domains: social-emotional develop­
ment, language development, cognitive 
development, and perceptual and 
motor development. The foundations 
provide a comprehensive understand­
ing of young children’s learning and 
development during the first three 
years of life. 

It is my hope that these foundations 
will help all California infant/toddler 
programs to offer developmentally 
appropriate and supportive care for 
our youngest children. By fostering the 
learning and development described 
in this publication, infant/toddler 
care professionals will contribute to 
children’s well-being and lay the foun­
dation for children’s future success. 

JACK O’CONNELL 

State Superintendent of Public Instruction 
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Introduction
 

the Califor
The California Infant/Toddler 

Learning and Development 
Foundations represents part of 

nia Department of Educa­
tion’s (CDE’s) comprehensive effort to 
strengthen young children’s learning 
and development through high-quality 
early care and education. The founda­
tions describe competencies infants 
and toddlers typically attain during the 
birth-to-three-year period. In order to 
make developmental progress, young 
children need appropriate nurturing. 
Both supportive home environments 
and high-quality early care and educa­
tion programs can facilitate children’s 
attainment of the competencies speci­
fied in the foundations by providing 
safe environments and an emotionally 
secure base for active, playful explora­
tion and experimentation. 

During the infant/toddler years, all 
children depend on responsive, secure 
relationships to develop and learn. 
As stated in the CDE’s Infant/Toddler 
Learning and Development Program 
Guidelines (2007), high-quality pro­
grams offer infants and toddlers pri­
mary relationships in small groups. 
Such programs provide personalized 
care that reflects consideration for 
individual differences among children. 
Programs also develop partnerships 
with children’s families to connect 

children’s experiences at home with 
their experiences in the infant/tod­
dler program. These partnerships with 
families are the cornerstone of cultur­
ally sensitive care. Connections with 
children’s early cultural and linguistic 
experiences are critically important 
for their social-emotional well-being, 
the development of their identity, and 
learning. In addition, children may 
have a special need that requires par­
ticular accommodations and adapta­
tions. To serve all children, infant/tod­
dler programs must work to provide 
appropriate conditions for each child 
and individually assist each child’s 
movement along a pathway of healthy 
learning and development. 

Over 20 states have either developed 
infant/toddler standards documents or 
are in the process of doing so. Many of 
them have sought to align infant/tod­
dler standards with preschool learning 
standards. Because both infant/tod­
dler and preschool foundations in Cali­
fornia cover a broad range of learn­
ing and development domains, the 
term foundations is used rather than 
standards. This term was selected to 
convey that learning across all devel­
opmental domains builds young chil­
dren’s readiness for school. In essence, 
the foundations pertain to young chil­
dren’s current and long-term develop­
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mental progress. This focus is conso­
nant with the position of the National 
Association for the Education of Young 
Children (NAEYC) and the National 
Association of Early Childhood Special­
ists in State Departments of Education 
(NAECS/SDE) on early learning stan­
dards. As the position statement sets 
forth, “Early childhood is a distinct 
period of life that has value in itself 
as well as creating the foundations for 
later years” (NAEYC and NAECS/SDE 
position statement 2002, 3). 

In California, priority has been 
placed on aligning the infant/toddler 
learning and development foundations 
with the preschool learning founda­
tions in four major domains: 

•	 Social-emotional development 

•	 Language development 

•	 Cognitive development 

•	 Perceptual and motor develop­
ment 

The domains represent crucial areas 
of early learning and development that 
contribute to young children’s readi­
ness for school (National Research 
Council and Institute of Medicine 
2000; NAEYC and NAESC/SDE 2002). 
The foundations present key concepts 
in each domain and provide an over­
view of development in that domain. 
Young children can be considered from 
the perspective of one domain, such as 
social-emotional development or lan­
guage development. Yet, when taking 
an in-depth look at a single domain, 
one needs to keep in mind that learn­
ing, for young children, is usually an 
integrated experience. For example, an 
infant may make a cognitive discovery 
about cause-and-effect while making 
the connection that a cry leads to a 
comforting response from an adult. 

The foundations developed for 
each of these domains are based on 
research and evidence from practice. 
Suggestions of expert practitioners and 
examples illustrate the foundations. 
The purpose is to promote understand­
ing of early learning and development 
and guide efforts to support the devel­
opment and well-being of infants and 
toddlers. 

Overview of the Foundations 
The foundations for each of the four 

domains are listed in this section. 

Social-Emotional Development 
Domain. The social-emotional devel­
opment domain covers the following 
foundations: 

•	 Interactions with Adults: The 
child’s developing ability to 
respond to social cues from 
adults and engage in back-and­
forth social exchanges with 
adults 

•	 Relationships with Adults: The 
child’s development of close rela­
tionships with adults who provide 
consistent nurturance 

•	 Interactions with Peers: The 
child’s developing ability to 
respond to social overtures from 
peers, engage in back-and-forth 
interaction with other children, 
and, ultimately, to engage in 
cooperative play with other chil­
dren. 

•	 Relationships with Peers: The 
child’s development of relation­
ships with certain peers through 
interactions over time 

•	 Identity of Self in Relation to Oth­
ers: The child’s developing con­
cept of self as an individual who 
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operates within social relation­
ships 

•	 Recognition of Ability: The child’s 
developing understanding of the 
ability to take action to influence 
the immediate social and physi­
cal environments 

•	 Expression of Emotion: The child’s 
developing ability to communi­
cate various emotions through 
facial expressions, movements, 
gestures, sounds, or words 

•	 Empathy: The child’s developing 
ability to share in the emotional 
experiences of others 

•	 Emotion Regulation: The child’s 
developing ability to manage or 
regulate emotional responses 
with and without assistance from 
adults 

•	 Impulse Control: The child’s devel­
oping capacity to wait for needs 
to be met, to inhibit behavior, 
and to act according to social 
expectations, including safety 
rules 

•	 Social Understanding: The child’s 
developing understanding of the 
responses, communication, emo­
tional expressions, and actions of 
other people 

The many competencies covered 
by the social-emotional development 
foundations underscore the promi­
nence of this domain during the first 
three years of life. The emotional secu­
rity that infants seek to develop with 
others and their ability to interact 
effectively with both adults and other 
children support their learning and 
development in all domains. 

Language Development Domain. 
The language development foundations 
cover the following competencies: 

•	 Receptive Language: The child’s 
developing ability to understand 
words and increasingly complex 
utterances 

•	 Expressive Language: The child’s 
developing ability to produce the 
sounds of language, and speak 
with an increasingly expansive 
vocabulary and use increasingly 
complex utterances 

•	 Communication Skills and Knowl­
edge: The child’s developing abil­
ity to communicate nonverbally 
and verbally 

•	 Interest in Print: The child’s devel­
oping interest in engaging with 
print in books and in the environ­
ment 

Many early childhood experts con­
sider language development to be one 
of the greatest accomplishments in 
the first three years of life. There are 
many specific milestones and dimen­
sions of language development, such 
as phonology and syntax. As to prac­
tice, the four foundations provide a 
level of detail that is accessible to fami­
lies and infant care teachers seeking 
to enhance children’s early language 
development and communication. 

Cognitive Development Domain. 
The following foundations make up the 
cognitive development domain: 

•	 Cause-and-Effect: The child’s 
developing understanding that 
one event or action brings about 
another 

•	 Spatial Relationships: The child’s 
developing understanding of how 
things move and fit in space 
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•	 Problem Solving: The child’s devel­
oping ability to engage in a pur­
poseful effort to reach a goal or to 
determine how something works 

•	 Imitation: The child’s developing 
capacity to mirror, repeat, and 
practice the actions of others, 
either immediately or at a later 
time 

•	 Memory: The child’s developing 
ability to store and later retrieve 
information. 

•	 Number Sense: The child’s devel­
oping understanding of number 
or quantity 

•	 Classification: The child’s devel­
oping ability to group, sort, cat­
egorize, and form expectations 
based on the attributes of objects 
and people 

•	 Symbolic Play: The child’s devel­
oping ability to use actions, 
objects, or ideas to represent 
other actions, objects, or ideas 

•	 Attention Maintenance: The 
child’s developing ability to 
attend to people and things while 
interacting with others or explor­
ing the environment and play 
materials 

•	 Understanding of Personal Care 
Routines: The child’s developing 
ability to understand personal 
care routines and participate in 
them 

As the above list suggests, the foun­
dations for the cognitive development 
domain cover a broad range of knowl­
edge and skills. For infants and tod­
dlers, these various competencies are 
interwoven and develop together. As 
children move out of the birth-to-three 
period, some of the cognitive compe­

tencies become differentiated and can 
be aligned with traditional preschool 
content domains such as mathematics 
and science. In effect, infants’ and tod­
dlers’ playful exploration and experi­
mentation in the cognitive domain 
represent an early manifestation of 
mathematical and scientific reasoning 
and problem solving. 

Perceptual and Motor Develop­
ment Domain. Infants’ and toddlers’ 
perceptual and motor competencies 
are receiving increasing attention in 
research and practice. The perceptual 
and motor development foundations 
are defined as follows: 

•	 Perceptual Development: The 
child’s developing ability to 
become aware of the immediate 
social and physical environments 
through the senses 

•	 Gross Motor: The child’s develop­
ing ability to move and coordinate 
large muscles 

•	 Fine Motor: The child’s developing 
ability to move and coordinate 
small muscles 

Infant/toddler programs can foster 
children’s perceptual and motor learn­
ing and development through environ­
ments that offer safe and appropriate 
physical challenges. 

Organization of the 
Foundations 

The publication begins with a 
chapter that focuses on the first four 
months of life. Separate foundations 
in each domain were not written for 
the first four months because every 
aspect of early development relates to 
all domains simultaneously. Although 
development during the first four 
months is undifferentiated, it has a 
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profound influence on subsequent 
development in every domain. The 
chapter on the early months highlights 
the inborn behaviors that enable chil­
dren to orient toward adults and begin 
to communicate needs. At the same 
time, the chapter describes how, right 
from the beginning of life, children are 
“active participants in their own devel­
opment, reflecting the intrinsic human 
drive to explore and master one’s envi­
ronment” (National Research Council 
and Institute of Medicine 2000, 1). 

For each of the 28 foundations, 
a description is specified at three 
points of development: at around eight 
months of age, at around 18 months 
of age, and at around 36 months of 
age. In addition, behaviors are listed 
that lead to the level of competency 
described for each of those three age 
levels. The behaviors leading up to an 
age level reflect the ongoing change 
that occurs during each age period. 
At around eight months of age, 18 
months of age, and 36 months of age, 
children move to a different way of 
functioning and have different devel­
opmental needs. For most founda­
tions, the change from one age level 
(from eight months to 18 months or 
from 18 months old to 36 months) is 
quite pronounced. The foundations 
are designed to give a general sense 
of development at these three points 
along the developmental continuum. 
The subtleties of individual children’s 
developmental progress at any given 
time are presented in the CDE’s 
Desired Results Developmental Profile 
(DRDP) (2005). This teacher observa­
tion tool for infants and toddlers shows 
five or six developmental levels span­
ning the birth-to-three age range for 
outcomes that will be aligned to the 
foundations. When alignment of the 

DRDP to the infant/toddler founda­
tions is complete, the DRDP will pro­
vide additional detail about the devel­
opmental progression of a foundation. 

For each foundation at each of the 
three age levels, broad information 
on infant development summarizes 
children’s competencies. Together, the 
three descriptions define the devel­
opmental progression of a founda­
tion. Underneath each description are 
examples of possible ways that chil­
dren may demonstrate a foundation 
in a particular age range. The diver­
sity of examples gives a sense of the 
variation among infants and toddlers. 
A foundation for a particular child 
should be considered on the basis of 
how the child functions in different 
contexts—at home, in child care, and 
in the community. An individual child 
may not function like any of the exam­
ples listed under a foundation, yet she 
may already be able to demonstrate 
the level of competency described by 
that foundation. The examples suggest 
the varieties of contexts in which chil­
dren may show competencies reflected 
in the foundations. Infant care teach­
ers often think of alternative examples 
when they reflect on how a particular 
foundation applies to the young chil­
dren in their care. 

Guiding Principles 
Several guiding principles influenced 

the creation of the infant/toddler 
learning and development foundations. 
These principles stem from both devel­
opmental theory and research and 
from best practice in the infant/toddler 
care field. 

1. The family and its culture and 
language play a central role in 
early learning and development. 
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2.	  Infancy is a unique stage of life 
that is important in its own right. 
Development in infancy can be 
described by three age periods— 
birth to eight months, eight 
months to 18 months, and 18 
months to 36 months. Each age 
period is distinct, although there 
is often overlap from one to the 
next. 

3.  Infants and toddlers are compe­
tent yet vulnerable at every stage 
of development. Nurturing rela­
tionships provide the foundation 
for emotional security and opti­
mal learning and development. 

4.  Emotions drive early learning. 
Infants and toddlers are active, 
curious learners who are inter­
nally driven to interact with 
social and physical environ­
ments. Infants and toddlers learn 
in a holistic way rather than one 
domain at a time. 

5.  Early development includes 
both quantitative and qualitative 
change. With quantitative shifts, 
the infant extends or adds com­
petencies to similar existing com­
petencies. With qualitative shifts, 
the infant combines new knowl­
edge and abilities with existing 
knowledge and abilities to func­
tion in a different and more com­
plex way. 

6.  Early development reflects an 
interplay of differentiation and 
integration. For example, young 
infants typically use their mouths 
to explore all objects to learn 
about them (less differentiated 
behavior), whereas older children 
mainly use their mouth to taste 
or explore different kinds of food 

(more differentiated behavior). 
An example of integration is that 
older children may be able to 
engage in several behaviors such 
as talking, walking, and carrying 
an object simultaneously (more 
integrated behavior), whereas 
younger children may need to 
focus all of their energies on 
doing one behavior at a time (less 
integrated behavior). 

Those principles apply to the foun­
dations, curriculum planning, and 
assessment practices aligned to the 
foundations. 

Universal Design for Learning 
These foundations support infant/ 

toddler programs in the effort to foster 
the learning and development of all 
young children in California, including 
children with disabilities or other spe­
cial needs. In some cases, infants and 
toddlers with disabilities or other spe­
cial needs will reveal their developmen­
tal progress in alternative ways. It is 
important to provide opportunities for 
children to follow different pathways to 
learning. Therefore, the infant/toddler 
learning and development foundations 
incorporate a concept known as uni­
versal design for learning. 

Developed by the Center for Applied 
Special Technology (CAST), universal 
design for learning is based on the 
realization that children learn in dif­
ferent ways. In today’s diverse infant/ 
toddler programs, making the environ­
ment, play materials, activities, and 
experiences accessible to all children is 
critical to successful learning. Univer­
sal design is not a single approach that 
will accommodate everyone; rather, it 
refers to providing multiple approaches 
to learning in order to meet the needs 
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of diverse learners. Universal design 
provides for multiple means of repre­
sentation, multiple means of engage­
ment, and multiple means of expres­
sion (CAST 2007). “Multiple means 
of representation” refers to providing 
information in a variety of ways so the 
learning needs of all children are met. 
“Multiple means of expression” refers 
to allowing children to use alternative 
ways to communicate or demonstrate 
what they know or what they are feel­
ing. “Multiple means of engagement” 
refers to providing choices within the 
setting or program that facilitate learn­
ing by building on children’s interests. 

The examples in the infant/toddler 
learning and development foundations 
have been worded to portray multiple 
means of representation, expression, 
and engagement. A variety of examples 
are provided for each foundation, and 
inclusive words are used to describe 
children’s behavior. For example, 
rather than stating “The child looks 
at an object” or “The child listens to a 
person,” the more inclusive wording of 
“A child attends to an object” or “The 
child attends to a person” is used. 

When reading each foundation, an 
infant care teacher needs to consider 
the means by which a child with a dis­
ability or other special need might best 
acquire information and act compe­
tently. To best meet a child’s needs, a 
parent and an early intervention spe­
cialist or related service provider are 
vitally important resources. 

The Foundations and Infant/ 
Toddler Care and Education 
in California 

The CDE’s learning and develop­
ment foundations are at the center of 
California’s infant/toddler learning 

and development system. The founda­
tions describe how children develop 
and what they learn and are designed 
to illuminate the competencies that 
infants and toddlers need for later suc­
cess. Together the components of the 
infant/toddler learning and develop­
ment system provide information and 
resources to help early childhood pro­
fessionals support infants, toddlers, 
and their families. 

•	 In the Infant/Toddler Learning 
and Development Program Guide­
lines there are recommendations 
for setting up environments, 
providing infants a secure base 
for learning and exploration, 
selecting appropriate materials, 
and planning and implementing 
learning opportunities. 

•	 The Infant/Toddler Desired 
Results Developmental Profile 
(described earlier in this chapter) 
is an observational assessment 
instrument that allows teachers 
to document individual children’s 
developmental progress. 

•	 The infant/toddler curriculum 
framework will provide general 
guidance on the kinds of environ­
ments and interactions that sup­
port learning and development. 

•	 The Program for Infant/Tod­
dler Care is a comprehensive 
approach to professional develop­
ment that provides infant/toddler 
professionals with opportuni­
ties to become informed about 
the infant/toddler learning and 
development foundations and 
other components of California’s 
infant/toddler system. 

As a unifying element of California’s 
infant/toddler learning and develop­
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ment system, the foundations offer a 
common language for infant/toddler 
program directors, teachers, and fami­
lies to reflect on children’s develop­
mental progress and plan experiences 
that support children’s learning and 
development during the first three 
years of life. 

Professional development is another 
key component in fostering infant/tod­
dler learning and development. Pro­
fessionals now have opportunities to 
become informed: through the infant/ 
toddler learning and development 
foundations, the CDE’s Infant/Toddler 
Learning and Development Program 
Guidelines, the CDE’s Desired Results 
Developmental Profile (DRDP), and the 

Program for Infant/Toddler Care (the 
comprehensive approach to training 
collaboratively developed by the CDE 
and WestEd). The foundations can 
become a unifying element for both 
preservice and in-service professional 
development efforts. For infant/tod­
dler programs, directors and teachers 
can use the foundations as a basis 
to reflect on children’s developmental 
progress and to plan experiences that 
support children’s learning and devel­
opment from birth to three years. The 
foundations are designed to provide 
infant care teachers with knowledge 
of the competencies necessary during 
the first three years of a child’s life and 
later on in preschool and school. 
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The  Early  Months
 

With regard to very young infants, 
Magda Gerber commented: 

Everything they see, they hear, they 
feel, they touch is new. . . . They are 
adapting to all that newness, adapt­
ing to their inner physiological needs, 
which are plenty. . . . A very young 
baby is busy being a very young baby. 
(Respectfully Yours 1988, 5) 

During the first four months of life, 
babies begin to engage the world and 
the people in it (Advances in Applied 
Developmental Psychology 1995). 
Infants’ motivation to explore and 
communicate drives them to move 
their bodies, focus their attention, and 
send and receive signals—the basis 
for development and learning in all 
domains. These early behaviors mark 
the start of a child’s developmental 
progress (Emde 1990). 

Young babies seek relationships and 
build knowledge. They actively explore 
what they can do with their bodies, 
people close to them, and the envi­
ronment. They are not empty vessels 
waiting to be filled with information, 
but rather “active participants in their 
own development, reflecting the intrin­
sic human drive to explore and master 
one’s environment” (National Research 
Council and Institute of Medicine 

2000, 1). Their active engagement 
with the social and physical world 
works hand in hand with the care they 
receive from adults, especially when 
the adults are responsive to them. 

The Newborn 
From birth babies learn to connect 

internal sensory experiences to move­
ments of their bodies. They repeatedly 
attend to sensory experiences and 
explore movements they can make. In 
doing so, they make discoveries about 
their bodies—how to use their head, 
eyes, mouth, arms, and legs. Young 
babies also use their senses to learn 
about people and things. 

Much of the earliest learning of typi­
cally developing infants comes through 
their use of vision. Even very young 
babies watch their mothers’ and other 
adults’ faces intently, and what they 
see influences their behavior (Schore 
1994). Babies also seek eye-to-eye 
connection with adults. They use their 
eyes to both send messages and to 
gain information. In the first months 
of life, babies are aroused by social 
engagement and quieted by mutual 
gazing experiences (Stern 1977). 
Both the arousal and the calming 
positively affect the development of the 
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child’s brain and stimulate the onset 
of self-regulation (Emde 1988). Read­
ing and understanding babies’ gazes 
and showing interest and warmth by 
gazing in return benefit the children 
greatly. 

Babies develop quickly by extending 
their abilities in all domains and by 
creating more complex ways of relat­
ing to people and things. They send 
messages to adults in various ways 
and come to expect responses from 
adults. For example, when looking into 
the faces of adults, infants may see 
enlarged dilated pupils—a common 
sign of interest and pleasure—and, in 
response, they smile more (Hess 1975). 
Spitz and Wolfe (1946) observed that 
newborns exhibit three distinct reac­
tions to internal and external stimuli: 

•	  Quiescence (a calm state) 

•	  Undifferentiated excitement (a 
general response to pleasurable 
stimuli) 

•  “Unpleasure” 

By the end of the first month the 
“unpleasure” differentiates or branches 
out into signs of displeasure and signs 
of distress.1 One-month-olds show 
signs of displeasure when they dislike 
an experience and signs of distress 
when they experience discomfort or 
pain. By the second or third month, 
undifferentiated excitement also dif­
ferentiates or branches out into two 
types of distinct responses: (1) clear 

1 When a reference is made to a specific age, the 
following qualifying statements always apply: The ref­
erence is to developmental age, rather than chrono­
logical age. The phrase “at around” always either 
explicitly or implicitly precedes the stated age, to 
recognize variation in individual development. 

A behavior stated for an age is not strictly based 
on maturation, but also stems from experience and 
practice. 

signs of pleasure and (2) positive social 
responses to people, including the 
above-mentioned smiling, increased 
vocalizations, and bodily activity. 

The Three- to Four-Month-
Old Infant 

By three months of age, pathways 
of hearing and sight are actively shap­
ing in the brain. The developing brain 
adapts to the messages it receives from 
the eyes and the ears by either prun­
ing (weakening) or making robust 
synaptic connections for future func­
tioning. 

Pruning of some synaptic connec­
tions and strengthening of others can 
be seen in early language development. 
Newborns are responsive to the sounds 
of all human languages. By the age 
of three to four months, babies are 
increasingly sensitive and alert to the 
sounds of the language(s) spoken by 
adults who care for them and become 
less attuned to the sounds of other 
languages. 

As infants approach four months, 
they become increasingly skilled at 
using a variety of ways to understand 
and relate to the world around them. 
They create basic categories, such 
as things that move and things that 
do not (Mandler 2004), and start to 
treat things differently according to 
attributes such as “hard,” “soft,” or 
“sticky.” For example, they may change 
how they hold and grasp things based 
on the attributes of the objects held. 
Young infants also try to prolong inter­
esting experiences; then, after doing 
the same activity for a while and mas­
tering it, they experiment in search of 
novelty. 

Children in the three- to four-month 
range also show highly differentiated 
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social-emotional behavior. By three 
months, babies have already learned to 
alter their responses to adults accord­
ing to how the adults respond to them. 
For example, when adults acknowledge 
babies’ vocalizations with a smile, a 
vocal response, or light touch, children 
increase their vocalizations. The inter­
est of others stimulates the interest of 
the baby (Crick 1984). 

The power children have in relation­
ships, by four months of age, is clearly 
evident, as is the power that relation­
ships have over them. They are becom­
ing more skilled at reading others’ 
behavior and adapting their own 
behavior. They are also gaining skills 
to make themselves increasingly 
engaging and effective socially. Four­
month-olds will: 

•	  Send clear messages. 

•	  Become quiet in anticipation as 
someone comes near to care for 
them. 

•	  Seek adults’ attention with smiles 
and laughter. 

•	  Participate in extended back and 
forth interaction with others. 

•  Engage in simple social imitation. 

Emotionally, infants grow just as 
rapidly as they grow socially. Com­
pared with younger babies, babies at 
around four months send clearer emo­
tional messages through varying cries, 
movements, and facial expressions. 
They also show pleasure when master­
ing simple motor tasks such as when 
they successfully position their bod­
ies for exploration. Positive emotional 
experiences motivate infants to keep 
practicing new skills, exploring new 
possibilities, and learning. 

Interpreting and Responding 
to Early Development 

In the first few months, amazing 
advances occur in infants’ develop­
ment. Starting with basic responses, 
newborns reach out to the world. 
Within weeks they come to expect and 
depend on appropriate responses from 
those who care for them. 

Noticing and responding to key 
aspects of growth during this rapid 
developmental period can be chal­
lenging. Early behaviors in one devel­
opmental domain are often coupled 
with behaviors in other domains. In 
addition, many early behaviors may 
mean several things at the same time. 
For example, a young baby’s cry may 
simultaneously represent the begin­
ning of communication (language 
development), a tool for getting needs 
met (intellectual development), and 
a way of relating to others (social­
emotional development). Or behaviors 
that look almost identical may have a 
different meaning at different times. 
For example, at one time prolonged 
focus on a person may be an emerg­
ing strategy to deepen emotional con­
nections. At another time, this same 
behavior may be a way to increase 
understanding of how people move 
in space. To be in tune with young 
babies, adults need to know both when 
a baby wants a social response and 
when a baby is making a discovery 
through individual exploration and 
observation. 

Because major changes that occur 
during the first few months of life are 
sometimes difficult to identify, one can 
easily miss them. Yet the advances of 
the early months are just as important 
to a young child’s healthy development 
as are the more obvious advances of 
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the eight-month-old and older infant. 
When adults understand the sucking, 
clinging, body position, smiling, cry­
ing, and gazes of the young baby, they 
are better able to respond to the baby’s 
needs. 

By recognizing and giving appropri­
ate responses to a baby’s early devel­
opmental achievements, adults offer 

an incredible gift. Adults communicate 
that the path the baby is progressively 
moving along is understood and sup­
ported. This communication lays the 
foundation for the young baby’s emerg­
ing emotional security and attachment 
relationships, which are essential for 
all learning and development through­
out the early years. 
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Social-Emotional 
 
Development
 

Social-emotional development 
includes the child’s experience, 
expression, and management of 

emotions and the ability to establish 
positive and rewarding relationships 
with others (Cohen and others 2005). 
It encompasses both intra- and inter­
personal processes. 

The core features of emotional devel­
opment include the ability to identify 
and understand one’s own feelings, 
to accurately read and comprehend 
emotional states in others, to manage 
strong emotions and their expression 
in a constructive manner, to regu­
late one’s own behavior, to develop 
empathy for others, and to establish 
and maintain relationships. (National 
Scientific Council on the Developing 
Child 2004, 2) 

Infants experience, express, and per­
ceive emotions before they fully under­
stand them. In learning to recognize, 
label, manage, and communicate their 
emotions and to perceive and attempt 
to understand the emotions of others, 
children build skills that connect them 
with family, peers, teachers, and the 
community. These growing capacities 
help young children to become compe­
tent in negotiating increasingly com­

plex social interactions, to participate 
effectively in relationships and group 
activities, and to reap the benefits 
of social support crucial to healthy 
human development and functioning. 

Healthy social-emotional develop­
ment for infants and toddlers unfolds 
in an interpersonal context, namely 
that of positive ongoing relationships 
with familiar, nurturing adults. Young 
children are particularly attuned to 
social and emotional stimulation. 
Even newborns appear to attend more 
to stimuli that resemble faces (John­
son and others 1991). They also pre­
fer their mothers’ voices to the voices 
of other women (DeCasper and Fifer 
1980). Through nurturance, adults 
support the infants’ earliest experi­
ences of emotion regulation (Bronson 
2000a; Thompson and Goodvin 2005). 

Responsive caregiving supports 
infants in beginning to regulate their 
emotions and to develop a sense of 
predictability, safety, and responsive­
ness in their social environments. 
Early relationships are so important to 
developing infants that research 
experts have broadly concluded that, 
in the early years, “nurturing, stable 
and consistent relationships are the 
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key to healthy growth, development 
and learning” (National Research 
Council and Institute of Medicine 
2000, 412). In other words, high-
quality relationships increase the 
likelihood of positive outcomes for 
young children (Shonkoff 2004). 
Experiences with family members and 
teachers provide an opportunity for 
young children to learn about social 
relationships and emotions through 
exploration and predictable interac­
tions. Professionals working in child 
care settings can support the social-
emotional development of infants and 
toddlers in various ways, including 
interacting directly with young chil­
dren, communicating with families, 
arranging the physical space in the 
care environment, and planning and 
implementing curriculum. 

Brain research indicates that emo­
tion and cognition are profoundly 
interrelated processes. Specifically, 
“recent cognitive neuroscience findings 
suggest that the neural mechanisms 
underlying emotion regulation may be 
the same as those underlying cogni­
tive processes” (Bell and Wolfe 2004, 
366). Emotion and cognition work 
together, jointly informing the child’s 
impressions of situations and influ­
encing behavior. Most learning in the 
early years occurs in the context of 
emotional supports (National Research 
Council and Institute of Medicine 
2000). “The rich interpenetrations of 
emotions and cognitions establish the 
major psychic scripts for each child’s 
life” (Panksepp 2001). Together, emo­
tion and cognition contribute to atten­
tional processes, decision making, 
and learning (Cacioppo and Berntson 
1999). Furthermore, cognitive pro­
cesses, such as decision making, are 
affected by emotion (Barrett and oth­

ers 2007). Brain structures involved in 
the neural circuitry of cognition influ­
ence emotion and vice versa (Barrett 
and others 2007). Emotions and social 
behaviors affect the young child’s abil­
ity to persist in goal-oriented activity, 
to seek help when it is needed, and to 
participate in and benefit from rela­
tionships. 

Young children who exhibit healthy 
social, emotional, and behavioral 
adjustment are more likely to have 
good academic performance in elemen­
tary school (Cohen and others 2005; 
Zero to Three 2004). The sharp dis­
tinction between cognition and emo­
tion that has historically been made 
may be more of an artifact of scholar­
ship than it is representative of the 
way these processes occur in the brain 
(Barrett and others 2007). This recent 
research strengthens the view that 
early childhood programs support 
later positive learning outcomes in all 
domains by maintaining a focus on 
the promotion of healthy social emo­
tional development (National Scientific 
Council on the Developing Child 2004; 
Raver 2002; Shonkoff 2004). 

Interactions with Adults 
Interactions with adults are a fre­

quent and regular part of infants’ 
daily lives. Infants as young as three 
months of age have been shown to be 
able to discriminate between the faces 
of unfamiliar adults (Barrera and 
Maurer 1981). The foundations that 
describe Interactions with Adults and 
Relationships with Adults are inter­
related. They jointly give a picture of 
healthy social-emotional development 
that is based in a supportive social 
environment established by adults. 
Children develop the ability to both 
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respond to adults and engage with 
them first through predictable interac­
tions in close relationships with par­
ents or other caring adults at home 
and outside the home. Children use 
and build upon the skills learned 
through close relationships to inter­
act with less familiar adults in their 
lives. In interacting with adults, chil­
dren engage in a wide variety of social 
exchanges such as establishing con­
tact with a relative or engaging in sto­
rytelling with an infant care teacher. 

Quality in early childhood programs 
is, in large part, a function of the 
interactions that take place between 
the adults and children in those 
programs. These interactions form 
the basis for the relationships that 
are established between teachers and 
children in the classroom or home 
and are related to children’s develop­
mental status. How teachers interact 
with children is at the very heart of 
early childhood education (Kontos 
and Wilcox-Herzog 1997, 11). 

Relationships with Adults 
Close relationships with adults 

who provide consistent nurturance 
strengthen children’s capacity to 
learn and develop. Moreover, relation­
ships with parents, other family mem­
bers, caregivers, and teachers provide 
the key context for infants’ social-
emotional development. These special 
relationships influence the infant’s 
emerging sense of self and under­
standing of others. Infants use rela­
tionships with adults in many ways: 
for reassurance that they are safe, 
for assistance in alleviating distress, 
for help with emotion regulation, and 
for social approval or encouragement. 
Establishing close relationships with 

adults is related to children’s emo­
tional security, sense of self, and evolv­
ing understanding of the world around 
them. Concepts from the literature on 
attachment may be applied to early 
childhood settings, in considering the 
infant care teacher’s role in separa­
tions and reunions during the day in 
care, facilitating the child’s explora­
tion, providing comfort, meeting physi­
cal needs, modeling positive relation­
ships, and providing support during 
stressful times (Raikes 1996). 

Interactions with Peers 
In early infancy children interact 

with each other using simple behav­
iors such as looking at or touching 
another child. Infants’ social interac­
tions with peers increase in complexity 
from engaging in repetitive or routine 
back-and-forth interactions with peers 
(for example, rolling a ball back and 
forth) to engaging in cooperative activi­
ties such as building a tower of blocks 
together or acting out different roles 
during pretend play. Through inter­
actions with peers, infants explore 
their interest in others and learn 
about social behavior/social interac­
tion. Interactions with peers provide 
the context for social learning and 
problem solving, including the experi­
ence of social exchanges, cooperation, 
turn-taking, and the demonstration 
of the beginning of empathy. Social 
interactions with peers also allow older 
infants to experiment with different 
roles in small groups and in different 
situations such as relating to familiar 
versus unfamiliar children. As noted, 
the foundations called Interactions 
with Adults, Relationships with Adults, 
Interactions with Peers, and Rela­
tionships with Peers are interrelated. 
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Interactions are stepping-stones to 
relationships. Burk (1996, 285) writes: 

We, as teachers, need to facilitate the 
development of a psychologically safe 
environment that promotes posi­
tive social interaction. As children 
interact openly with their peers, they 
learn more about each other as indi­
viduals, and they begin building a 
history of interactions. 

Relationships with Peers 
Infants develop close relationships 

with children they know over a period 
of time, such as other children in the 
family child care setting or neighbor­
hood. Relationships with peers provide 
young children with the opportunity 
to develop strong social connections. 
Infants often show a preference for 
playing and being with friends, as 
compared with peers with whom they 
do not have a relationship. Howes’ 
(1983) research suggests that there 
are distinctive patterns of friendship 
for the infant, toddler, and preschooler 
age groups. The three groups vary in 
the number of friendships, the stability 
of friendships, and the nature of inter­
action between friends (for example, 
the extent to which they involve object 
exchange or verbal communication). 

Identity of Self in Relation 
to Others 

Infants’ social-emotional develop­
ment includes an emerging awareness 
of self and others. Infants demon­
strate this foundation in a number of 
ways. For example, they can respond 
to their names, point to their body 
parts when asked, or name members 
of their families. Through an emerg­
ing understanding of other people in 
their social environment, children gain 

an understanding of their roles within 
their families and communities. They 
also become aware of their own prefer­
ences and characteristics and those of 
others. 

Recognition of Ability 
Infants’ developing sense of self-

efficacy includes an emerging under­
standing that they can make things 
happen and that they have particular 
abilities. Self-efficacy is related to a 
sense of competency, which has been 
identified as a basic human need 
(Connell 1990). The development of 
children’s sense of self-efficacy may be 
seen in play or exploratory behaviors 
when they act on an object to pro­
duce a result. For example, they pat a 
musical toy to make sounds come out. 
Older infants may demonstrate recog­
nition of ability through “I” statements, 
such as “I did it” or “I’m good at draw­
ing.” 

Expression of Emotion 
Even early in infancy, children 

express their emotions through facial 
expressions, vocalizations, and body 
language. The later ability to use 
words to express emotions gives young 
children a valuable tool in gaining the 
assistance or social support of oth­
ers (Saarni and others 2006). Tem­
perament may play a role in children’s 
expression of emotion. Tronick (1989, 
112) described how expression of 
emotion is related to emotion regula­
tion and communication between the 
mother and infant: “the emotional 
expressions of the infant and the care­
taker function to allow them to mutu­
ally regulate their interactions . . . the 
infant and the adult are participants 
in an affective communication system.” 
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Both the understanding and expres­
sion of emotion are influenced by cul­
ture. Cultural factors affect children’s 
growing understanding of the meaning 
of emotions, the developing knowl­
edge of which situations lead to which 
emotional outcomes, and their learn­
ing about which emotions are appro­
priate to display in which situations 
(Thompson and Goodvin 2005). Some 
cultural groups appear to express cer­
tain emotions more often than other 
cultural groups (Tsai, Levenson, and 
McCoy 2006). In addition, cultural 
groups vary by which particular emo­
tions or emotional states they value 
(Tsai, Knutson, and Fung 2006). One 
study suggests that cultural differ­
ences in exposure to particular emo­
tions through storybooks may contrib­
ute to young children’s preferences for 
particular emotional states (for exam­
ple, excited or calm) (Tsai and others 
2007). 

Young children’s expression of posi­
tive and negative emotions may play a 
significant role in their development of 
social relationships. Positive emotions 
appeal to social partners and seem 
to enable relationships to form, while 
problematic management or expression 
of negative emotions leads to difficulty 
in social relationships (Denham and 
Weissberg 2004). The use of emotion-
related words appears to be associ­
ated with how likable preschoolers are 
considered by their peers. Children 
who use emotion-related words were 
found to be better-liked by their class­
mates (Fabes and others 2001). Infants 
respond more positively to adult vocal­
izations that have a positive affective 
tone (Fernald 1993). Social smiling is 
a developmental process in which neu­
rophysiology and cognitive, social, and 

emotional factors play a part, seen as a 
“reflection and constituent of an inter­
active relationship” (Messinger and 
Fogel 2007, 329). It appears likely that 
the experience of positive emotions is 
a particularly important contributor to 
emotional well-being and psychologi­
cal health (Fredrickson 2000, 2003; 
Panksepp 2001). 

Empathy 
During the first three years of life, 

children begin to develop the capacity 
to experience the emotional or psycho­
logical state of another person (Zahn-
Waxler and Radke-Yarrow 1990). 
The following definitions of empathy 
are found in the research literature: 
“knowing what another person is feel­
ing,” “feeling what another person is 
feeling,” and “responding compassion­
ately to another’s distress” (Levenson 
and Ruef 1992, 234). The concept of 
empathy reflects the social nature of 
emotion, as it links the feelings of two 
or more people (Levenson and Ruef 
1992). Since human life is relation­
ship-based, one vitally important func­
tion of empathy over the life span is to 
strengthen social bonds (Anderson and 
Keltner 2002). Research has shown a 
correlation between empathy and pro-
social behavior (Eisenberg 2000). In 
particular, prosocial behaviors, such 
as helping, sharing, and comforting or 
showing concern for others, illustrate 
the development of empathy (Zahn-
Waxler and others 1992) and how the 
experience of empathy is thought to 
be related to the development of moral 
behavior (Eisenberg 2000). Adults 
model prosocial/empathic behav­
iors for infants in various ways. For 
example, those behaviors are modeled 
through caring interactions with oth-
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ers or through providing nurturance 
to the infant. Quann and Wien (2006, 
28) suggest that one way to support 
the development of empathy in young 
children is to create a culture of caring 
in the early childhood environment: 
“Helping children understand the feel­
ings of others is an integral aspect of 
the curriculum of living together. The 
relationships among teachers, between 
children and teachers, and among 
children are fostered with warm and 
caring interactions.” 

Emotion Regulation 
The developing ability to regulate 

emotions has received increasing 
attention in the research literature 
(Eisenberg, Champion, and Ma 2004). 
Researchers have generated various 
definitions of emotion regulation, and 
debate continues as to the most useful 
and appropriate way to define this con­
cept (Eisenberg and Spinrad 2004). As 
a construct, emotion regulation reflects 
the interrelationship of emotions, 
cognitions, and behaviors (Bell and 
Wolfe 2004). Young children’s increas­
ing understanding and skill in the use 
of language is of vital importance in 
their emotional development, opening 
new avenues for communicating about 
and regulating emotions (Campos, 
Frankel, and Camras 2004) and help­
ing children to negotiate acceptable 
outcomes to emotionally charged situa­
tions in more effective ways. Emotion 
regulation is influenced by culture and 
the historical era in which a person 
lives: cultural variability in regula­
tion processes is significant (Mesquita 
and Frijda 1992). “Cultures vary in 
terms of what one is expected to feel, 
and when, where, and with whom one 
may express different feelings” (Cheah 

and Rubin 2003, 3). Adults can pro­
vide positive role models of emotion 
regulation through their behavior and 
through the verbal and emotional 
support they offer children in manag­
ing their emotions. Responsiveness 
to infants’ signals contributes to the 
development of emotion regulation. 
Adults support infants’ development 
of emotion regulation by minimizing 
exposure to excessive stress, chaotic 
environments, or over- or understimu­
lation. 

Emotion regulation skills are impor­
tant in part because they play a role 
in how well children are liked by peers 
and teachers and how socially compe­
tent they are perceived to be (National 
Scientific Council on the Develop­
ing Child 2004). Children’s ability to 
regulate their emotions appropriately 
can contribute to perceptions of their 
overall social skills as well as to the 
extent to which they are liked by peers 
(Eisenberg and others 1993). Poor 
emotion regulation can impair chil­
dren’s thinking, thereby compromising 
their judgment and decision making 
(National Scientific Council on the 
Developing Child 2004). At kindergar­
ten entry, children demonstrate broad 
variability in their ability to self-regu­
late (National Research Council and 
Institute of Medicine 2000). 

Impulse Control 
Children’s developing capacity to 

control impulses helps them adapt to 
social situations and follow rules. As 
infants grow, they become increasingly 
able to exercise voluntary control over 
behavior such as waiting for needs to 
be met, inhibiting potentially hurtful 
behavior, and acting according to 
social expectations, including safety 
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rules. Group care settings provide 
many opportunities for children to 
practice their impulse-control skills. 
Peer interactions often offer natural 
opportunities for young children to 
practice impulse control, as they make 
progress in learning about cooperative 
play and sharing. Young children’s 
understanding or lack of understand­
ing of requests made of them may be 
one factor contributing to their 
responses (Kaler and Kopp 1990). 

Social Understanding 
During the infant/toddler years, 

children begin to develop an under­
standing of the responses, commu­
nication, emotional expression, and 
actions of other people. This develop­
ment includes infants’ understanding 
of what to expect from others, how to 

engage in back-and-forth social inter­
actions, and which social scripts are 
to be used for which social situations. 
“At each age, social cognitive under­
standing contributes to social compe­
tence, interpersonal sensitivity, and 
an awareness of how the self relates to 
other individuals and groups in a com­
plex social world” (Thompson 2006, 
26). Social understanding is particu­
larly important because of the social 
nature of humans and human life, 
even in early infancy (Wellman and 
Lagattuta 2000). Recent research sug­
gests that infants’ and toddlers’ social 
understanding is related to how often 
they experience adult communica­
tion about the thoughts and emotions 
of others (Taumoepeau and Ruffman 
2008). 
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Foundation: Interactions with Adults 
The developing ability to respond to and engage with adults 

8 months 

At around eight months of 
age, children purposefully 
engage in reciprocal interac­
tions and try to influence the 
behavior of others. Children 
may be both interested in and 
cautious of unfamiliar adults. 
(7 mos.; Lamb, Bornstein, 
and Teti 2002, 340) (8 mos.; 
Meisels and others 2003, 16) 

For example, the child may: 

• Attend to an unfamiliar adult 
with interest but show wariness
or become anxious when that 
adult comes too close. (5–8 
mos.; Parks 2004; Johnstone 
and Scherer 2000, 222) 

• Take the infant care teacher’s 
hands and rock forward and 
backwards as a way of asking 
her to sing a favorite song. 
(8 mos.; Gustafson, Green, and 
West 1979; Kaye and Fogel 
1980) 

• Engage in games such as pat­
a-cake and peek-a-boo. (7–9 
mos.; Coplan 1993, 3) 

• Make eye contact with a family 
member. 

• Vocalize to get an infant care 
teacher’s attention. 

18 months 

At around 18 months of age, 
children may participate in rou­
tines and games that involve 
complex back-and-forth inter­
action and may follow the gaze 
of the infant care teacher to an 
object or person. Children may 
also check with a familiar infant 
care teacher when uncertain 
about something or someone. 
(18 mos.; Meisels and others 
2003, 33) 

For example, the child may: 

• Move close to the infant care 
teacher and hold his hand when 
a visitor enters the classroom 
but watch the visitor with inter­
est. (18 mos.; Meisels and oth­
ers 2003) 

• Bring a familiar object to an 
adult when asked. (15–18 mos.; 
Parks 2004) 

• Allow an unfamiliar adult to get 
close only after the adult uses 
an object to bridge the interac­
tion, such as showing interest in 
a toy that is also interesting to 
the child. (18 mos.; Meisels and 
others 2003) 

• Watch, and then help the infant 
care teacher as she prepares 
snack. 

• Seek reassurance from the 
infant care teacher when unsure 
if something is safe. (10–12 
mos.; Fogel 2001, 305; Dickstein 
and Parke 1988; Hirshberg and 
Svejda 1990) 

36 months 

At around 36 months of age, 
children interact with adults 
to solve problems or commu­
nicate about experiences or 
ideas. (California Department 
of Education 2005, 6; Marvin 
and Britner 1999, 60). 

For example, the child may: 

• Participate in storytelling with 
the infant care teacher. (30–36 
mos.; Parks 2004) 

• Tell a teacher from the class­
room next door about an 
upcoming birthday party. 
(36 mos.; Parks 2004) 

• Help the infant care teacher 
bring in the wheeled toys from 
the play yard at the end of the 
day. 

• Ask a classroom visitor her 
name. 
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Interactions with Adults 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Engage in playful, face-to-face 
interactions with an adult, such 
as taking turns vocalizing and 
then smiling or laughing. (2–7 
mos.; Lamb, Bornstein, and Teti 
2002, 375) 

• Begin to protest separations 

from significant adults. 


Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Engage in back-and-forth inter­
action by handing a parent an 
object, then reaching to receive 
the object when it is handed 
back. (9–12 mos.; Lerner and 
Ciervo 2003) 

• Show—but not give—a toy to 
the infant care teacher. (9–12 
mos.; Parks 2004) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Practice being a grown-up dur­
ing pretend play by dressing up 
or using a play stove. (18–36 
mos.; Lerner and Dombro 2000) 

• Help the infant care teacher 
clean up after snack by putting 
snack dishes in the dish bin. 
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Foundation: Relationships with Adults 
The development of close relationships with certain adults  

who provide consistent nurturance 
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8 months 

At around eight months 
of age, children seek a 
special relationship with 
one (or a few) familiar 
adult(s) by initiating 
interactions and seek­
ing proximity, especially 
when distressed. (6–9 
mos.; Marvin and Britner 
1999, 52) 

For example, the child 
may: 

• Seek comfort from the 
infant care teacher by 
crying and looking for 
him. (7 mos.; Lamb, 
Bornstein, and Teti 2002, 
372) 

• Cry out or follow after 
a parent when dropped 
off at the child care 
program. (6–9 mos.; 
Ainsworth1967, 4) 

• Lift her arms to be picked 
up by the special infant 
care teacher. (8 mos.; 
Meisels and others 2003, 
17; Ainsworth 1967, 5) 

• Crawl toward a parent 
when startled by a loud 
noise. (8.5 mos.; Marvin 
and Britner 1999, 52) 

• Turn excitedly and raise 
his arms to greet a family 
member at pick-up time. 
(8 mos.; Ainsworth 1967, 
5) 

18 months 

At around 18 months of 
age, children feel secure  
exploring the environ­
ment in the presence of 
important adults with 
whom they have devel­
oped a relationship over 
an extended period of 
time. When distressed, 
children seek to be 
physically close to these  
adults. (6–18 mos.; Mar­
vin and Britner 1999, 
52; Bowlby 1983) 

For example, the child 
may: 

• Run in wide circles 
around the outdoor play 
area, circling back each 
time and hug the legs of 
the infant care teacher 
before running off again. 

• Snuggle with the special 
infant care teacher when 
feeling tired or grumpy. 

• Wave at the special 
infant care teacher from 
the top of the slide to 
make sure he is watch­
ing. 

• Follow a parent physi­
cally around the room. 

• Play away from the 
infant care teacher and 
then move close to 
him from time to time 
to check in. (12 mos.; 
Davies 2004, 10) 

36 months 

At around 36 months of age, when explor­
ing the environment, from time to time 
children reconnect, in a variety of ways, 
with the adult(s) with whom they have de­
veloped a special relationship: through eye 
contact; facial expressions; shared feelings; 
or conversations about feelings, shared 
activities, or plans. When distressed, chil­
dren may still seek to be physically close 
to these adults. (By 36 mos.; Marvin and 
Britner 1999, 57) 

For example, the child may: 

• Feel comfortable playing on the other side 
of the play yard away from the infant care 
teacher, but cry to be picked up after falling 
down. (24–36 mos.; Lamb, Bornstein, and Teti 
2002, 376) 

• Call “Mama!” from across the room while 
playing with dolls to make sure that the moth­
er is paying attention. (24–36 mos.; Schaffer 
and Emerson 1964) 

• Call for a family member and look out the 
window for him after being dropped off at 
school. (24–36 mos.; Marvin and Britner 1999, 
56) 

• Communicate, “This is our favorite part” when 
reading a funny story with the infant care 
teacher. 

• Bring the grandmother’s favorite book to her 
and express, “One more?” to see if she will 
read one more book, even though she has 
just said, “We’re all done reading. Now it’s 
time for nap.” (Teti 1999; 18–36 mos.; Marvin 
and Britner 1999, 59) 

• Cry and look for the special infant care 
teacher after falling. 

• Seek the attention of the special infant care 
teacher and communicate, “Watch me!” be­
fore proudly displaying a new skill. 
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Relationships with Adults 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

•  Hold on to a parent’s sweater 

when being held. (5 mos.; 

Marvin and Britner 1999, 51; 

Ainsworth 1967, 1)
 

•  Babble back and forth with the 
infant care teacher. (3–6 mos.;  
Caufield 1995) 

•  Be more likely to smile when 
approached by the infant care 
teacher than a stranger. (3–6 
mos.; Marvin and Britner 1999, 
50) 

•  Cry when an unfamiliar adult 
gets too close. (7 mos.; Bronson
1972) 

 

Behaviors leading up to the 
foundation (�  to �� months)

During this period, the child may: 

•  Cry and ask for a parent after 
being dropped off in the morn-
ing. (9–12 mos.; Lerner and 
Ciervo 2003) 

•  Look for a smile from the 
infant care teacher when 
unsure if something is safe. 
(10–12 mos.; Fogel 2001, 305; 
Dickstein and Parke 1988; 
Hirshberg and Svejda 1990) 

•  Cling to a parent when feeling 
ill. (10–11 mos.; Marvin and 
Britner 1999, 52) 

Behaviors leading up to the 
foundation (��  to �� months)

During this period, the child may: 

•  Say, “I go to school. Mama goes 
to work,” after being dropped off  
in the morning. 

•  Gesture for one more hug as a 
parent is leaving for work. 
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Foundation: Interactions with Peers 
The developing ability to respond to and engage with other children 

8 months 

At around eight months of 
age, children show interest in 
familiar and unfamiliar peers. 
Children may stare at another 
child, explore another child’s 
face and body, and respond 
to siblings and older peers. 
(8 mos.; Meisels and others 
2003) 

For example, the child may: 

• Watch other children with inter­
est. (8 mos.; Meisels and others 
2003) 

• Touch the eyes or hair of a peer. 
(8 mos.; Meisels and others 
2003) 

• Attend to a crying peer with a 
serious expression. (7 mos.; 
American Academy of Pediat­
rics 2004, 212) 

• Laugh when an older sibling 
or peer makes a funny face. 
(8 mos.; Meisels and others 
2003) 

18 months 

At around 18 months of age, 
children engage in simple 
back-and-forth interactions 
with peers for short periods 
of time. (Meisels and others 
2003, 35) 

For example, the child may: 

• Hit another child who takes a 
toy. (18 mos.; Meisels and oth­
ers 2003, 35) 

• Offer a book to another child, 
perhaps with encouragement 
from the infant care teacher. 
(18 mos.; Meisels and others 
2003, 35) 

• Tickle another child, get tickled 
back, and tickle him again. 
(18 mos.; Meisels and others 
2003, 35) 

• Engage in reciprocal play, such 
as run-and-chase or offer-and­
receive. (12–13 mos.; Howes 
1988, v; 10–12 mos.; Ross and 
Goldman 1977) 

• Play ball with a peer by rolling 
the ball back and forth to each 
other. (12–15 mos.; Parks 2004; 
9–16 mos.; Frankenburg and 
others 1990) 

36 months 

At around 36 months of age, 
children engage in simple 
cooperative play with peers. 
(36 mos.; Meisels and others 
2003 70) 

For example, the child may: 

• Communicate with peers while 
digging in the sandbox together. 
(29–36 mos.; Hart and Risley 
1999, 124) 

• Act out different roles with 
peers, sometimes switching in 
and out of her role. (By 36 mos.; 
Segal 2004, 44) 

• Build a tall tower with one or 
two other children. (36 mos.; 
Meisels and others 2003, 70) 

• Hand a peer a block or piece of 
railroad track when building. 
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Interactions with Peers 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Notice other infants and chil­
dren while sitting on a parent’s 
or infant care teacher’s lap. 

• Cry when hearing another baby 
cry. (4 mos.; Meisels and others 
2003, 10) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Engage in solitary play. (toddler;  
Segal 2004, 38) 

• Play a reciprocal game, such as  
pat-a-cake, with the infant care 
teacher and a peer. (7–11 mos.; 
Frankenburg and othres 1990) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Use gestures to communicate 
a desire to play with a peer. 
(18–24 mos.; Parks 2004, 123) 

• Refuse to let a peer have a turn 
on the swing. (24 mos.; Meisels 
and others 2003, 45) 

• Push or bite when another child 
takes a toy. (24–30 mos.; Parks 
2004) 

• Engage in complementary 
interactions, such as feeding a 
stuffed animal that another child 
is holding or pulling a friend 
in the wagon. (24–30 mos.; 
Meisels and others 2003, 57; 
Howes and Matheson 1992, 
967) 

• Join a group of children who 
are together in one play space 
and follow them as they move 
outside. (30 mos.; Meisels and 
others 2003, 57) 
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Foundation: Relationships with Peers 
The development of relationships with certain peers  

through interactions over time 
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8 months 

At around eight months of 
age, children show interest in 
familiar and unfamiliar children.  
(8 mos.; Meisels and others 
2003, 17) 

For example, the child may: 

• Watch other children with inter­
est. (8 mos.; Meisels and others 
2003) 

• Touch the eyes or hair of a peer. 
(8 mos.; Meisels and others 
2003) 

• Attend to a crying peer with a 
serious expression. (7 mos.; 
American Academy of Pediat­
rics 2004, 212) 

• Laugh when an older sibling 
or peer makes a funny face. 
(8 mos.; Meisels and others 
2003) 

• Try to get the attention of an­
other child by smiling at him or 
babbling to him (6–9 mos.; Hay, 
Pederson, and Nash 1982) 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Look at another child who is 
lying on the blanket nearby. 
(4 mos.; Meisels and others 
2003, 10) 

• Turn toward the voice of a par­
ent or older sibling. (4 mos.; 
Meisels and others 2003, 10) 

18 months 

At around 18 months of age, 
children prefer to interact with 
one or two familiar children in 
the group and usually engage 
in the same kind of back-and­
forth play when interacting 
with those children. (12–18 
mos.; Mueller and Lucas 1975) 

For example, the child may: 

• Play the same kind of game, 
such as run-and-chase, with 
the same peer almost every 
day. (Howes 1987, 259) 

• Choose to play in the same 
area as a friend. (Howes 1987, 
259) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Watch an older sibling play 
nearby. (12 mos.; Meisels and 
others 2003, 26) 

• Bang blocks together next to 
a child who is doing the same 
thing. (12 mos.; Meisels and 
others 2003, 26) 

• Imitate the simple actions of a 
peer. (9–12 mos.; Ryalls, Gul, 
and Ryalls 2000) 

36 months 

At around 36 months of age, 
children have developed 
friendships with a small num­
ber of children in the group 
and engage in more complex 
play with those friends than 
with other peers.  

For example, the child may: 

• Choose to play with a sibling 
instead of a less familiar child. 
(24–36 mos.; Dunn 1983, 795) 

• Exhibit sadness when the favor­
ite friend is not at school one 
day. (24–36 mos.; Melson and 
Cohen 1981) 

• Seek one friend for running 
games and another for building 
with blocks. (Howes 1987) 

• Play “train” with one or two 
friends for an extended period 
of time by pretending that one 
is driving the train and the rest 
are riding. 

Behaviors leading up to the 
foundation (�� to �� months)  

During this period, the child may: 

• Engage in social pretend play 
with one or two friends; for 
example, pretend to be a dog 
while a friend pretends to be 
the owner. (24–30 mos.; Howes 
1987, 261) 

• Express an interest in playing 
with a particular child. (13–24 
mos.; Howes 1988, 3) 
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Foundation: Identity of Self in Relation to Others 
The developing concept that the child is an individual 

operating within social relationships 

8 months 

At around eight months of age, 
children show clear awareness 
of being a separate person and 
of being connected with other 
people. Children identify others 
as both distinct from and con­
nected to themselves. (Fogel 
2001, 347) 

For example, the child may: 

• Respond to someone who calls 
her name. (5–7 mos.; Parks 
2004, 94; 9 mo.; Coplan 1993, 
2) 

• Turn toward a familiar person 
upon hearing his name. (6–8 
mos.; Parks 2004, 94; 8 mos.; 
Meisels and others 2003, 18) 

• Look at an unfamiliar adult with 
interest but show wariness or 
become anxious when that 
adult comes too close. (5–8 
mos.; Parks 2004; Johnstone 
and Scherer 2000, 222) 

• Wave arms and kick legs when 
a parent enters the room. 

• Cry when the favorite infant care 
teacher leaves the room. (6–10 
mos.; Parks 2004) 

18 months 

At around 18 months of age, 
children demonstrate aware­
ness of their characteristics 
and express themselves as 
distinct persons with thoughts 
and feelings. Children also 
demonstrate expectations of 
others’ behaviors, responses, 
and characteristics on the 
basis of previous experiences 
with them. 

For example, the child may: 

• Point to or indicate parts of the 
body when asked. (15–19 mos.;  
Parks 2004) 

• Express thoughts and feel­
ings by saying “no!” (18 mos.; 
Meisels and others 2003) 

• Move excitedly when ap­
proached by an infant care 
teacher who usually engages in 
active play. 

36 months 

At around 36 months of age, 
children identify their feel­
ings, needs, and interests, and 
identify themselves and others 
as members of one or more 
groups by referring to catego­
ries. (24–36 mos.; Fogel 2001, 
415; 18–30 mos.) 

For example, the child may: 

• Use pronouns such as I, me, 
you, we, he, and she. (By 
36 mo.; American Academy of 
Pediatrics 2004, p. 307) 

• Say own name. (30–33 mos.; 
Parks 2004, 115) 

• Begin to make comparisons 
between self and others; for 
example, communicate, “_____ 
is a boy/girl like me.” 

• Name people in the family. 

• Point to pictures of friends and 
say their names. 

• Communicate, “Do it myself!” 
when the infant care teacher 
tries to help. 
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Chart continues on next page. 
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Identity of Self in Relation to Others 
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Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Use hands to explore differ­
ent parts of the body. (4 mos.; 
Kravitz, Goldenberg, and Ney­
hus 1978) 

• Examine her own hands and a 
parent’s hands. (Scaled score 
of 9 for 4:06–4:15 mos.;* Bayley 
2006, 53) 

• Watch or listen for the infant 
care teacher to come to meet 
the child’s needs. (Birth–8 mos.; 
Lerner and Dombro 2000, 42) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Play games such as peek-a-boo 
or run-and-chase with the infant 
care teacher. (Stern 1985, 102; 
7–11 mos.; Frankenburg and 
others 1990) 

• Recognize familiar people, such 
as a neighbor or infant care 
teacher from another room, in 
addition to immediate family 
members. (12–18 mo.; Parks 
2004) 

• Use names to refer to significant 
people; for example, “Mama” to 
refer to the mother and “Papa” 
to refer to the father. (11–14 
mos.; Parks 2004, 109) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Recognize his own image in the 
mirror and understand that it is 
himself. (Siegel 1999, 35; Lewis 
and Brooks-Gunn 1979, 56) 

• Know the names of familiar 
people, such as a neighbor. (by 
end of second year; American 
Academy of Pediatrics 2004, 
270) 

• Show understanding of or use 
words such as you, me, mine, 
he, she, it, and I. (20–24 mos.; 
Parks 2004, 96; 20 mos.; Bay-
ley 2006; 18–24 mos.; Lerner 
and Ciervo 2003; 19 mos.; Hart 
and Risley 1999, 61; 24–20 
mos.; Parks 2004, 113) 

• Use name or other family label 
(e.g., nickname, birth order, 
“little sister”) when referring to 
self. (18–24 mo.; Parks 2004; 
24 mo.; Lewis and Brooks-
Gunn 1979) 

• Claim everything as “mine.” (24 
mos.; Levine 1983) 

• Point to or indicate self in a 
photograph. (24 mos.; Lewis 
and Brooks-Gunn 1979) 

• Proudly show the infant care 
teacher a new possession. 
(24–30 mos.; Parks 2004) 

*Four months, six days, to four months, 15 days. 



 

�� 

Foundation: Recognition of Ability 
The developing understanding that the child can take action  

to influence the environment 

8 months 

At around eight months of 
age, children understand that 
they are able to make things 
happen.  

For example, the child may: 

• Pat a musical toy to try to 
make the music come on 
again. (5–9 mos.; Parks 2004) 

• Raise arms to be picked up by 
the infant care teacher. (6–9 
mos.; Fogel 2001, 274) 

• Initiate a favorite game; for 
example, hold out a foot to a 
parent to start a game of “This 
Little Piggy.” (8 mos.; Meisels 
and others 2003; 
6–9 mos.; Fogel 2001, 274) 

• Gesture at a book and smile 
with satisfaction after the infant 
care teacher gets it down from 
the shelf. (8 mos.; Meisels and 
others 2003) 

18 months 

At around 18 months of age, 
children experiment with dif­
ferent ways of making things 
happen, persist in trying to do 
things even when faced with 
difficulty, and show a sense 
of satisfaction with what they 
can do. (McCarty, Clifton, and 
Collard 1999) 

For example, the child may: 

• Roll a toy car back and forth 
on the ground and then push 
it really hard and let go to 
see what happens. (18 mos.; 
McCarty, Clifton, and Collard 
1999) 

• Clap and bounce with joy after 
making a handprint with paint. 
(12–18 mos.; Sroufe 1979; 
Lally and others 1995, 71) 

• Squeeze a toy in different 
ways to hear the sounds it 
makes. (Scaled score of 10 
for 13:16–14:15 mos.;* Bayley 
2006) 

• Smile after walking up a steep 
incline without falling or carry­
ing a bucket full of sand from 
one place to another without 
spilling. 

• Proudly hold up a book hidden 
in a stack after being asked by 
the infant care teacher to find 
it. 

S
O

C
IA

L
-E

M
O

T
IO

N
A

L
 D

E
V

E
L

O
P

M
E

N
T

 

36 months 

At around 36 months of age, 
children show an understanding 
of their own abilities and may 
refer to those abilities when 
describing themselves. 

For example, the child may: 

• Communicate, “I take care of the 
bunny” after helping to feed the 
class rabbit. (18–36 mos.; Lally 
and others 1995, 71) 

• Finish painting a picture and hold 
it up to show a family member. 

• Complete a difficult puzzle for 
the first time and clap or express, 
“I’m good at puzzles.” 

*Denotes thirteen months, 16 days, to fourteen months, 15 days. 
Chart continues on next page. 
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Recognition of Ability 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Try again and again to roll over, 
even though not yet able to roll 
completely over. 

• Grasp, suck, or look at a teeth­
ing ring. (Before 8 mos. of age; 
Fogel 2001, 218) 

• Shake a toy, hear it make noise, 
and shake it again. 

• Stop crying upon seeing the 

infant care teacher approach 

with a bottle.
 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Drop a blanket over the side of 
the crib and wait for the infant 
care teacher to pick it up. (12 
mos.; Meisels and others 2003) 

• Drop a toy truck in the water 
table and blink in anticipation 
of the big splash. (12 mos.; 
Meisels and others 2003) 

• Look over a shoulder, smile 
at the mother, and giggle in 
a playful way while crawling 
past her, to entice her to play a 
game of run-and-chase. (10–14 
mos.; Bayley 2006) 

• Turn light switch on and off 
repeatedly. 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Insist on zipping up a jacket 
when the infant care teacher 
tries to help. (20–28 mos.; Hart 
and Risley 1999, 62; 24 mos.; 
Hart and Risley 1999, 122 and 
129; 20–36 mos.; Bates 1990; 
Bullock and Lutkenhaus 1988, 
1990; Stipek, Gralinski, and 
Kopp 1990) 

• Point to a stack of blocks he 
has made and express, “look” 
to the infant care teacher. 
(28 mos.; Hart and Risley 1999, 
96) 

• Communicate, “I doing this,” “I 
don’t do this, “ “I can do this,” 
or “I did this.” (25 mos.; Hart 
and Risley 1999, 121; Dunn, 
1987; Stipek, Gralinski, and 
Kopp 1990) 

• Say, “I climb high” when telling 
the infant care teacher about 
what happened during outside 
play time, then run outside 
to show him how. (30 mos.; 
Meisels and others 2003) 
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Foundation: Expression of Emotion 
The developing ability to express a variety of feelings through facial  

expressions, movements, gestures, sounds, or words 

8 months 

At around eight months of 
age, children express a variety 
of primary emotions such as 
contentment, distress, joy, 
sadness, interest, surprise, 
disgust, anger, and fear. 
(Lamb, Bornstein, and Teti 
2002, 341) 

For example, the child may: 

• Exhibit wariness, cry, or turn 
away when a stranger ap­
proaches. (6 mos.; Lamb, 
Bornstein, and Teti 2002, 338; 
Fogel 2001, 297; 7–8 mos.; 
Lewis 2000a, 277) 

• Be more likely to react with an­
ger than just distress when ac­
cidentally hurt by another child. 
(later in the first year; Lamb, 
Bornstein, and Teti 2002, 341) 

• Express fear of unfamiliar 
people by moving near a famil­
iar infant care teacher. (8 mos.; 
Bronson 1972) 

• Stop crying and snuggle after 
being picked up by a parent. 

• Show surprise when the infant 
care teacher removes the blan­
ket covering her face to start a 
game of peek-a-boo. 

18 months 

At around 18 months of age, 
children express emotions in 
a clear and intentional way, 
and begin to express some 
complex emotions, such as 
pride. 

For example, the child may: 

• Show affection for a family 
member by hugging. (8–18 
mos.; Lally and others 1995; 
Greenspan and Greenspan 
1985, 84) 

• Express jealousy by trying to 
crowd onto the infant care 
teacher’s lap when another 
child is already sitting there. 
(12–18 mos.; Hart and others 
1998) 

• Express anger at having a 
toy taken away by taking it 
back out of the other child’s 
hands or hitting her. (18 mos.; 
Squires, Bricker, and Twombly 
2002, 115) 

• Smile directly at other children 
when interacting with them. 
(18 mos.; Squires, Bricker, and 
Twombly 2002, 115) 

• Express pride by communi­
cating, “I did it!” (15–24 mos.; 
Lewis and others 1989; Lewis 
2000b) 

36 months 

At around 36 months of age, 
children express complex, self-
conscious emotions such as 
pride, embarrassment, shame, 
and guilt. Children demonstrate 
awareness of their feelings by 
using words to describe feelings 
to others or acting them out in 
pretend play. (Lewis and others 
1989; Lewis 2000b; Lagattuta 
and Thompson 2007) 

For example, the child may: 

• Hide face with hands when feel­
ing embarrassed. (Lagattuta and 
Thompson 2007) 

• Use words to describe feelings; 
for example, “I don’t like that.” 
(24–36 mos.; Fogel 2001, 414; 
24–36 mos.; Harris and others 
1989; Yuill 1984) 

• Communicate, “I miss Grandma,” 
after talking on the phone with 
her. (24–36 mos.; Harris and oth­
ers 1989; Yuill 1984) 

• Act out different emotions dur­
ing pretend play by “crying” 
when pretending to be sad and 
“cooing” when pretending to be 
happy. (Dunn, Bretherton, and 
Munn 1987) 

• Express guilt after taking a toy 
out of another child’s cubby with­
out permission by trying to put 
it back without anyone seeing. 
(Lagattuta and Thompson 2007) 
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Expression of Emotion 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 

may:
 

• Get frustrated or angry when 
unable to reach a toy. (4–6 
mos.; Sternberg, Campos, 
and Emde 1983) 

• Express joy by squealing.  
(5–6 mos.; Parks 2004, 125) 

• Frown and make noises to 
indicate frustration. (5–6 mos.; 
Parks 2004, 125) 

• Be surprised when something 
unexpected happens. (First 6 
mos. of life; Lewis 2000a) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Become anxious when a parent 
leaves the room. (6–9 mos.; 
Parks 2004) 

• Knock a shape-sorter toy away 
when it gets to be too frustrat­
ing. (10–12 mos.; Sroufe 1979) 

• Show anger, when another child 
takes a toy, by taking it back. 
(10–12 mos.; Sroufe 1979) 

• Express fear by crying upon 
hearing a dog bark loudly or 
seeing someone dressed in a 
costume. (10 mos.; Bronson 
1972) 

• Express sadness by frown­
ing after losing or misplacing a 
favorite toy. (9–10 mos.; Fogel 
2001, 300) 

• Smile with affection as a sibling 
approaches. (10 mos.; Sroufe 
1979; Fox and Davidson 1988) 

• Push an unwanted object away. 
(12 mos.; Squires, Bricker, and 
Twombly 2002, 114) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Communicate, “Mama mad” 
after being told by the mother to 
stop an action. (28 mos.; Breth­
erton and others 1986) 

• Use one or a few words to de­
scribe feelings to the infant care 
teacher. (18–30 mos.; Bretherton 
and others 1986; Dunn 1987) 

• Express frustration through tan­
trums. (18–36 mos.; Pruett 1999, 
148) 



 

�� 

Foundation: Empathy 
The developing ability to share in the emotional experiences of others 

8 months 

At around eight months of 
age, children demonstrate 
awareness of others’ feelings 
by reacting to their emotional 
expressions. 

For example, the child may: 

• Stop playing and look at a child 
who is crying. (7 mos.; Ameri­
can Academy of Pediatrics 
2004, 212) 

• Laugh when an older sibling 
or peer makes a funny face. (8 
mos.; Meisels and others 2003) 

• Return the smile of the infant 
care teacher. 

• Grimace when another child 
cries. (Older than 6 mos.; 
Wingert and Brant 2005, 35) 

18 months 

At around 18 months of age, 
children change their behav­
ior in response to the feelings 
of others even though their 
actions may not always make 
the other person feel better. 
Children show an increased 
understanding of the reason 
for another’s distress and 
may become distressed by 
the other’s distress. (14 mos.; 
Zahn-Waxler, Robinson, and 
Emde 1992; Thompson 1987; 
24 mos.; Zahn-Waxler and 
Radke-Yarrow 1982, 1990) 

For example, the child may: 

• Offer to help a crying playmate 
by bringing his own mother over. 
(13–15 mos.; Wingert and Brant 
2005, 35) 

• Try to hug a crying peer. 
(18 mos.; Thompson 1987, 135) 

• Bring her own special blanket 
to a peer who is crying. (13–15 
mos.; Wingert and Brant 2005, 
35) 

• Become upset when another 
child throws a tantrum. 

• Gently pat a crying peer on his 
back, just like his infant care 
teacher did earlier in the day. 
(16 mos.; Bergman and Wilson 
1984; Zahn-Waxler and others 
1992) 

• Hit a child who is crying loudly. 

• Stop playing and look with con­
cerned attention at a child who 
is screaming. 

• Move quickly away from a child 
who is crying loudly. 

36 months 

At around 36 months of age, 
children understand that other 
people have feelings that are 
different from their own and 
can sometimes respond to 
another’s distress in a way 
that might make that person 
feel better. (24–36 mos.; Hoff­
man 1982; 18 mos.; Thomp­
son 1987, 135). 

For example, the child may: 

• Do a silly dance in an attempt 
to make a crying peer smile. 
(24–36 mos.; Dunn 1988) 

• Communicate, “Lucas is sad 
because Isabel took his cup.” 
(36 mos.; Harris and others 
1989; Yuill 1984) 

• Comfort a younger sibling who 
is crying by patting his back, 
expressing “It’s okay” and of­
fering him a snack. (Denham 
1998, 34) 

• Communicate, “Mama sad” 
when the mother cries during 
a movie. (24–36 mos.; Dunn 
1994; Harris 2000, 282). 

• Communicate, “Olivia’s mama 
is happy” and point to or 
indicate the illustration in the 
picture book. (24 mos.; Harris 
2000, 282). 

• Get an infant care teacher to 
help a child who has fallen 
down and is crying. 
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Empathy 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Cry when hearing another baby 
cry. (Younger than 6 mos; Wing­
ert and Brant 2005, 35) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Stand nearby and quietly watch 
a peer who has fallen down 
and is crying. 

• Exhibit social referencing by 
looking for emotional indica­
tors in others’ faces, voices, or 
gestures to decide what to do 
when uncertain. (10–12 mos.; 
Thompson 1987, 129) 

• Cry upon hearing another child 
cry. (12 mos.; Meisels and oth­
ers 2003, 26) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Hug a crying peer. (18–24 mos.; 
Parks 2004, 123) 

• Become upset in the presence 
of those who are upset. 
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Foundation: Emotion Regulation 
The developing ability to manage emotional responses, with  

assistance from others and independently 

8 months 

At around eight months of age, 
children use simple behaviors to 
comfort themselves and begin to 
communicate the need for help to 
alleviate discomfort or distress. 

For example, the child may: 

• Turn away from an overstimulating 
activity. (3–12 mos.; Rothbart, Ziaie, 
and O’Boyle 1992) 

• Vocalize to get a parent’s attention. 
(6.5–8 mos.; Parks 2004, 126) 

• Lift arms to the infant care teacher 
to communicate a desire to be held. 
(7–9 mos.; Coplan 1993, 3; 5–9 mos.; 
Parks 2004, 121) 

• Turn toward the infant care teacher for
assistance when crying. (6–9 mos.; 
Fogel 2001, 274) 

• Cry after her hand was accidentally 
stepped on by a peer and then hold 
the hand up to the infant care teacher 
to look at it. 

• Reach toward a bottle that is up on 
the counter and vocalize when hun­
gry. 

• Make a face of disgust to tell the 
infant care teacher that he does not 
want any more food. (6–9 mos.;  
Lerner and Ciervo 2003) 

• Bump head, cry, and look to infant 
care teacher for comfort. 

• Suck on a thumb to make self feel 
better. 

• Look at the infant care teacher when 
an unfamiliar person enters the room. 

Chart continues on next page. 

 

18 months 

At around 18 months of age, 
children demonstrate a vari­
ety of responses to comfort 
themselves and actively avoid 
or ignore situations that cause 
discomfort. Children can also 
communicate needs and wants 
through the use of a few words 
and gestures. (National Re­
search Council and Institute 
of Medicine 2000, 112; 15–18 
mos.; American Academy of 
Pediatrics 2004, 270; Coplan 
1993, 1) 

For example, the child may: 

• Use gestures and simple words 
to express distress and seek 
specific kinds of assistance 
from the infant care teacher in 
order to calm self. (Brazelton 
1992; Kopp 1989, 347) 

• Use comfort objects, such as a 
special blanket or stuffed toy, to  
help calm down. (Kopp 1989, 
348) 

• Seek to be close to a parent 
when upset. (Lieberman 1993) 

• Play with a toy as a way to 
distract self from discomfort. 
(12–18 mos.; Kopp 1989, 347) 

• Communicate, “I’m okay” after 
falling down. (National Research  
Council and Institute of Medi­
cine 2000, 112) 

• Indicate her knee and say “boo 
boo” after falling down and 
gesture or ask for a bandage. 

• Approach the infant care 
teacher for a hug and express, 
“Mommy work,” then point to 
the door to communicate miss­
ing the mother. 

36 months 

At around 36 months of age, 
children anticipate the need 
for comfort and try to prepare 
themselves for changes in 
routine. Children have many 
self-comforting behaviors 
to choose from, depending 
on the situation, and can 
communicate specific needs 
and wants. (Kopp 1989; CDE 
2005) 

For example, the child may: 

• Reach for the mother’s hand 
just before she pulls a ban­
dage off the child’s knee. 

• Ask the infant care teacher to 
hold him up to the window to 
wave good-bye before the par­
ent leaves in the morning. 

• Show the substitute teacher 
that she likes a back rub dur­
ing naptime by patting own 
back while lying on the mat. 

• Play quietly in a corner of the 
room right after drop-off, until 
ready to play with the other 
children. 

• Ask the infant care teacher to 
explain what’s going to happen 
at the child’s dental appoint­
ment later in the day. 

• Communicate, “Daddy always 
comes back” after saying 
good-bye to him in the morn­
ing. 
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Emotion Regulation 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Suck on hands, focus on an in­
teresting toy, or move the body 
in a rocking motion to calm self. 
(3–6 mos.; Parks 2004, 10) 

• Cry inconsolably less often than 
in the early months. (6 mos.; 
Parks 2004, 10) 

• Calm self by sucking on fingers 
or hands. (4 mos.; Thelen and 
Fogel 1989; 3–12 mos.; Bron­
son 2000b, 64) 

• Be able to inhibit some negative 
emotions. (Later in the first year; 
Fox and Calkins 2000) 

• Shift attention away from a dis­
tressing event onto an object, 
as a way of managing emo­
tions. (6 mos.; Weinberg and 
others 1999) 

• Fall asleep when feeling over­
whelmed. 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Move away from something 
that is bothersome and move 
toward the infant care teacher 
for comfort. (6–12 mos.; Bron­
son 2000b, 64) 

• Fight back tears when a parent 
leaves for the day. (12 mos.; 
Bridges, Grolnick, and Con­
nell 1997; Parritz 1996; Sroufe 
1979) 

• Look for a cue from the infant 
care teacher when unsure if 
something is safe. (10–12 mos.; 
Fogel 2001, 305; Dickstein and 
Parke 1988; Hirshberg and 
Svejda 1990) 

• Fuss to communicate needs or 
wants; begin to cry if the infant 
care teacher does not respond 
soon enough. (11–19 mos.; 
Hart and Risley 1999, 77) 

• Repeat sounds to get the infant 
care teacher’s attention. (11–19 
mos.; Hart and Risley 1999, 79) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Continue to rely on adults for 
reassurance and help in con­
trolling feelings and behavior. 
(Lally and others 1995) 

• Reenact emotional events in 
play to try to gain mastery over 
these feelings. (Greenspan and 
Greenspan 1985) 

• Use words to ask for specific 
help with regulating emotions. 
(Kopp 1989) 

• Express wants and needs 
verbally; for example, say, “hold 
me” to the infant care teacher 
when feeling tired or over­
whelmed. (30–31.5 mos.; Parks 
2004, 130) 



 

�� 

Foundation: Impulse Control 
The developing capacity to wait for needs to be met, 


to inhibit potentially hurtful behavior, and to act according  

to social expectations, including safety rules
 

8 months 

At around eight months of 
age, children act on impulses. 
(Birth–9 mos.; Bronson 2000b, 
64) 

For example, the child may: 

• Explore the feel of hair by 
pulling it. (4–7 mos.; American 
Academy of Pediatrics 2004, 
226) 

• Reach for an interesting toy that 
another child is mouthing. 

• Reach for another child’s bottle 
that was just set down nearby. 

• Turn the head away or push the 
bottle away when finished eat­
ing (8 mos.; Meisels and others 
2003, 19). 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children respond positively 
to choices and limits set by 
an adult to help control their 
behavior. (18 mos.; Meisels 
and others 2003, 34; Kaler and 
Kopp 1990) 

For example, the child may: 

• Stop drawing on the wall when 
a parent asks. (18 mos.; Meisels 
and others 2003) 

• Choose one toy when the infant 
care teacher asks, “Which one 
do you want?” even though the 
child really wants both. 

• Express “no no” while ap­
proaching something the child 
knows she should not touch, 
because the infant care teacher 
has communicated “no no” in 
the past when the child tried to 
do this. 

• Look to the infant care teacher 
to see his reaction when the 
child reaches toward the light 
switch. 

• Stop reaching for the eyeglass­
es on the infant care teacher’s 
face when she gently says, “no 
no.” (Scaled score of 10 for 
7:16–8:15 mos.; Bayley 2006, 
87; 12 mos.; Meisels and others 
2003, 27) 

36 months 

At around 36 months of age, 
children may sometimes 
exercise voluntary control over 
actions and emotional expres­
sions. (Bronson 2000b, 67) 

For example, the child may: 

• Jump up and down on the 
couch but stop jumping and 
climb down when a parent 
enters the room. (36 mos.; 
Meisels and others 2003) 

• Experience difficulty (e.g., cry, 
whine, pout) with transitions. 
(30–36 mos.; Parks 2004, 320) 

• Begin to share. 

• Handle transitions better when 
prepared ahead of time or when 
the child has some control over 
what happens. 

• Touch a pet gently without 
needing to be reminded. 

• Wait to start eating until others 
at the table are also ready. 
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Impulse Control 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Cry when hungry or tired. 

• Fall asleep when tired. 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Crawl too close to a younger 
infant lying nearby. 

• Refrain from exploring another 
baby’s hair when reminded to 
be gentle. (8–10 mos.; Brazel­
ton 1992, 256) 

• Look at the infant care teacher’s 
face to determine whether it is 
all right to play with a toy on 
the table. (12 mos.; Meisels and 
others 2003, 25) 

• Bite another child who takes a 
toy. 

• Reach for food on a plate 
before the infant care teacher 
offers it. (12 mos.; Meisels and 
others 2003, 25) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Begin to use words and dra­
matic play to describe, under­
stand, and control impulses 
and feelings. (Lally and others 
1995) 

• Communicate, “Mine!” and 
take a doll out of the hands of a 
peer. (23–24 mos.; Parks 2004, 
330) 

• Throw a puzzle piece on the 
floor after having trouble fitting 
it in the opening. (24 mos.; 
Meisels and others 2003) 

• Open the playground door and 
run out, even after being asked 
by the infant care teacher to 
wait. (24 mos.; Meisels and 
others 2003) 

• Start to take another child’s toy, 
then stop after catching the eye 
of the infant care teacher. (24 
mos.; Meisels and others 2003) 

• Use a quiet voice at naptime. 
(30 mos.; Meisels and others 
2003) 

• Understand and carry out 
simple commands or rules. 
(Bronson 2000b, 85) 

• Have a tantrum rather than 
attempt to manage strong feel­
ings. (Brazelton 1992) 

• Be able to wait for a turn. 
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Foundation: Social Understanding 
The developing understanding of the responses, communication,  

emotional expressions, and actions of other people 

8 months 

At around eight months of 
age, children have learned 
what to expect from familiar 
people, understand what to 
do to get another’s attention, 
engage in back-and-forth 
interactions with others, and 
imitate the simple actions or 
facial expressions of others.  

For example, the child may: 

• Smile when the infant care 
teacher pauses, to get her to 
continue playing peek-a-boo or 
pat-a-cake. 

• Squeal in anticipation of the 
infant care teacher’s uncover­
ing her eyes during a game of 
peek-a-boo. 

• Learn simple behaviors by imi­
tating a parent’s facial expres­
sions, gestures, or sounds. 

• Try to get a familiar game or 
routine started by prompting 
the infant care teacher. 

• Quiet crying upon realizing that 
the infant care teacher is ap­
proaching. 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children know how to get the 
infant care teacher to respond in 
a specific way through ges­
tures, vocalizations, and shared 
attention; use another’s emo­
tional expressions to guide their 
own responses to unfamiliar 
events; and learn more com­
plex behavior through imitation. 
Children also engage in more 
complex social interactions and 
have developed expectations 
for a greater number of familiar 
people. 

For example, the child may: 

• Gesture toward a desired toy 
or food while reaching, making 
imperative vocal sounds, and 
looking toward the infant care 
teacher. 

• Seek reassurance from the infant 
care teacher when unsure about 
something. 

• Vary response to different infant 
care teachers depending on their 
play styles, even before they have 
started playing; for example, 
get very excited upon seeing an 
infant care teacher who regularly 
plays in an exciting, vigorous 
manner. 

• Engage in back-and-forth play 
that involves turn-taking, such as 
rolling a ball back and forth. 

• Look in the direction of the infant 
care teacher’s gesturing or point­
ing. 

• Learn more complex behaviors 
through imitation, such as 
watching an older child put toys 
together and then doing it. 

36 months 

At around 36 months of 
age, children can talk about 
their own wants and feelings 
and those of other people, 
describe familiar routines, 
participate in coordinated 
episodes of pretend play 
with peers, and interact 
with adults in more complex 
ways. 

For example, the child may: 

• Name own feelings or desires, 
explicitly contrast them with 
another’s, or describe why the 
child feels the way he does. 

• Describe what happens during 
the bedtime routine or another 
familiar everyday event. 

• Move into and out of pretend 
play roles, tell other children 
what they should do in their 
roles, or extend the sequence 
(such as by asking “Wanna 
drink?” after bringing a pre­
tend hamburger to the table 
as a waiter). 

• Help the infant care teacher 
search for a missing toy. 

• Talk about what happened 
during a recent past experi­
ence, with the assistance of 
the infant care teacher. 

• Help the infant care teacher 
clean up at the end of the 
day by putting the toys in the 
usual places. 
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Social Understanding 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Make imperative vocal sounds 
to attract the infant care 
teacher’s attention. 

• Participate in playful, face-to­
face interactions with an adult, 
such as taking turns vocaliz­
ing. 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Follow the infant care teacher’s 
gaze to look at a toy. 

• Hold up or gesture toward 
objects in order to direct the 
infant care teacher’s attention 
to them. 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Vary play with different peers 
depending on their preferred play 
activities. 

• Imitate the behavior of peers as 
well as adults. 
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Language  Development
 

“The acquisition of language 
and speech seems decep­
tively simple. Young chil­

dren learn their mother tongue rapidly 
and effortlessly, from babbling at six 
months of age to full sentences by the 
end of three years, and follow the same 
developmental path regardless of cul­
ture.” (Kuhl 2004, 831) 

As is true of human development in 
infancy overall, language development 
occurs in the context of relationships. 
Emotion and language development in 
the early years are linked, as “much of 
the form and content of communica­
tion between infants and their care­
givers in the first year of life depends 
upon affective expression” (Bloom and 
Capatides 1987, 1513). The relation­
ship basis of early language develop­
ment appears right at the beginning 
of life. Newborns prefer the sounds of 
their mothers’ voices (DeCasper and 
Fifer 1980). They also prefer the lan­
guage spoken by their mother during 
her pregnancy (Moon, Cooper, and 
Fifer 1993). 

Adults typically modify their speech 
when communicating with young 
infants. Research suggests that 
infant-directed speech (also referred 

to as “parentese” or “motherese”) has 
qualities, notably its pitch or tone and 
sing-song-like rhythm, that distin­
guish it from adult-directed speech 
(Cooper and others 1997). Preverbal 
infants communicate through eye 
contact, facial expressions, gestures, 
and sounds. Understanding language 
precedes speaking it (Bloom and oth­
ers 1996). In addition, before being 
able to use language effectively, infants 
acquire some understanding of the 
social processes involved in commu­
nication. They learn about the social 
aspects of communication through 
engaging in turn-taking behavior in 
proto-conversations with their par­
ents or infant care teachers. In proto­
conversations, the adult usually says 
something to the preverbal infant, 
and the infant responds by making 
eye contact, cooing, smiling, showing 
lip and tongue movements, or waving 
arms. These “conversation-like” con­
versations go back and forth between 
the adult and the infant for several 
turns. 

There is broad variability in lan­
guage development in its pattern and 
pace (Bloom and Capatides 1987). 
However, the process of early language 
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development is fundamentally the 
same across cultures and languages. 
In describing early language develop­
ment, Kuhl (2002, 115) states: “One 
of the puzzles in language develop­
ment is to explain the orderly transi­
tion that all infants go through during 
development. Infants the world over 
achieve certain milestones in linguistic 
development at roughly the same time, 
regardless of the language they are 
exposed to.” 

Perceptual processes play an impor­
tant role in language development. As 
Gogate, Walker-Andrews, and Bahrick 
(2001, 13) note: “A diverse set of exper­
imental findings suggests that early 
lexical comprehension owes much to 
infants’ developing ability to perceive 
intersensory relations in auditory-
visual events,” [for example, speech]. 
Experience also affects language 
development from very early in life. 
One of the ways experience influences 
language development is through its 
impact on perception early in infancy. 
Prior to infants’ first spoken words, or 
word comprehension, they have 
already “come to recognize the percep­
tual properties of their native lan­
guage” (Kuhl 2002, 119). Infants are 
learning about the prosodic or sound 
characteristics of their native lan­
guage: by nine months of age, English-
speaking infants demonstrate a prefer­
ence for the sound stress pattern 
characteristic of words in the English 
language (Jusczyk, Cutler, and Redanz 
1993). Kuhl (2002, 112) concludes: “At 
age one—prior to the time infants 
begin to master higher levels of lan­
guage, such as sound-meaning corre­
spondences, contrastive phonology, 
and grammatical rules—infants’ per­
ceptual and perceptual-motor systems 

have been altered by linguistic experi­
ence. Phonetic perception has changed 
dramatically to conform to the native-
language pattern, and language-
specific speech production has 
emerged.” 

Receptive Language 
Infants excel at detecting patterns in 

spoken language (Kuhl 2000). The 
literature indicates that infants’ 
speech perception abilities are strong. 
Not only do infants understand more 
vocabulary than they are able to 
produce, but they also demonstrate 
awareness of the properties of the 
language or languages they are 
exposed to before they acquire words 
(Ingram 1999). During the first six 
months of life, infants are better than 
adults at perceiving various types of 
contrasts in speech (Plunkett and 
Schafer 1999). Infants improve in their 
ability to discriminate the sounds 
characteristic of their native language 
while losing their abilities to discrimi­
nate some sounds characteristic of 
languages other than their native 
language (Cheour and others 1998). 
According to Kuhl (2004), the way in 
which the infant’s brain processes 
repeated experiences with speech 
explains language acquisition in a 
social and biological context. Accord­
ing to this view, from early infancy 
young children use a mental filter to 
orient, with greater efficiency and 
accuracy, to the speech sounds char­
acteristic of their native language. This 
strategy enables infants to identify the 
phonemic units most useful to them in 
their native language and serves as a 
building block to later word acquisition 
(Kuhl 2004). 
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Expressive Language 
Infants use their expressive lan­

guage skills to make sounds or use 
gestures or speech to begin to com­
municate. Even preverbal infants 
use vocalizing or babbling to express 
themselves. They also imitate the 
sounds and rhythm of adult speech. 
As they develop, infants generate 
increasingly understandable sounds or 
verbal communication. They demon­
strate their expressive language abili­
ties by asking questions and respond­
ing to them and repeating of sounds 
or rhymes. Children typically acquire 
their first 50 words between the ages 
of one and two (Ingram 1999). Kuczaj 
(1999, 145) notes: “The 24-month-old 
child with a productive vocabulary 
between 50 and 600 words will easily 
quadruple or quintuple her vocabu­
lary in the next year, and then add 
between 3000 and 4000 words per 
year to her productive vocabulary until 
she graduates from high school.” 

Infants’ use of nonverbal gestures as 
a form of communication appears to 
be a typical feature of early language 
development, although there is consid­
erable variability among children 
(Acredolo and Goodwyn 1988). The 
use of communicative gestures 
appears to generally precede the 
child’s first words (Carpenter, Nagell, 
and Tomasello 1998). Commenting on 
the infant’s motivation to use gestures, 
Acredolo and Goodwyn (1997, 30) state 
that the human infant has a special 
capacity to communicate with ges­
tures. Acredolo and Goodwyn (1997) 
go on to say that typically developing 
infants seem so intent on communi­
cating once they realize there is some­
body out there “listening” that they 

find creative ways to do so before they 
have mastered words. 

Communication Skills and 
Knowledge 

Sensitivity to the timing of conver­
sational exchanges has been dem­
onstrated through research on back­
and-forth communication involving 
young infants (Rochat, Querido, and 
Striano 1999). Infants use speech, 
gestures, and facial expressions as 
well as direct their attention to com­
municate to others. As they grow, they 
increasingly understand the rules or 
conventions of social communication. 
Infants also gain an expanded vocabu­
lary that helps them express them­
selves through words. As they develop, 
infants benefit from communicating 
with both peers and adults, very dif­
ferent conversational partners. Accord­
ing to Pan and Snow (1999, 231), 
“Interaction with peers, who are less 
competent and usually less coopera­
tive partners than adults, requires use 
of more sophisticated conversational 
skills, such as knowing how and when 
to interrupt, how to remedy overlaps 
and interruptions by others, and how 
to make topic-relevant moves.” One 
type of environment that typically 
offers abundant opportunities for com­
munication with both adult and child 
conversational partners is high-quality 
child care settings. 

Interest in Print 
Infants show an interest in print 

at first through physically exploring, 
such as putting books in their mouths, 
handling books, or focusing on print 
in the environment around them. 
Turning the pages of books, looking at 
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books or pictures, asking for a favorite 
book or telling a favorite story with an 
adult are other indicators of interest 
in print. As infants grow older, mak-
ing intentional marks on paper with a 
crayon or marker, pretending to read 
and write, repeating stories, repeating 
rhymes, recognizing images in books, 
noticing common symbols and words, 
and enjoying books are all related to 
interest in print. Interest in print can 

be considered one aspect of emergent 
literacy, the idea that literacy devel-
ops from early childhood rather than 
something that becomes relevant only 
upon school entry (Whitehurst and 
Lonigan 1998). Because early experi-
ences with print contribute to later 
literacy, shared book reading is recom-
mended as a valuable way to promote 
emergent literacy (Whitehurst and 
Lonigan 1998). 
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Foundation: Receptive Language 
The developing ability to understand words  


and increasingly complex utterances
 

8 months 

At around eight months of 
age, children show under­
standing of a small number 
of familiar words and react 
to the infant care teacher’s 
overall tone of voice. 

For example, the child 
may: 

• Smile and look toward the 
door when the infant care 
teacher says, “Daddy’s 
here.” (Scaled score of 10 
for 7:16–8:15 mos.; Bayley 
2006, 87) 

• Wave arms and kick legs in 
excitement when the infant 
care teacher says, “bottle.” 
(8 mos.; Meisels and others 
2003, 18) 

• Smile when the infant care 
teacher uses baby talk and 
make a worried face when 
she uses a stern voice. 
(8 mos.; Meisels and others 
2003, 18; by end of 7 mos.; 
American Academy of Pedi­
atrics 2004) 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children show understand­
ing of one-step requests that 
have to do with the current 
situation. 

For example, the child may: 

• Go to the cubby when the 
infant care teacher says that 
it is time to put on coats to 
go outside. (Scaled score of 
10 for 17:16 to 18:15 mos.; 
Bayley 2006, 90; 12–18 mos.; 
Lerner and Ciervo 2003; 12 
mos.; Coplan 1993, 2; by 24 
mos.; American Academy 
of Pediatrics 2004; 12 mos.; 
Coplan 1993, 2; 24 mos.; 
Meisels and others 2003, 46) 

• Cover up the doll when the 
infant care teacher says, 
“Cover the baby with the 
blanket.” (Scaled score of 10 
for 17:16–18:15 mos.; Bayley 
2006, 90; 12–18 mos.; Lerner 
and Ciervo 2003; 12 mos.; 
Coplan 1993, 2; by 24 mos.; 
American Academy of Pediat­
rics 2004) 

• Go to the sink when the infant 
care teacher says that it is 
time to wash hands. (Scaled 
score of 10 for 17:16–18:15 
mos.; Bayley 2006, 90; 12–18 
mos.; Lerner and Ciervo 2003; 
12 mos.; Coplan 1993, 2; by 
24 mos.; American Academy 
of Pediatrics 2004; 24 mos.; 
Meisels and others 2003, 46) 

• Get a tissue when the infant 
care teacher says, “Please go 
get a tissue. We need to wipe 
your nose.” (18 mos.; Meisels 
and others 2003, 36) 

36 months 

At around 36 months of age, chil­
dren demonstrate understanding of 
the meaning of others’ comments, 
questions, requests, or stories. (By 
36 mos.; American Academy of 
Pediatrics 2004, 307) 

For example, the child may: 

• Look for a stuffed bear when the 
infant care teacher asks, “Where’s 
your bear?” (24–36 mos.; Coplan 
1993, 2–3; scaled score of 10 for 
34:16–35:15; Bayley 2006) 

• Get the bin of blocks when the infant 
care teacher asks what the child 
wants to play with. (24–36 mos.; 
Coplan 1993, 2–3; scaled score of 10 
for 34:16–35:15; Bayley 2006) 

• Show understanding of words such 
as no, not, and don’t, and utterances 
such as when the infant care teacher 
says, “There’s no more milk,” or 
“Those don’t go there.” (24–36 mos.; 
Parks 2004, p. 99) 

• Know the names of most objects in 
the immediate environment. (By 36 
mos.; American Academy of Pediat­
rics 2004) 

• Understand requests that include 
simple prepositions, such as, “Please 
put your cup on the table,” or “Please 
get your blanket out of your back­
pack.” (By 36 mos.; Coplan 1993, 2; 
by 36 mos.; American Academy of 
Pediatrics 2004; 24–27 mos.; Parks 
2004, 97) 

• Laugh when an adult tells a silly joke 
or makes up rhymes with nonsense 
“words.” (By 36 mos.; American 
Academy of Pediatrics 2004, 307) 

• Show understanding of the meaning 
of a story by laughing at the funny 
parts or by asking questions. (By 36 
mos.; American Academy of Pediat­
rics 2004, 307) 
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Receptive Language 

Behaviors leading up to the
foundation (� to � months) 

During this period, the child 

may:
 

• Vocalize in response to the 
infant care teacher’s speech. 
(3–6 mos.; Parks 2004) 

• Quiet down when hearing the 
infant care teacher’s voice. 
(3–6 mos.; Parks 2004) 

• Turn toward the window when  
hearing a fire truck drive by. 
(4–6 mos.; Coplan 1993, 2) 

• Quiet down and focus on the 
infant care teacher as he talks 
to the child during a diaper 
change. (4 mos.; Meisels and 
others 2003, 10) 

• Look at or turn toward the 
infant care teacher who says 
the child’s name. (Mean for 
5 mos.; Bayley 2006, 86; by 7 
mos.; American Academy of 
Pediatrics 2004, 209; 9 mos.; 
Coplan 1993, 2; 12 mos.; 
Meisels and others 2003, 27; 
5–7 mos.; Parks 2004) 

 Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Follow one-step simple 
requests if the infant care 
teacher also uses a gesture 
to match the verbal request, 
such as pointing to the blanket 
when asking the child to get it. 
(9 mos.; Coplan 1993, 2) 

• Look up and momentarily stop 
reaching into the mother’s 
purse when she says “no no.” 
(9–12 mos.; Parks 2004, 95) 

• Show understanding of the 
names for most familiar 
objects and people. (Scaled 
score of 10 for 16:16–17:15 
mos.; Bayley 2006, 90; 8–12 
mos.; Parks 2004, 94) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Show understanding of pronouns, 
such as he, she, you, me, I, and 
it; for example, by touching own 
nose when the infant care teacher 
says, “Where’s your nose?” and 
then touching the infant care 
teacher’s nose when he says, 
“And where’s my nose?” (19 mos.; 
Hart and Risley 1999, 61; 20–24 
mos.; Parks 2004, 96) 

• Follow two-step requests about 
unrelated events, such as, “Put 
the blocks away and then go pick 
out a book.” (24 mos.; Coplan 
1993, 2; by 24 mos.; American 
Academy of Pediatrics 2004, 270;  
24–29 mos.; Parks 2004, 104; 
three-part command by 36 mos.; 
American Academy of Pediatrics 
2004, 307) 

• Answer adults’ questions; for 
example, communicate “apple” 
when a parent asks what the child 
had for snack. (28 mos.; Hart and 
Risley 1999, 95) 
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Foundation: Expressive Language 
The developing ability to produce the sounds of language  
and use vocabulary and increasingly complex utterances 

8 months 

At around eight months of 
age, children experiment 
with sounds, practice making 
sounds, and use sounds or ges­
tures to communicate needs, 
wants, or interests. 

For example, the child may: 

• Vocalize to get the infant care 
teacher’s attention. (6.5–8 
mos.; Parks 2004) 

• Repeat sounds when bab­
bling, such as “da da da 
da” or “ba ba ba ba.” (By 7 
mos.; American Academy 
of Pediatrics 2004, 209; 6–7 
mos.; Hulit and Howard 2006, 
122; scaled score of 10 for 
7:16–8:15 on Bayley 2006, 
106; 4–6.5 mos.; Parks 2004; 
6 mos.; Locke 1993) 

• Wave to the infant care 
teacher when he waves and 
says, “bye-bye” as he leaves 
for his break. (6–9 mos.; Parks 
2004, 121) 

• Lift arms to the infant care 
teacher to communicate a 
desire to be held. (7–9 mos.; 
Coplan 1993, 3; 5–9 mos.; 
Parks 2004, 121) 

Chart continues on next page. 

18 months 

At around 18 months of age, children 
say a few words and use conven­
tional gestures to tell others about 
their needs, wants, and interests. (By 
15 to 18 mos.; American Academy of 
Pediatrics 2004 270; Coplan 1993, 1; 
Hulit and Howard 2006, 142) 

For example, the child may: 

• Look at a plate of crackers, then at 
the infant care teacher, and com­
municate “more.” (Scaled score of 
10 for 16:16–17:15; Bayley 2006; 
14–20 mos.; Parks 2004) 

• Point to an airplane in the sky and 
look at the infant care teacher. 
(17.5–18.5 mos.; Parks 2004, 123) 

• Use the same word to refer to 
similar things, such as “milk” while 
indicating the pitcher, even though 
it is filled with juice. (18 mos.; 
Meisels and others 2003, p. 37) 

• Use two words together, such as 
“Daddy give.” (18 mos.; National 
Research Council and Institute of 
Medicine 2000, 127) 

• Shake head “no” when offered 
more food. (18 mos.; Meisels and 
others 2003, 37) 

• Jabber a string of sounds into the 
toy telephone. (18 mos.; Meisels 
and others 2003, 37) 

• Gesture “all gone” by twisting 
wrists to turn hands up and down 
when finished eating lunch. (12–19 
mos.; Parks 2004, 122) 

• Use made-up “words” to refer to 
objects or experiences that only 
familiar adults will know the mean­
ing of; for example “wo-wo” when 
wanting to go next door to visit 
the puppy. (12–22 mos.; Hulit and 
Howard 2006, p. 130) 

36 months 

At around 36 months of age, 
children communicate in a way 
that is understandable to most 
adults who speak the same lan­
guage they do. Children combine 
words into simple sentences and 
demonstrate the ability to follow 
some grammatical rules of the 
home language. (By 36 mos.; 
American Academy of Pediatrics 
2004, 307; 30–36 mos.; Parks 
2004; 24–36 mos.; Lerner and 
Ciervo 2003; by 36 mos.; Hart 
and Risley 1999, 67) 

For example, the child may: 

• Use the past tense, though not 
always correctly; for example, 
“Daddy goed to work,” “She 
falled down.” (27–30 mos.; 
Hulit and Howard 2006, 182; 
30–36 mos.; Parks 2004; 
28 mos.; Hart and Risley 1999, 
95 and 129–30) 

• Use the possessive, though 
not always correctly; for 
example, “That’s you car” or 
“Her Megan.” (Scaled score 
of 10 for 34:16–35:15; Bayley 
2006) 

• Use a few prepositions, such 
as “on” the table. (33-35.5 
mos.; Parks 2004, p. 116) 

• Talk about what she will do in 
the future, such as “I gonna 
get a kitty.” (33–36 mos.; Hart 
and Risley 1999, 131) 

• Use 300–1000 words. (35+ 
mos.; Parks 2004, 116) 

• Use the plural form of nouns, 
though not always correctly; 
for example, “mans,” and 
“mouses.” (By 36 mos.; Ameri­
can Academy of Pediatrics 
2004, 307; 28 mos.; Hart and 
Risley 1999, 95) 

• Express, “Uncle is coming to 
pick me up.” (36 mos.; Hoff 
2005) 
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Expressive Language 

Behaviors leading up to 
the foundation (� to � 
months) 

During this period, the child 
may: 

• Squeal when excited. 
(5 mos.; Lerner and Ciervo 
2003; by 7 mos.; American 
Academy of Pediatrics 
2004, 209) 

• Make an angry noise when 
another child takes a toy.  
(5–6 mos.; Parks 2004) 

• Make a face of disgust to 
tell the infant care teacher 
that she does not want 
any more food. (6–9 mos.; 
Lerner and Ciervo 2003) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Babble using the sounds of his 
home language. (6–10 mos.; 
Cheour and others 1998) 

• Consistently use utterances to 
refer to favorite objects or experi­
ences that only familiar adults 
know the meaning of; for example, 
“ba ba ba ba” for blanket. (9 mos.; 
Bates, Camaioni, and Volterra 
1975; 12 mos.; Coplan 1993, 3; 
12 mos.; Davies 2004, 166; 9–10 
mos.; Hulit and Howard 2006, 123) 

• Express “Mama” or “Dada” when 
the mother or father, respectively, 
enters the room. (10 mos.; Coplan 
1993, 1) 

• Say a first word clearly enough 
that the infant care teacher can 
understand the word within the 
context; for example, “gih” for 
give, “see,” “dis” for this, “cookie,” 
“doggie,” “uh oh” and “no.” (Mean 
age 11 mos.; Hart and Risley 
1999, 56) 

• Name a few familiar favorite 
objects. (Around 12 mos.; Coplan 
1993, 3; mean age 13 mos., range 
9–16 mos.; Hulit and Howard 
2006, 132; between 10 and 15 
mos.; National Research Council 
and Institute of Medicine 2000, 
127) 

• Change tone when babbling, so 
that the child’s babbles sound 
more and more like adult speech. 
(By 12 mos.; American Academy 
of Pediatrics 2004; 7.5–12 mos.; 
Parks, 2004; 7–8 mos.; Hulit and 
Howard 2006, 123) 

• Use expressions; for example, 
“uh oh” when milk spills or when 
something falls off the table. 
(12.5–14.5 mos.; Parks 2004) 

• Say “up” and lift arms to be picked 
up by the infant care teacher. 
(Scaled score of 9 for 16:16–17:15 
mos.; Bayley 2006, 108; 12–14 
mos.; Parks 2004, 132) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Tend to communicate about 
objects, actions, and events that 
are in the here and now. (12–22 
mos.; Hulit and Howard 2006, 
141) 

• Use some words to refer to more 
than one thing; for example, 
“night-night” to refer to bedtime 
or to describe darkness. (12–22 
mos.; Hulit and Howard 2006, 
132) 

• Use many new words each day. 
(18–20 mos.; Coplan, 1993, 1; 
18–24 mos.; Hulit and Howard 
2006, 137) 

• Begin to combine a few words 
into mini-sentences to express 
wants, needs, or interests; for 
example, “more milk,” “big 
doggie,” “no night-night” or “go 
bye-bye.” (18–20 mos.; Coplan 
1993, 1; 24 mos.; Meisels and 
others 2003, 47; by 24 mos.; 
American Academy of Pediatrics 
2004, 270; 18–24 mos.; Hulit and 
Howard 2006, 143; scaled score 
of 10 for 32:16–33:15; Bayley 
2006, 114; 20.5–24 mos.; Parks 
2004, 133) 

• Have a vocabulary of about 80 
words. (19 mos.; Hart and Risley 
1999, 61) 

• Start adding articles before 
nouns, such as, “a book” or “the 
cup.” (20 mos.; Hart and Risley 
1999, 63) 

• Use own name when referring to 
self. (18-24 mos.; Parks 2004) 

• Ask questions with raised intona­
tions at the end, such as “Doggy 
go?” (22–26 mos.; Hulit and 
Howard 2006, 144) 

• Communicate using sentences 
of three to five words, such as 
“Daddy go store?” or “Want 
more rice.” (30 mos.; Coplan 
1993, 1; 25 mos.; Hart and Risley 
1999, 63) 
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Foundation: Communication Skills and Knowledge 
The developing ability to communicate nonverbally and verbally 

8 months 

At around eight months of age, 
children participate in back-and­
forth communication and games. 

For example, the child may: 

• Put arms up above head when 
the infant care teacher says, 
“soooo big.” (8 mos.; Meisels 
and others 2003, 19) 

• Try to get the infant care 
teacher to play peek-a-boo 
by hiding her face behind a 
blanket, uncovering her face, 
and laughing. (8 mos.; Meisels 
and others 2003, 19) 

• Pull the infant care teacher’s 
hands away from his face 
during a game of peek-a­
boo. (Scaled score of 11 for 
7:16–8:15 mos.; Bayley 2006, 
106) 

• Try to clap hands to get the 
infant care teacher to continue 
playing pat-a-cake. (8 mos.; 
Meisels and others 2003, 19) 

• Make sounds when the infant 
care teacher is singing a song. 
(8 mos.; Meisels and others 
2003, 19) 

• Interact with the infant care 
teacher while singing a song 
with actions or while doing 
finger plays. (Scaled score of 
11 for 8:16–9:15 mos.; Bayley 
2006) 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children use conventional ges­
tures and words to communicate 
meaning in short back-and-forth 
interactions and use the basic 
rules of conversational turn-
taking when communicating. 
(Bloom, Rocissano, and Hood 
1976) 

For example, the child may: 

• Respond to the infant care 
teacher’s initiation of conver­
sation through vocalizations 
or nonverbal communication. 
(12–19 mos.; Hart and Risley 
1999, 37) 

• Initiate interactions with the in­
fant care teacher by touching, 
vocalizing, or offering a toy. 
(12–19 mos.; Hart and Risley 
1999, 37) 

• Jabber into a toy phone and 
then pause, as if to listen to 
someone on the other end. (18 
mos.; Meisels and others 2003, 
37) 

• Shake head or express “no” 
when the infant care teacher 
asks if the child is ready to go 
back inside. (18 mos.; Meisels 
and others 2003, 37) 

• Respond to the infant care 
teacher’s comment about a toy 
with an additional, but related, 
action or comment about the 
same toy; for example, make a 
barking sound when the infant 
care teacher pats a toy dog 
and says, “Nice doggie.” (By 
18 mos.; Bloom, Rocissano, 
and Hood 1976) 

36 months 

At around 36 months of age, chil­
dren engage in back-and-forth con­
versations that contain a number of 
turns, with each turn building upon 
what was said in the previous turn. 
(Hart and Risley 1999, 122) 

For example, the child may: 

• Persist in trying to get the infant 
care teacher to respond by 
repeating, speaking more loudly, 
expanding on what the child 
said, or touching the infant care 
teacher. (After 30 mos.; Hart and 
Risley 1999, 38) 

• Repeat part of what the adult just 
said in order to continue the con­
versation. (31–34 mos.; Hulit and 
Howard 2006, 186; by 24 mos.; 
American Academy of Pediatrics 
2004) 

• Make comments in a conversa­
tion that the other person has 
difficulty understanding; for 
example, suddenly switch topics 
or use pronouns without making 
clear what is being talked about. 
(31–34 mos.; Hulit and Howard 
2006, 192) 

• Answer adults’ questions, such 
as “What’s that?” and “Where 
did it go?” (31–34 mos.; Hulit and 
Howard 2006, 185; 24–36 mos.; 
Parks 2004) 

• Begin to create understandable 
topics for a conversation partner. 

• Sometimes get frustrated if the 
infant care teacher does not un­
derstand what the child is trying 
to communicate. (28.5–36 mos.; 
Parks 2004, 129) 

• Participate in back-and-forth 
interaction with the infant care 
teacher by speaking, giving feed­
back, and adding to what was 
originally said. (29–36 mos.; Hart 
and Risley 1999, 36, 39–40) 
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Communication Skills and Knowledge 
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Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Respond with babbling when 
the infant care teacher asks 
a question. (Hart and Risley 
1999, 55) 

• Laugh when a parent nuzzles 
her face in the child’s belly, vo­
calizes expectantly when she 
pulls back, and laugh when she
nuzzles again. (3–6 mos.; Parks
2004, 11) 

• Move body in a rocking motion
to get the infant care teacher 
to continue rocking. (4-5 mos.; 
Parks 2004, 57) 

• Babble back and forth with 
the infant care teacher during 
diaper change. (5.5–6.5 mos.; 
Parks 2004, 125) 

 
 

 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Copy the infant care teacher in 
waving “bye-bye” to a parent 
as he leaves the room. (Scaled 
score of 9 for 12:16–13:15 
mos.; Bayley 2006, No. 14, 
88; 8 mos.; Meisels and others 
2003, 19) 

• Purse lips after hearing and 
seeing the infant care teacher 
make a sputtering sound with 
her lips. (9 mos.; Apfel and 
Provence 2001) 

• Repeat the last word in an 
adult’s question in order to 
continue the conversation; for 
example, saying “dat” after the 
infant care teacher asks, “What 
is that?” (11–16 mos.; Hart and 
Risley 1999, 83) 

• Respond with “yes” or “no” 
when asked a simple question. 
(11–16 mos.; Hart and Risley 
1999, 83) 

• Hold out a toy for the infant 
care teacher to take and then 
reach out to accept it when 
the infant care teacher offers it 
back. (12–15 mos.; Parks 2004, 
122) 

• Show an understanding that 
a conversation must build on 
what the other partner says; for 
example, expressing, “bear” 
when the infant care teacher 
points to the stuffed bear and 
asks, “What’s that?” (16 mos.; 
Hart and Risley 1999, 81) 

• Initiate back-and-forth interac­
tion with the infant care teacher 
by babbling and then waiting 
for the infant care teacher to 
respond before babbling again. 
(11–19 mos.; Hart and Risley 
1999, 77; 12 mos.; Meisels and 
others 2003, 27) 

• Say “mmm” when eating, after 
a parent says, “mmm.” (11–19 
mos.; Hart and Risley 1999, 78) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Ask and answer simple ques­
tions, such as “What’s that?” (19 
mos.; Hart and Risley 1999, 61) 

• Say, “huh?” when interacting 
with the infant care teacher to 
keep interaction going. (19 mos.; 
Hart and Risley 1999, 62) 

• Repeat or add on to what 
she just said if the infant care 
teacher does not respond right 
away. (20–28 mos.; Hart and 
Risley 1999, 105) 

• Engage in short back-and-forth 
interactions with a family mem­
ber by responding to comments, 
questions, and prompts. (20–28 
mos.; Hart and Risley 1999, 39) 

• Respond almost immediately 
after a parent finishes talking in 
order to continue the interaction. 
(20–28 mos.; Hart and Risley 
1999, 97) 

• Get frustrated if the infant care 
teacher does not understand 
what the child is trying to com­
municate. (24–28.5 mos.; Parks 
2004) 

• Attempt to continue conversa­
tion, even when the adult does 
not understand him right away, 
by trying to use different words 
to communicate the meaning. 
(27–30 mos.; Hulit and Howard 
2006, 182) 

• Sustain conversation about 
one topic for one or two turns, 
usually about something that 
is in the here and now. (20–28 
mos.; Hart and Risley 1999, 107; 
27–30 mos.; Hulit and Howard 
2006, 182) 

• Respond verbally to adults’ 
questions or comments. (27–30 
mos.; Hulit and Howard 2006, 
182) 
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Foundation: Interest in Print 
The developing interest in engaging with print  

in books and in the environment 

8 months 

At around eight months of age, 
children explore books and 
show interest in adult-initi­
ated literacy activities, such as 
looking at photos and explor­
ing books together with an 
adult. (Scaled score of 10 for 
7:16–8:15 mos.; Bayley 2006, 
57; infants; National Research 
Council 1999, 28) 

For example, the child may: 

• Point to or indicate an object 
that he would like the infant 
care teacher to pay attention 
to. 

• Look intently at photographs 
of classmates when the infant 
care teacher talks about the 
pictures. (8–9 mos.; Parks 
2004, 71) 

• Look at pictures that a par­
ent points to while reading a 
storybook. (Scaled score of 
10 for 7:16–8:15 mos.; Bayley 
2006, 57; infants; National 
Research Council 1999, 28) 

• Hold a book and try to turn 
the pages. (Scaled score of 
10 for 7:16–8:15 mos.; Bayley 
2006, 57) 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children listen to the adult and 
participate while being read to by 
pointing, turning pages, or mak­
ing one- or two-word comments. 
Children actively notice print in the 
environment. 

For example, the child may: 

• Attempt to turn the pages of a 
paper book, sometimes turning 
more than one page at a time. 
(15–18 mos.; Parks 2004) 

• Pretend to read the back of a 
cereal box while sitting at the 
kitchen table in the house area. 
(15–18 mos.; Parks 2004, 27) 

• Recognize a favorite book by 
its cover. (Toddler; National 
Research Council 1999, 28) 

• Pull the infant care teacher 
by the hand to the bookshelf, 
point, and express “book” to 
get the infant care teacher to 
read a story. (12–18 mos.;  
Lerner and Ciervo 2003) 

• Point to or indicate a familiar 
sign in the neighborhood. 

36 months 

At around 36 months of age, 
children show appreciation for 
books and initiate literacy activi­
ties: listening, asking questions, or 
making comments while being read 
to; looking at books on their own; 
or making scribble marks on paper 
and pretending to read what is writ­
ten. (Schickedanz and Casbergue 
2004, 11) 

For example, the child may: 

• Enjoy both being read to and 
looking at books by himself. 
(30–36 mos.; Parks 2004) 

• Pretend to read books to stuffed 
animals by telling a story that 
is related to the pictures and 
turning the book around to 
show the picture to the stuffed 
animals, just as the infant care 
teacher does when reading to a 
small group of children. (Ehri and 
Sweet 1991, 199; 24–36 mos.; 
Sulzby 1985) 

• Talk about the trip to the library 
and ask about the next trip. (35 
mos.; Hart and Risley 1999, 128) 

• Recite much of a favorite book 
from memory while “reading” 
it to others or self. (36 mos.; 
National Research Council 1999, 
28) 

• Try to be careful with books. 
(By 36 mos.; National Research 
Council 1999, 3) 
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Interest in Print 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 
may: 

• Chew on a board book. (Inter­
national Reading Association 
and the National Association 
for the Education of Young 
Children 1998, 198; 3–6 mos.; 
Parks 2004) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Try to turn the pages of a paper 
book, turning several pages at 
one time. (scaled score of 10 for 
9:16–10:15 mos.; Bayley 2006, 
128) 

• Scribble with a crayon. (Scaled 
score of 10 for 12:16–13:15 
mos.; Bayley 2006, 129) 

• Smile and point to or indicate 
pictures of favorite animals in a 
book. (10–14 mos.; Parks 2004) 

• Help the infant care teacher turn 
a page of a book. (14–15 mos.; 
Parks 2004) 

• Use an open hand to pat a pic­
ture while reading with a family 
member. (14–15 mos.; Parks 
2004) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Move behind the infant care 
teacher in order to look over 
her shoulder at the pictures, 
when there are several children 
crowded around. (18–24 mos.; 
Parks 2004, 68) 

• Turn the pages of a book one by 
one. (18–24 mos.; Parks 2004) 

• Listen as a family member 
reads short picture books aloud. 
(Scaled score of 10 for 21:15– 
22:16 mos.; Bayley 2006, 67; 
27–30 mos.; Parks 2004) 

• Ask a question about a story; for 
example, “Bear go?” while turn­
ing from one page to the next. 
(24 mos.; Meisels and others 
2003, 47) 
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Cognitive  Development
 

“The last two decades of 
infancy research have seen 
dramatic changes in the 

way developmental psychologists char­
acterize the earliest stages of cognitive 
development. The infant, once regarded 
as an organism driven mainly by sim­
ple sensorimotor schemes, is now seen 
as possessing sophisticated cognitive 
skills and even sophisticated concepts 
that guide knowledge acquisition” 
(Madole and Oakes 1999, 263). 

“What we see in the crib is the great­ 
est mind that has ever existed, the 
most powerful learning machine in  
the universe” (Gopnik, Meltzoff, and 
Kuhl 1999, 1). 

The term cognitive development  
refers to the process of growth and 
change in intellectual/mental abilities 
such as thinking, reasoning and 
understanding. It includes the acquisi­
tion and consolidation of knowledge. 
Infants draw on social-emotional, 
language, motor, and perceptual  
experiences and abilities for cognitive 
development. They are attuned to 
relationships between features of 
objects, actions, and the physical 
environment. But they are particularly 
attuned to people. Parents, family 

members, friends, teachers, and care­
givers play a vital role in supporting 
the cognitive development of infants by 
providing the healthy interpersonal or 
social-emotional context in which 
cognitive development unfolds. Caring, 
responsive adults provide the base 
from which infants can fully engage in 
behaviors and interactions that pro­
mote learning. Such adults also serve 
as a prime source of imitation. 

Cultural context is important to 
young children’s cognitive develop­
ment. There is substantial variation 
in how intelligence is defined within 
different cultures (Sternberg and 
Grigorenko 2004). As a result, dif­
ferent aspects of cognitive function­
ing or cognitive performance may be 
more highly valued in some cultural 
contexts than in others. For example, 
whereas processing speed is an aspect 
of intelligence that is highly valued 
within the predominant Western con­
ceptualizations of intelligence, “Ugan­
dan villagers associate intelligence 
with adjectives such as slow, careful, 
and active” (Rogoff and Chavajay 1995, 
865.). Aspects of intelligence that have 
to do with social competence appear to 
be seen as more important than speed 
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in some non-Western cultural contexts 
(Sternberg and Grigorenko 2004). Cer­
tainly, it is crucial for early childhood 
professionals to recognize the role that 
cultural context plays in defining and 
setting the stage for children’s healthy 
cognitive functioning. 

Research has identified a broad 
range of cognitive competencies and 
described the remarkable progres­
sion of cognitive development during 
the early childhood years. Experts in 
the field describe infants as active, 
motivated, and engaged learners who 
possess an impressive range of cogni­
tive competencies (National Research 
Council and Institute of Medicine 
2000) and learn through explora­
tion (Whitehurst and Lonigan 1998). 
Infants demonstrate natural curiosity. 
They have a strong drive to learn and 
act accordingly. In fact, they have been 
described as “born to learn” (National 
Research Council and Institute of 
Medicine 2000, 148). 

Cause-and-Effect 
Everyday experiences—for example, 

crying and then being picked up or 
waving a toy and then hearing it rat­
tle—provide opportunities for infants 
to learn about cause and effect. “Even 
very young infants possess expecta­
tions about physical events” (Baillar­
geon 2004, 89). This knowledge helps 
infants better understand the proper­
ties of objects, the patterns of human 
behavior, and the relationship between 
events and the consequences. Through 
developing an understanding of cause 
and effect, infants build their abilities 
to solve problems, to make predictions, 
and to understand the impact of their 
behavior on others. 

Spatial Relationships 
Infants learn about spatial relation­

ships in a variety of ways; for example, 
exploring objects with their mouths, 
tracking objects and people visually, 
squeezing into tight spaces, fitting 
objects into openings, and looking 
at things from different perspectives 
(Mangione, Lally, and Signer 1992). 
They spend much of their time explor­
ing the physical and spatial aspects 
of the environment, including the 
characteristics of, and interrelation­
ships between, the people, objects, and 
the physical space around them (Cle­
ments 2004). The development of an 
understanding of spatial relationships 
increases infants’ knowledge of how 
things move and fit in space and the 
properties of objects (their bodies and 
the physical environment). 

Problem Solving 
Infants exhibit a high level of inter­

est in solving problems. Even very 
young infants will work to solve a 
problem, for example, how to find 
their fingers in order to suck on them 
(National Research Council and Insti­
tute of Medicine 2000). Older infants 
may solve the problem of how to reach 
an interesting toy that is out of reach 
by trying to roll toward it or by ges­
turing to an adult for help. Infants 
and toddlers solve problems by varied 
means, including physically acting on 
objects, using learning schemes they 
have developed, imitating solutions 
found by others, using objects or other 
people as tools, and using trial and 
error. 
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Imitation 
Imitation is broadly understood to 

be a powerful way to learn. It has been 
identified as crucial in the acquisition 
of cultural knowledge (Rogoff 1990) 
and language. Imitation by newborns 
has been demonstrated for adult facial 
expressions (Meltzoff and Moore 1983), 
head movements, and tongue protru­
sions (Meltzoff and Moore 1989). “The 
findings of imitation in human new­
borns highlighted predispositions to 
imitate facial and manual actions, 
vocalizations and emotionally laden 
facial expressions” (Bard and Russell 
1999, 93). Infant imitation involves 
perception and motor processes (Melt­
zoff and Moore 1999). The very early 
capacity to imitate makes possible 
imitation games in which the adult 
mirrors the child’s behavior, such as 
sticking out one’s tongue or matching 
the pitch of a sound the infant makes, 
and then the infant imitates back. 
This type of interaction builds over 
time as the infant and the adult add 
elements and variations in their imita­
tion games. 

Infants engage in both immediate 
imitation and delayed imitation. Imme­
diate imitation occurs when infants 
observe and immediately attempt to 
copy or mimic behavior. For example, 
immediate imitation can be seen 
when an infant’s parent sticks out his 
tongue and the infant sticks out his 
tongue in response. As infants develop, 
they are able to engage in delayed imi­
tation, repeating the behavior of others 
at a later time after having observed 
it. An example of delayed imitation is 
a child reenacting part of a parent’s 
exercise routine, such as lifting a block 
several times as if it were a weight. 
Butterworth (1999, 63) sums up the 

importance of early imitation in the 
following manner: “Modern research 
has shown imitation to be a natural 
mechanism of learning and communi­
cation which deserves to be at centre 
stage in developmental psychology.” 

Memory 
The capacity to remember allows 

infants and toddlers to differentiate 
between familiar and unfamiliar peo­
ple and objects, anticipate and partici­
pate in parts of personal care routines, 
learn language, and come to know the 
rules of social interaction. The infant’s 
memory system is quite remarkable 
and functions at a higher level than 
was previously believed (Howe and 
Courage 1993). Although age is not the 
only determinant of memory function­
ing, as infants get older they are able 
to retain information for longer periods 
of time (Bauer 2004). Infants exhibit 
long-term recall well before they are 
able to articulate their past experi­
ences verbally (Bauer 2002b). 

The emergence of memory is related 
to the development of a neural net­
work with various components (Bauer 
2002b). Commenting on the dif­
ferent forms and functions of early 
memory development, Bauer (2002a, 
131) states: “It is widely believed that 
memory is not a unitary trait but 
is comprised of different systems or 
processes, which serve distinct func­
tions, and are characterized by funda­
mentally different rules of operation.” 
Bauer (2002a, 145) later adds that 
recent research counters earlier sug­
gestions that preschool-aged children 
demonstrate little memory capac­
ity and to speculations that younger 
children and infants demonstrate little 
or no memory capacity. Bauer (2002a, 
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145) concludes: “It is now clear that 
from early in life, the human organism 
stores information over the long term 
and that the effects of prior experience 
are apparent in behavior. In the first 
months of life, infants exhibit recogni­
tion memory for all manner of natural 
and artificial stimuli.” 

Number Sense 
Number sense refers to children’s 

concepts of numbers and the rela­
tionships among number concepts. 
Research findings indicate that infants 
as young as five months of age are 
sensitive to number and are able to 
discriminate among small sets of up 
to three objects (Starkey and Cooper 
1980; Starkey, Spelke, and Gelman 
1990). Infants demonstrate the abil­
ity to quickly and accurately recognize 
the quantity in a small set of objects 
without counting. This ability is called 
subitizing. 

According to one theoretical per­
spective, infants’ abilities to discrimi­
nate among numbers, for example, 
two versus three objects, does not 
reflect “number knowledge.” Rather, 
this early skill appears to be based on 
infants’ perceptual abilities to “see” 
small arrangements of number (Cle­
ments 2004; Carey 2001), or on their 
ability to notice a change in the gen­
eral amount of objects they are seeing 
(Mix, Huttenlocher, and Levine 2002). 
The alternative view is that the infant’s 
early sensitivity to number is numeri­
cal in nature. In other words, infants 
have a capacity to distinguish among 
numbers and to reason about these 
numbers in numerically meaningful 
ways (Wynn 1998; Gallistel and Gel-
man 1992). In some sense, they know 
that three objects are more than one 

object. Whether early number sensi­
tivity is solely perceptual in nature 
or also numerical in nature, develop­
mental theorists agree that it sets the 
foundation for the later development 
of children’s understanding of number 
and quantity. 

As children’s understanding and use 
of language increases, they begin to 
assimilate language based on number 
knowledge to their nonverbal knowl­
edge of number and quantity (Baroody 
2004). Between 18 and 24 months of 
age, children use relational words to 
indicate “more” or “same” as well as 
number words. They begin to count 
aloud, typically starting with “one” 
and continuing with a stream of num­
ber names (Fuson 1988; Gelman and 
Gallistel 1978), although they may 
omit some numbers and not use the 
conventional number list (e.g. “one, 
two, three, seven, nine, ten”). Around 
the same age, children also begin to 
count small collections of objects; how­
ever, they may point to the same item 
twice or say a number word without 
pointing to an object. And they begin 
to construct an understanding of 
cardinality (i.e., the last number word 
is used when counting represents the 
total number of objects). 

Classification 
Classification refers to the infant’s 

developing ability to group, sort, cat­
egorize, connect, and have expecta­
tions of objects and people according 
to their attributes. Three-month-olds 
demonstrate that they expect people to 
act differently than objects (Legerstee 
1997). They also demonstrate the abil­
ity to discriminate between smiling 
and frowning expressions (Barrera 
and Maurer 1981). Mandler (2000) 
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distinguishes between two types of 
categorization made by infants: per­
ceptual and conceptual. Perceptual 
categorization has to do with similari­
ties or differences infants sense, such 
as similarities in visual appearance. 
Conceptual categorization has to do 
with grouping based on what objects 
do or how they act. According to Mare­
schal and French (2000, 59), “the 
ability to categorize underlies much of 
cognition.” Classification is a funda­
mental skill in both problem solving 
and symbolic play. 

Symbolic Play 
Symbolic play is a common early 

childhood behavior also called “pre­
tend play, make-believe play, fantasy 
play . . . or imaginative play” (Gowen 
1995, 75). Representational thinking 
is a core component of symbolic play. 
At around eight months of age, infants 
have learned the functions of common 
objects (for example, holding a play 
telephone to “hear” Grandma’s voice). 
By the time children are around 18 
months of age, they use one object to 
stand for, or represent, another. For 
example, an 18-month-old may pre­
tend a banana is a telephone. At 
around 36 months, children engage in 
make-believe play in which they repre­
sent an object without having that 
object, or a concrete substitute, avail­
able. For example, they may make a 
“phone call” by holding their hand up 
to their ear. 

As children approach 36 months of 
age, they increasingly engage in pre­
tend play in which they reenact famil­
iar events. Make-believe play allows 
older infants to try to better under­
stand social roles, engage in com­
munication with others, and revisit 

and make sense of past experiences. 
Research suggests that engaging in 
pretend play appears to be related to 
young children’s developing under­
standing of other people’s feelings and 
beliefs (Youngblade and Dunn 1995). 
Outdoor environments, such as sand­
boxes (Moser 1995) or play structures, 
offer rich opportunities for symbolic 
play or pretending. Although outdoor 
play areas are often considered most 
in terms of motor behavior or physical 
activity, they also offer special oppor­
tunities for symbolic play (Perry 2003). 
For example, children playing outside 
may pretend to garden or may use a 
large wheeled toy to reenact going on a 
shopping trip. 

Attention Maintenance 
Attention maintenance has been 

described as a form of cognitive self-
regulation. It refers to the infant’s 
growing ability to exercise control over 
his attention or concentration (Bron­
son 2000). Attention maintenance 
permits infants to gather information, 
to sustain learning experiences, to 
observe, and to problem-solve. Infants 
demonstrate attention maintenance 
when they attend to people, actions, 
and things they find interesting even 
in the presence of distractions. The 
ability to maintain attention/concen­
tration is an important self-regula­
tory skill related to learning. There is 
significant variability in attentiveness 
even among typically developing chil­
dren (Ruff and Rothbart 1996). 

Understanding of Personal 
Care Routines 

Personal care activities are a rou­
tine part of the young child’s daily life. 
They also present significant opportu-
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nities for learning in both child care 
settings and at home. Infants’ growing 
abilities to anticipate, understand, and 
participate in these routines represent 
a significant aspect of their cognitive 
functioning, one related to their abili­
ties to understand their relationships 
with others, their abilities to take care 
of themselves, and their skills in group 
participation. At first, young infants 
respond to the adult’s actions during 
these routines. Then they begin to par­
ticipate more actively (O’Brien 1997). 
Understanding the steps involved in 

personal care routines and anticipat­
ing next steps are skills related to 
the cognitive foundations of atten­
tion maintenance, imitation, memory, 
cause-and-effect, and problem solv­
ing. The cultural perspectives of the 
adults who care for infants are related 
to their expectations for the degree of 
independence or self-initiation children 
demonstrate during personal care 
routines. Depending on their cultural 
experiences, children may vary greatly 
in their understanding of personal 
care routines. 
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Foundation: Cause-and-Effect 
The developing understanding that one event brings about another 

8 months 

At around eight months of age, 
children perform simple actions to 
make things happen, notice the 
relationships between events, and 
notice the effects of others on the 
immediate environment. 

For example, the child may: 

• Shake a toy, hear the sound it 
makes, and then shake it again. 
(5.5–8 mos.; Parks 2004, 58) 

• Loudly bang a spoon on the 
table, notice the loud sound, 
and do it again. (By 7 mos.; 
American Academy of Pediatrics 
2004, 210; 8 mos.; Meisels and 
others 2003, 21) 

• Watch the infant care teacher 
wind up a music box and, when 
the music stops, touch her hand 
to get her to make it start again. 
(5–9 mos.; Parks 2004, 58) 

• Splash hands in water and 
notice how his face gets wet. 
(4–10 mos.; Ginsburg and Opper 
1988, 43) 

• Push a button on the push-
button toy and watch the figure 
pop up. (6–9 mos.; Lerner and 
Ciervo 2003) 

• Put objects into a clear con­
tainer, turn it over and watch the 
objects fall out, and then fill it 
up again. (8 mos.; Meisels and 
others 2003, 21) 

• Clap hands and then look at a 
parent to get her to play pat­
a-cake. (8 mos.; Meisels and 
others 2003, 21) 

Chart continues on next page. 

18 months 

At around 18 months of age, chil­
dren combine simple actions to 
cause things to happen or change 
the way they interact with objects 
and people in order to see how it 
changes the outcome. 

For example, the child may: 

• Try to wind the handle of a pop­
up toy after not being able to 
open the top. (15 mos.; Brazel­
ton 1992, 161) 

• Drop different objects from vari­
ous heights to see how they fall 
and to hear the noise they make 
when they land. (12–18 mos.; 
Ginsburg and Opper 1988, 56) 

• Build a tower with the big card­
board blocks and kick it over to 
make it fall, then build it again 
and knock it down with a hand. 
(18 mos.; Meisels and others 
2003, 37) 

• Use a wooden spoon to bang 
on different pots and pans, 
and notice how the infant care 
teacher responds when the 
child hits the pans harder and 
makes a louder noise. (18 mos.; 
Meisels and others 2003, 37) 

36 months 

At around 36 months of age, 
children demonstrate an under­
standing of cause and effect by 
making predictions about what 
could happen and reflect upon 
what caused something to hap­
pen. (California Department of 
Education [CDE] 2005) 

For example, the child may: 

• Communicate, “She misses 
her mommy” when a child 
cries after her mother leaves in 
the morning. 

• Make a prediction about what 
will happen next in the story 
when the infant care teacher 
asks, “What do you think will 
happen next?” 

• Answer the infant care teacher 
when she asks, “What do you 
think your mom’s going to 
say when you give her your 
picture?” 

• See a bandage on a peer’s 
knee and ask, “What hap­
pened?” 

• Push the big green button to 
make the tape recorder play. 
(By 36 mos.; American Acad­
emy of Pediatrics 2004, 308) 

• Walk quietly when the baby is 
sleeping. 
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Cause-and-Effect 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Hear a loud noise and turn head 
in the direction of the noise. 
(3.5–5 mos.; Parks 2004, 37) 

• Explore toys with hands and 
mouth. (3–6 mos.; Parks 2004, 
10) 

• Move body in a rocking motion 
to get the infant care teacher 
to continue rocking. (4–5 mos.; 
Parks 2004, 57; Birth–8 mos.; 
Lerner and Dombro 2000) 

• Kick legs in the crib and notice 
that the mobile up above jiggles 
with the kicking movements. 
(4–5 mos.; American Academy 
of Pediatrics 2004, 209) 

• Attend to a toy while exploring 
it with the hands. (Scaled score 
of 9 for 5:16–6:15 mos.; Bayley 
2006, 55) 

Behaviors leading up to the Behaviors leading up to the 
foundation (�� to �� months) 

 During this period, the child may: 

• Roll cars of different sizes down 
the slide. (18–24 mos.; Lerner 
and Ciervo 2003) 

foundation (� to �� months) 

During this period, the child may:

• Hold a block in each hand 
and bang the blocks together. 
(8.5–12 mos.; Parks 2004) 

• Keep turning an object around 
to find the side that makes it 
work, such as the reflective 
side of a mirror, or the open 
side of a nesting cup. (9–12 
mos.; Parks 2004, 65) 

• Cry and anticipate that the 
infant care teacher will come 
to help. (9–12 mos.; Lerner and 
Ciervo 2003) 

• Drop an object repeatedly from 
the chair to hear it clang on the 
floor or to get the infant care 
teacher to come pick it up. 
(9–12 mos.; Parks 2004, 65) 

• Watch the infant care teacher 
squeeze the toy in the water 
table to make water squirt 
out, then try the same action. 
(Scaled score of 10 for 13:16– 
14:15 mos.; Bayley 2006, 61) 

• Hand a toy car to a family 
member after it stops moving 
and the child cannot figure out 
how to make it move again. 
(12–15 mos.; Parks 2004, 59) 

• Close eyes and turn face away 
from the water table before 
splashing with hands. (12 mos.; 
Meisels and others 2003, 28) 

• Continue to push the button on 
a toy that is broken and appear 
confused or frustrated when 
nothing happens. (12 mos.; 
Meisels and others 2003, 29) 
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Foundation: Spatial Relationships 
The developing understanding of how things move and fit in space 

8 months 

At around eight months of 
age, children move their 
bodies, explore the size and 
shape of objects, and ob­
serve people and objects as 
they move through space. 

For example, the child 
may: 

• Use vision or hearing to 
track the path of some­
one walking by. (5.5–8 
mos.; Parks 2004, 64; 
birth–8 mos.; Lally and 
others 1995, 78–79) 

• Watch a ball roll away 
after accidentally knock­
ing it. (5.5–8 mos., Parks 
2004, 64) 

• Hold one stacking cup in 
each hand. (6.5–7.5 mos.; 
Parks 2004, 50) 

• Put toys into a clear con­
tainer, dump them out, 
and then fill the container 
up again. (8 mos.; Meisels 
and others 2003, 21) 

Chart continues on next page.

18 months 

At around 18 months of age, chil­
dren use trial and error to discover 
how things move and fit in space. 
(12–18 mos.; Parks 2004, 81) 

For example, the child may: 

• Go around the back of a chair to 
get the toy car that rolled behind 
it instead of trying to follow the 
car’s path by squeezing under­
neath the chair. (12–18 mos.; 
Parks 2004 67; 8–18 mos.; Lally 
and others 1995, 78–79) 

• Use two hands to pick up a big 
truck, but only one hand to pick 
up a small one. (12–18 mos.; 
Parks 2004, 81) 

• Put a smaller nesting cup inside a 
larger cup after trying it the other 
way around. (12–18 mos.; Parks 
2004, 81) 

• Choose a large cookie off the 
plate instead of a smaller one. 
(12–18 mos.; Parks 2004, 81) 

• Put the child-sized hat on his 
head and the larger hat on the 
infant care teacher’s head. (12–18 
mos.; Parks 2004, 81) 

• Stack three nesting cups inside 
one another, after trying some 
combinations that do not work. 
(12–19 mos.; Parks 2004, 82) 

• Put one or two pegs into the peg­
board. (14:16–15:15 mos.; Bayley 
2006, 62) 

• Roll a ball back and forth with 
the infant care teacher. (18 mos.; 
Meisels and others 2003, 38) 

• Fit pieces into a puzzle board. (18 
mos.; Meisels and others 2003, 
39) 

• Try to fit a piece into the shape 
sorter and, when it does not fit, 
turn it until it fits. (12–19 mos.; 
Parks 2004, 82) 

36 months 

At around 36 months of age, children 
can predict how things will fit and 
move in space without having to try 
out every possible solution, and show 
understanding of words used to de­
scribe size and locations in space. 

For example, the child may: 

• Hand the big truck to a peer who 
asks for the big one. (Scaled score 
of 10 for 28:16–30:15 mos.; Bayley 
2006, 95) 

• Use words such as big and little.  
(25–30 mos.; Parks 2004, 82; 36 
mos.; Meisels and others 2003, 73) 

• Put together a puzzle with three to 
four separate pieces. (By 36 mos.; 
American Academy of Pediatrics 
2004, 308; 30–36 mos.; Parks 2004, 
68) 

• Get the serving spoon off the tray 
when the infant care teacher asks 
for the big spoon, even though 
there are small spoons on the tray. 
(30–36 mos.; Parks 2004, 83) 

• Stack rings onto a post with the 
biggest ring on the bottom and the 
smallest ring on the top, without 
much trial and error. (30–36 mos.; 
Parks 2004, 83; 24–36 mos.; En­
gaging Young Children 2004, 44) 

• Point to a peer’s stick when the 
infant care teacher asks which stick 
is longer. (33–36 mos.; Parks 2004, 
83; 24–36 mos.; Engaging Young 
Children 2004, 53) 

• Understand requests that include 
simple prepositions; for example, 
“Please put your cup on the table” 
or “Please get your blanket out of 
your back pack.” (By 36 mos.; Co­
plan 1993, 2; by 36 mos.; American 
Academy of Pediatrics 2004; 24–36 
mos.; Engaging Young Children  
2004) 

• Move around an obstacle when 
going from one place to another. 
(24–36 mos.; American Academy of 
Pediatrics 2004, 303) 
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Spatial Relationships 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Look at her own hand. (Scaled 
score of 9 for 4:06–4:15 mos.; 
Bayley 2006, 53) 

• Reach for a nearby toy and try 
to grasp it. (4.5–5.5 mos.; Parks 
2004; scaled score of 10 for 
4:16–4:25 mos.; Bayley 2006, 
54) 

• Explore toys with hands and 
mouth. (3–6 mos.; Parks 2004, 
10) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Roll a car back and forth on the 
floor. (6–11 mos.; Parks 2004, 
26) 

• Dump toys out of a container. 
(9–11 mos.; Parks 2004, 64) 

• Turn a toy to explore all sides 
to figure out how it works. 
(9–12 mos.; Parks 2004, 65) 

• Throw or drop a spoon or cup 
from the table and watch as it 
falls. (9–12 mos.; Parks 2004, 
65) 

• Take rings off a stacking ring 
toy. (10–11 mos.; Parks 2004, 
65) 

• Move over and between cush­
ions and pillows on the floor. 
(8–12 mos.; American Acad­
emy of Pediatrics 2004, 234) 

• Crawl down a few carpeted 
stairs. (Around 12 mos.; Ameri­
can Academy of Pediatrics 
2004, 234) 

• See a ball roll under the couch 
and then reach under the 
couch. (12–13 mos.; Parks 
2004, 66) 

• Stack one block on top of an­
other one. (12–16 mos.; Parks 
2004, 66) 

• Put one or two rings back onto 
the post of a stacking ring toy. 
(13–15 mos.; Parks 2004, 66) 

• Put the circle piece of a puzzle 
into the round opening, after 
trying the triangle opening and 
the square opening. (Scaled 
score of 10 for 15:16–16:15 
mos.; Bayley 2006, 63) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Complete a puzzle of three 
separate cut-out pieces, such 
as a circle, square, and triangle. 
(Scaled score of 10 for 19:16– 
20:15 mos.; Bayley 2006, 66) 

• Fit many pegs into a pegboard. 
(Scaled score of 10 for 21:16– 
22:15 mos.; Bayley 2006, 68) 

• Turn a book right-side up after 
realizing that it is upside down. 
(18–24 mos.; Parks 2004) 

• Fit four nesting cups in the 
correct order, even if it takes 
a couple of tries. (19–24 mos.; 
Parks 2004, 82) 

• Assemble a two-piece puzzle; 
for example, a picture of a flow­
er cut into two pieces. (Scaled 
score of 10 for 23:16–24:15 
mos.; Bayley 2006, 69) 
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Foundation: Problem Solving 
The developing ability to engage in a purposeful effort  

to reach a goal or figure out how something works 

8 months 

At around eight months of age, 
children use simple actions to 
try to solve problems involving 
objects, their bodies, or other 
people. 

For example, the child may: 

• Shake, bang, and squeeze 
toys repeatedly to make the 
sounds happen again and 
again. (5.5–8 mos.; Parks 
2004, 58; by 12 mos.; Ameri­
can Academy of Pediatrics 
2004, 243) 

• Reach for a ball as it rolls 

away. (5.5–8 mos.; Parks 

2004, 64)
 

• Vocalize to get the infant care 
teacher’s attention. (6.5–8 
mos.; Parks 2004) 

• Pull the string on a toy to 
make it come closer. (8 mos.; 
Meisels and others 2003, 21) 

• Focus on a desired toy that is 
just out of reach while repeat­
edly reaching for it. (5–9 mos.; 
Parks 2004, 49) 

• Turn the bottle over to get the 
nipple in his mouth. 

• Lift up a scarf to search for a 
toy that is hidden underneath. 
(By 8 mos.; American Acad­
emy of Pediatrics 2004, 244) 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children use a number of ways 
to solve problems: physically 
trying out possible solutions 
before finding one that works; 
using objects as tools; watching 
someone else solve the problem 
and then applying the same so­
lution; or gesturing or vocalizing 
to someone else for help. 

For example, the child may: 

• Pull the string of a pull toy to 
get it closer even when the 
toy gets momentarily stuck on 
something. (18 mos.; Meisels 
and others 2003, 38) 

• Use the handle of a toy broom 
to dislodge a ball under the 
bookshelf. (8–18 mos.; Lally 
and others 1995, 78–79) 

• Bring a small stool over to 
reach a toy on top of a shelf, 
having observed the infant 
care teacher do it. (8–18 mos.; 
Lally and others 1995, 78–79) 

• Look at a plate of crackers 
that is out of reach and then 
at the infant care teacher, and 
communicate “more.” (Scaled 
score of 10 for 16:16–17:15 
mos.; Bayley 2006; 14–20 
mos.; Parks 2004) 

• Hand the infant care teacher 
a puzzle piece that the child is 
having trouble with. 

36 months 

At around 36 months of age, chil­
dren solve some problems without 
having to physically try out every 
possible solution and may ask for 
help when needed. (By 36 mos.; 
American Academy of Pediatrics 
2004, 308) 

For example, the child may: 

• Ignore the stick that is much too 
short to reach a desired object 
and choose a stick that looks as if 
it may be long enough. 

• Stack only the cubes with holes 
in them on the stacking post, 
ignoring the cube-shaped blocks 
without holes that got mixed into 
the bin. (18–36 mos.; Lally and 
others 1995, 78–79) 

• Place the triangle piece into the 
puzzle without first needing to try 
it in the round or square hole. (By 
36 mos.; American Academy of 
Pediatrics 2004, 306) 

• Ask the infant care teacher for 
help with the lid of a jar of paint. 
(36 mos.; Meisels and others 
2003, 75) 

• Ask a peer to help move the train 
tracks over so that the child can 
build a block tower on the floor. 
(36 mos.; Meisels and others 
2003, 75) 

• Ask or gesture for the infant care 
teacher to help tie the child’s 
shoelace. (36 mos.; Meisels and 
others 2003, 75) 
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Problem Solving 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 

may:
 

• Explore toys with hands and 
mouth. (3–6 mos.; Parks 2004, 
10) 

• Reach for a second toy when 
already holding on to one toy. 
(5–6.5 mos.; Parks 2004, 49) 

• Hold a toy up to look at it 
while exploring it with the 
hands. (Scaled score of 9 for 
5:16–6:15 mos.; Bayley 2006, 
55) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Crawl over a pile of soft blocks 
to get to the big red ball. (8–11 
mos.; Parks 2004) 

• Figure out how toys work by 
repeating the same actions 
over and over again. (9–12 
mos.; Lerner and Ciervo 2003) 

• Pull the blanket in order to 
obtain the toy that is lying out 
of reach on top of the blanket. 
(8–10 mos.; Parks 2004) 

• Crawl around the legs of a 
chair to get to the ball that 
rolled behind it. (9–12 mos.; 
Parks 2004, 50; 18 mos.; Lally 
and others 1995, 78–79) 

• Keep turning an object around 
to find the side that makes it 
work, such as the reflective 
side of a mirror or the open 
side of a nesting cup. (9–12 
mos.; Parks 2004, 65) 

• Try to hold on to two toys with 
one hand while reaching for a 
third desired toy, even if not 
successful. (Scaled score of 9 
for 10:16–11:15 mos.; Bayley 
2006, 58) 

• Unscrew the lid of a plastic jar 
to get items out of it. (Scaled 
score of 10 for 14:16–15:15 
mos.; Bayley 2006, 62) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Use a stick to dig in the sandbox 
when unable to find a shovel. 
(17–24 mos.; Parks 2004) 

• Use a tool to solve a problem, 
such as using the toy broom 
to get a car out from under the 
couch, using a wooden puzzle 
base as a tray to carry all the 
puzzle pieces to another place, 
or using the toy shopping cart to 
pick up the wooden blocks and 
move them to the shelf to be put 
away. (17–24 mos.; Parks 2004, 
52) 

• Move to the door and try to turn 
the knob after a parent leaves for 
work in the morning. (21–23 mos.; 
Parks 2004, 53) 

• Imitate a problem-solving method 
that the child has observed 
someone else do before. (Scaled 
score of 10 for 20:16–21:15 mos.; 
Bayley 2006, 66) 

• Tug on shoelaces in order to untie 
them. 

• Complete a puzzle with three 
separate cut-out pieces, such 
as a circle, square, and triangle, 
even though the child may try to 
put the triangle into the square 
hole before fitting it in the triangle 
opening. (Scaled score of 10 for 
19:16–20:15 mos.; Bayley 2006, 
66) 



 

Foundation: Imitation 
The developing ability to mirror, repeat, and practice  

the actions of others, either immediately or later 

8 months 

At around 8 months of age, 
children imitate simple actions 
and expressions of others during 

 interactions. 

For example, the child may: 

• Copy the infant care teacher’s 
movements when playing pat-a­
cake and peek-a-boo. (Coplan 
1993, 3) 

• Imitate a familiar gesture, such 
as clapping hands together or 
patting a doll’s back, after see­
ing the infant care teacher do it. 
(7–8 mos.; Parks 2004) 

• Notice how the infant care 
teacher makes a toy work and 
then push the same button to 
make it happen again. (6–9 
mos.; Lerner and Ciervo 2003) 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children imitate others’ actions 
that have more than one step and 
imitate simple actions that they 
have observed others doing at an 
earlier time. (Parks 2004; 28) 

For example, the child may: 

• Imitate simple actions that she 
has observed adults doing; 
for example, take a toy phone 
out of a purse and say hello as 
a parent does. (12–18 mos.; 
Lerner and Ciervo 2003) 

• Pretend to sweep with a child-
sized broom, just as a family 
member does at home. (15–18 
mos.; Parks 2004, 27) 

• Rock the baby doll to sleep, 
just as a parent does with the 
new baby. (15–18 mos.; Parks 
2004, 27) 

• Imitate using the toy ham­
mer as a parent did. (18 mos.; 
Meisels and others 2003, 38) 

36 months 

At around 36 months of age, 
children reenact multiple steps of 
others’ actions that they have ob­
served at an earlier time. (30–36 
mos.; Parks 2004, 29) 

For example, the child may: 

• Reenact the steps of a fam­
ily celebration that the child 
attended last weekend. (29–36 
mos.; Hart and Risley 1999, 
118–19) 

• Pretend to get ready for work 
or school by making break­
fast, packing lunch, grabbing 
a purse, and communicating 
good-bye before heading out 
the door. (30–36 mos.; Parks 
2004, 29) 

�� 
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Imitation 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 

may:
 

• Listen to the infant care 
teacher talk during a diaper 
change and then babble back 
when she pauses. (5.5–6.5 
mos.; Parks 2004, 125) 

• Copy the intonation of the 
infant care teacher’s speech 
when babbling. (7 mos.; Parks 
2004) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Shrug shoulders after the infant 
care teacher does it. (9–11 
mos.; Parks 2004; by 12 mos.; 
American Academy of Pediat­
rics 2004, 243) 

• Imitate sounds or words im­
mediately after the infant care 
teacher makes them. (9 mos.; 
Apfel and Provence 2001; 
12–18 mos.; Hulit and Howard 
2006, 122; 17 mos.; Hart and 
Risley 1999, 84) 

• Copy the infant care teacher in 
waving “bye-bye” to a parent as 
he leaves the room. (12 mos.; 
Meisels and others 2003, 26) 

• Copy an adult’s action that is 
unfamiliar but that the child can 
see herself do, such as wiggling 
toes, even though it may take 
some practice before doing it 
exactly as the adult does. (9–14 
mos.; Parks 2004, 32) 

• Watch the infant care teacher 
squeeze the toy in the water 
table to make water squirt 
out, then try the same action. 
(Scaled score of 10 for 13:16– 
14:15 mos.; Bayley 2006, 61) 

• Imitate the hand motion of the 
infant care teacher. (Scaled 
score of 10 for 14:16–15:15 
mos.; Bayley 2006, 135) 

• Point to or indicate an object, 
pay attention as the infant care 
teacher labels the object, and 
then try to repeat the label. 
(11–16 mos.; Hart and Risley 
1999, 82) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Repeat the most important word 
of a sentence the infant care 
teacher has just communicated. 
(17–19 mos.; Parks 2004) 

• Imitate the last word or last few 
words of what an adult just said; 
for example say, cup or a cup 
after the infant care teacher says, 
“That’s a cup” or say, “Daddy 
bye-bye” after the mother says, 
“Daddy went bye-bye.” (22 mos.; 
Hart and Risley 1999, 99; 17–19 
mos.; Parks 2004, 128) 

• Copy several actions that the 
child cannot see himself do­
ing, such as wrinkling the nose. 
(17–20 mos.; Parks 2004, 32) 

• Say, “beep, beep, beep, beep” 
after hearing the garbage truck 
back up outside. (18-21 mos.; 
Parks 2004) 

• Act out a few steps of a familiar 
routine, such as pretend to fill the 
tub, bathe a baby doll, and dry 
the doll. (18–24 mos.; Parks 2004, 
28) 

• Imitate words that the adult has 
expressed to the child at an 
earlier time, not immediately after 
hearing them. (24–27 mos.; Parks 
2004; 19–28 mos.; Hart and Ris­
ley 1999, 61) 

• Imitate two new actions of the 
infant care teacher; for example, 
put one hand on head and point 
with the other hand. (26:16–27:15 
mos.; Bayley 2006, 71) 

• Imitate the way a family member 
communicates by using the same 
gestures, unique words, and 
intonation. 



 

�� 

Foundation: Memory 
The developing ability to store and later retrieve  

information about past experiences 

8 months 

At around 8 months of age, chil­
dren recognize familiar people, 
objects, and routines in the en­
vironment and show awareness 
that familiar people still exist 
even when they are no longer 
physically present. 

For example, the child may: 

• Turn toward the front door 
when hearing the doorbell ring 
or toward the phone when 
hearing the phone ring. (8 
mos.; Meisels and others 2003, 
20) 

• Look for the father after he 
briefly steps out of the child 
care room during drop-off in 
the morning. (8 mos.; Meisels 
and others 2003, 20) 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children remember typical actions 
of people, the location of objects, 
and steps of routines. 

For example, the child may: 

• Get a blanket from the doll cra­
dle because that is where baby 
blankets are usually stored, af­
ter the infant care teacher says, 
“The baby is tired. Where’s her 
blanket?” (15–18 mos.; Parks 
2004, 67) 

• Anticipate and participate in 
the steps of a nap routine. 
(18 mos.; Fogel 2001, 368) 

• Watch the infant care teacher 
placing a toy inside one of 
three pots with lids and reach 
for the correct lid when the 
teacher asks where the toy 
went. (8–18 mos.; Lally and 
others 1995, 78–79) 

• Continue to search for an 
object even though it is hidden 
under something distracting, 
such as a soft blanket or a 
crinkly piece of paper. 

• See a photo of a close family 
member and say his name or 
hug the photo. 

• Go to the cubby to get his 
blanket that is inside the diaper 
bag. 

36 months 

At around 36 months of age, chil­
dren anticipate the series of steps 
in familiar activities, events, or 
routines; remember characteristics 
of the environment or people in it; 
and may briefly describe recent 
past events or act them out. (24–36 
mos.; Seigel 1999, 33) 

For example, the child may: 

• Communicate, “Big slide” after 
a trip to neighborhood park. 
(24–36 mos.; Seigel 1999, 33) 

• Tell a parent, “Today we jumped 
in the puddles” when picked up 
from school. (Siegel 1999, 34) 

• Recall an event in the past, such 
as the time a family member 
came to school and made a 
snack. (18–36 mos.; Siegel 1999, 
46) 

• Identify which child is absent 
from school that day by looking 
around the snack table and fig­
uring out who is missing. (18–36 
mos.; Lally and others 1995, 
78–79) 

• Act out a trip to the grocery store 
by getting a cart, putting food in 
it, and paying for the food. (24 
mos.; Bauer and Mandler 1989) 

• Get her pillow out of the cubby, 
in anticipation of naptime as 
soon as lunch is finished. 
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Memory 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Explore toys with hands and 
mouth. (3–6 mos.; Parks 2004, 
10) 

• Find a rattle hidden under a 
blanket when only the handle 
is showing. (4–6 mos.; Parks 
2004, 42) 

• Look toward the floor when the 
bottle falls off table. (Scaled 
score of 10 for 5:06–5:15 
mos.; Bayley 2006, 55; 8 mos.; 
Meisels and others 2003, 20; 
birth–8 mos.; Lally and others 
1995, 72) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Ask for a parent after morning 
drop-off. (9–12 mos.; Lerner 
and Ciervo 2003) 

• Reach in the infant care 
teacher’s pocket after watch­
ing him hide a toy there. (11–13 
mos.; Parks 2004, 43) 

• Look or reach inside a con­
tainer of small toys after seeing  
the infant care teacher take 
the toys off the table and put 
them in the container. (Scaled 
score of 10 for 8:16–9:15 mos.;  
Bayley 2006, 57; birth–8 mos.; 
Lally and others 1995, 78–79) 

• Lift a scarf to search for a toy 
after seeing the infant care 
teacher hide it under the scarf. 
(By 8 mos.; American Acad­
emy of Pediatrics 2004, 244; 8 
mos.; Kail 1990, 112) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Say “meow” when the infant 
care teacher points to the picture 
of the cat and asks what the cat 
says. (12–24 mos.; Siegel 1999, 
32) 

• Give another child an object that 
belongs to her. (12–24 mos.; 
Siegel 1999, 32) 

• Remember where toys should 
be put away in the classroom. 
(21–24 mos.; Parks 2004, 318) 

• Find a hidden toy, even when 
it is hidden under two or three 
blankets. (By 24 mos.; American 
Academy of Pediatrics 2004, 
273) 

• Express “mama” when the infant 
care teacher asks who packed 
the child’s snack. 



 

�� 

Foundation: Number Sense 
The developing understanding of number and quantity 

8 months 

At around eight months of age, 
children usually focus on one 
object or person at a time, yet 
they may at times hold two 
objects, one in each hand. 

For example, the child may: 

• Hold one block in each hand, 
then drop one of them when 
the infant care teacher holds 
out a third block for the child 
to hold. (6.5–7.5 mos.; Parks 
2004, 50) 

• Watch a ball as it rolls away 
after hitting it with her hand. 
(5.5–8 mos.; Parks 2004, 64) 

• Explore one toy at a time by 
shaking, banging, or squeez­
ing it. (5.5–8 mos.; Parks 
2004, 58; 8 mos.; Meisels and 
others 2003, 21; birth–8 mos.; 
Lally and others 1995, 78–79) 

• Notice when someone walks 
in the room. 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children demonstrate under­
standing that there are different 

 amounts of things. 

For example, the child may: 

• Communicate “more” and 
point to a bowl of apple slices. 
(18 mos.; Meisels and others 
2003, 37) 

• Shake head “no” when offered 
more pasta. (18 mos.; Meisels 
and others 2003, 37) 

• Make a big pile of trucks and a 
little pile of trucks. 

• Use hand motions or words 
to indicate “All gone” when 
finished eating. (12–19 mos.; 
Parks 2004, 122) 

• Put three cars in a row. 

36 months 

At around 36 months of age, children 
show some understanding that 
numbers represent how many and 
demonstrate understanding of words 
that identify how much. (By 36 mos.; 
American Academy of Pediatrics 
2004, 308) 

For example, the child may: 

• Pick out one object from a box or 
point to the picture with only one 
of something. (Scaled score of 
10 for 35:16–36:15 mos.; Bayley 
2006, 97; 24–30 mos.; Parks 2004) 

• Reach into bowl and take out two 
pieces of pear when the infant 
care teacher says, “Just take two.” 
(30–36 mos.; Parks 2004) 

• Start counting with one, some­
times pointing to the same item 
twice when counting, or using 
numbers out of order; for example, 
“one, two, three, five, eight.” (36 
mos.; Engaging Young Children  
2004, 178) 

• Use fingers to count a small 
number of items. (around 36 mos.; 
Coplan 1993, 3) 

• Look at a plate and quickly 
respond “two,” without having 
to count, when the infant care 
teacher asks how many pieces of 
cheese there are. (36 mos.; Engag­
ing Young Children 2004, 178) 

• Hold up two fingers when asked, 
“Show me two” or “How old are 
you?” (36 mos.; Engaging Young 
Children 2004, 178; by 36 mos.; 
American Academy of Pediatrics 
2004, 308) 

• Identify “more” with collections of 
up to four items, without needing 
to count them. (36 mos.; Engaging 
Young Children 2004, 31 and 180) 

• Use more specific words to com­
municate how many, such as a 
little or a lot. (Hulit and Howard 
2006, 186) 
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Number Sense 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

•  Explore toys with hands and 
mouth. (3–6 mos.; Parks 2004, 
10) 

•  Reach for second toy but may 
not grasp it when already hold­
ing one toy in the other hand. 
(5–6.5 mos.; Parks 2004, 49; 
scaled score of 10 for 5:16– 
6:15 mos.; Bayley 2006, 55) 

•  Transfer a toy from one hand 
to the other. (5.5–7 mos.; Parks 
2004) 

•  Reach for, grasp, and hold 
onto a toy with one hand when 
already holding a different 
toy in the other hand. (Scaled 
score of 10 for 6:16–7:15 mos.; 
Bayley 2006, 56) 

•  Track visually the path of a 

moving object. (6–8 mos.; 

Parks 2004, 64)
 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

•  Try to hold onto two toys with 
one hand while reaching for a 
third desired toy, even if not 
successful. (Scaled score of 9 
for 10:16–11:15 mos.; Bayley 
2006, 58; 8–10 mos.; Parks 
2004, 50) 

•  Hold a block in each hand and 
bang them together. (8.5–12 
mos.; Parks 2004) 

•  Put several pegs into a plastic 
container and then dump them 
into a pile. (12–13 mos.; Parks 
2004, 65) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

•  Get two cups from the cupboard 
when playing in the housekeep­
ing area with a friend. (21 mos.; 
Mix, Huttenlocher, and Levine 
2002) 

•  Look at or point to the child 
with one piece of apple left on 
his napkin when the infant care 
teacher asks, “Who has just one 
piece of apple?” (24–30 mos.; 
Parks 2004, 74) 

•  Give the infant care teacher one 
cracker from a pile of many when 
she asks for “one.” (25–30 mos.; 
Parks 2004; scaled score of 10 
for 28:16–30:15 mos.; Bayley 
2006, 73) 



 

�� 

Foundation: Classification 
The developing ability to group, sort, categorize, connect, and have  

expectations of objects and people according to their attributes 

8 months 

At around eight months of age, 
children distinguish between 
familiar and unfamiliar people, 
places, and objects, and explore 
the differences between them. 
(Barrera and Mauer 1981) 

For example, the child may: 

• Explore how one toy feels and 
then explore how another toy 
feels. 

• Stare at an unfamiliar person 
and move toward a familiar 
person. 

Chart continues on next page. 

18 months 

At around 18 months of age, 
children show awareness when 
objects are in some way con­
nected to each other, match two 
objects that are the same, and 
separate a pile of objects into 
two groups based on one attri­
bute. (Mandler and McDonough 
1998) 

For example, the child may: 

• Look at the crayons before 
choosing a color. (12–18 mos.; 
Parks 2004, 77) 

• Choose usually to play with 
the blue ball even though there 
is a red one just like it. (12–18 
mos.; Parks 2004, 77) 

• Pick the toy car from the bin 
filled with toy dishes. (15–18 
mos.; Parks 2004; 77) 

• Pack the baby doll’s blanket, 
brush, bottle, and clothes into 
a backpack. (15–19 mos.; 
Parks 2004, 77) 

• Match two identical toys; for 
example, find another fire 
truck when the infant care 
teacher asks, “Can you find 
a truck just like that one?” 
(15–19 mos.; Parks 2004; 77) 

• Place all toy cars on one side 
of the rug and all blocks on the 
other side. (15–18 mos.; Parks 
2004, 77) 

36 months 

At around 36 months of age, chil­
dren group objects into multiple 
piles based on one attribute at a 
time, put things that are similar but 
not identical into one group, and 
may label each grouping, even 
though sometimes these labels are 
overgeneralized. (36 mos.; Mandler 
and McDonough 1993) 

For example, the child may: 

• Identify a few colors when they 
are named; for example, get a red 
ball from the bin of multicolored 
balls when the infant care teacher 
asks for the red one. (Scaled 
score of 10 for 34:16–36:15 mos.; 
Bayley 2006, 97; 33 mos.+; Parks 
2004, 79) 

• Make three piles of tangrams in 
various shapes, such as a circle, 
square, and triangle. (30–36 mos.; 
Parks 2004, 79) 

• Pick two big bears from a bowl 
containing two big bears and two 
small bears, even if the big bears 
are different colors. (Scaled score 
of 10 for 30:16–33:15 mos.; Bay-
ley 2006, 74) 

• Sort primary-colored blocks into 
three piles: a red pile, a yellow 
pile, and a blue one. (33 mos.+; 
Parks 2004, 79; 32 mos.; Bayley 
2006) 

• Point to different pictures of 
houses in a book even though 
all of the houses look different. 
(30–36 mos.; Parks 2004, 79) 

• Put all the soft stuffed animals in 
one pile and all the hard plastic 
toy animals in another pile and 
label the piles “soft animals” and 
“hard animals.” (18–36 mos.; Lally 
and others 1995, 78–79) 

• Call all four-legged animals at the 
farm “cows,” even though some 
are actually sheep and others 
horses. (18–36 mos.; Lally and 
others 1995, 78–79) 
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Classification 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 

may:
 

• Explore toys with hands and 
mouth. (3–6 mos.; Parks 2004, 
10) 

• Bang a toy on the table. (5.5–7 
mos.; Parks 2004, 25) 

• Touch different objects (e.g., 
hard or soft) differently. 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child 
may: 

• Roll a car back and forth on 
the floor, then roll a ball. (6–11 
mos.; Parks 2004, 26) 

• Use two items that go togeth­
er; for example, brush a doll’s 
hair with a brush, put a spoon 
in a bowl, or use a hammer to 
pound an object. (9–15 mos.; 
Parks 2004, 26–27; by 12 
mos.; American Academy of 
Pediatrics 2004, 243) 

• Put the red blocks together 
when the infant care teacher 
asks, “Which blocks go to­
gether?” 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Point to or indicate the realistic-
looking plastic cow when the 
infant care teacher holds up a few 
toy animals and says, “Who says, 
‘moo’?” (18–22 mos.; Parks 2004; 
85) 

• Sort three different kinds of toys; 
for example, put the puzzle pieces 
in the puzzle box, the blocks in the 
block bin, and the toy animals in 
the basket during clean-up time. 
(19–24 mos.; Parks 2004, 77) 

• Show understanding of what 
familiar objects are supposed to 
be used for, such as knowing that 
a hat is for wearing or a tricycle is 
for riding. (Scaled score of 10 for 
23:16–25:15 mos.; Bayley 2006, 
93) 

• Pick a matching card from a pile 
of cards. (Scaled score of 10 for 
24:16–25:15 mos.; Bayley 2006, 
70) 

• Point to or indicate all the green 
cups at the lunch table. (26 mos.; 
Bayley 2006) 

• Call the big animals “mama” and 
the small animals “baby.” (27 mos.; 
Bayley 2006) 

• Help the infant care teacher sort 
laundry into two piles: whites and 
colors. (28 mos.; Hart and Risley 
1999, 95) 

• Put the red marker back in the red 
can, the blue marker back in the 
blue can, and the yellow marker 
back in the yellow can when fin­
ished coloring. (Scaled score of 10 
for 26:16–28:15 mos.; Bayley 2006, 
71) 

• Match one shape to another 
shape. (26–29 mos.; Parks 2004, 
78; 26–30 mos.; Parks 2004) 



 

�� 

Foundation: Symbolic Play 
The developing ability to use actions, objects, or ideas 

to represent other actions, objects, or ideas 

8 months 

At around 8 months of age, 
children become familiar 
with objects and actions 
through active exploration. 
Children also build knowl­
edge of people, action, 
objects, and ideas through 
observation. (Fenson and 
others 1976; Rogoff and 
others 2003) 

For example, the child 
may: 

• Cause toys to make noise 
by shaking, banging, and 
squeezing them. (5.5–8 
mos.; Parks 2004, 58; by 
12 mos.; American Acad­
emy of Pediatrics 2004, 
243) 

• Roll car back and forth on 
floor. (6–11 mos.; Parks 
2004, 26) 

Chart continues on next page.

18 months 

At around 18 months of age, 
children use one object to 
represent another object and 
engage in one or two simple 
actions of pretend play. 

For example, the child 
may: 

• Pretend to drink from an 
empty cup by making 
slurping noises and saying 
“ah” when finished. (Segal 
2004, 39) 

• Begin to engage in pretend 
play by using a play spoon 
to stir in the kitchen area. 
(12–18 mos.; Lerner and 
Ciervo 2003) 

• Pretend that the banana 
is a telephone by picking 
it up, holding it to the ear, 
and saying, “Hi!” (12–18 
mos.; Lerner and Ciervo 
2003) 

• Laugh at an older brother 
when he puts a bowl on 
his head like a hat. (12–18 
mos.; Parks 2004, 317) 

• Imitate a few steps of adult 
behavior during play; for 
example, pretend to feed 
the baby doll with the toy 
spoon and bowl. (15–18 
mos.; Parks 2004, 27) 

• Use a rectangular wooden 
block as a phone. (18–24 
mos.; Parks 2004, 28) 

 

36 months 

At around 36 months of age, children en­
gage in make-believe play involving several 
sequenced steps, assigned roles, and an 
overall plan and sometimes pretend by 
imagining an object without needing the 
concrete object present. (30–36 mos.; Parks 
2004, 29) 

For example, the child may: 

• Assign roles to self and others when play­
ing in the dramatic play area (for example, 
“I’ll be the daddy, you be the baby”), even 
though the child may not stay in her role 
throughout the play sequence. (30–36 
mos.; Parks 2004, 29; 24 mos.; Segal 
2004, 43) 

• Line up a row of chairs and communicate, 
“All aboard! The train is leaving.” (36 mos.; 
Vygotsky 1978, 111) 

• Use two markers to represent people in 
the dollhouse by moving them around as 
if they were walking. (36 mos.; Vygotsky 
1978, 111) 

• Stir “cake batter” while holding an imagi­
nary spoon or serve an invisible burrito 
on a plate. (30–36 mos.; Parks 2004, 29; 
scaled score of 10 for 27:16–29:15 mos.; 
Bayley 2006, 69) 

• Communicate with self during pretend 
play to describe actions to self; for ex­
ample, “Now I stir the soup.” (Hart and 
Risley 1999, 125) 

• Plan with other children what they are 
going to pretend before starting to play; 
for example, “Let’s play doggies!” (Segal 
2004, 39; 36 mos.; Meisels and others 
2003, 74) 

• Pretend to be a baby during dramatic play 
because there is a new baby at home. (36 
mos.; Meisels and others 2003, 73) 

• Build a small town with blocks and then 
use the toy fire truck to pretend to put out 
a fire in the town. (By 36 mos.; American 
Academy of Pediatrics 2004, 309) 
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Symbolic Play 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 

may:
 

• Explore toys with hands and 
mouth. (3–6 mos.; Parks 
2004, 10) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Use two items that go togeth­
er; for example, brush a doll’s 
hair with brush, put a spoon 
in a bowl, or use a hammer 
to pound an object through a 
hole. (9–15 mos.; Parks 2004, 
26–27) 

• Use objects in pretend play 
the way they were intended to 
be used; for example, pretend 
to drink coffee or tea from 
play coffee cup. (Scaled score 
of 10 for 15:16–16:15 mos.; 
Bayley 2006, 62) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Use the stuffed animals to play 
“veterinarian” one day and then to 
play “farmer” the next day. (18–24 
mos.; Lerner and Ciervo 2003) 

• Communicate “Time for night-
night” to a doll while playing 
house. (22–24 mos.; Parks 2004, 
133) 

• Complete three or more actions in 
a sequence of pretend play so the 
actions have a beginning, middle, 
and end, such as giving the baby 
doll a bath, putting his pajamas 
on, and putting him to sleep. 
(24–30 mos.; Parks 2004, 28; by 
36 mos.; American Academy of 
Pediatrics 2004, 309; scaled score 
of 10 for 29:16–30:15 mos.; Bayley 
2006, 73) 

• Pretend that the doll or stuffed 
animal has feelings, such as mak­
ing a whining noise to indicate that 
the stuffed puppy is sad. (24–30 
mos.; Parks 2004, 28) 

• Make the stuffed animals move, as 
if they were alive, during pretend 
play. (24–30 mos.; Parks 2004, 28) 

• Engage in extended pretend play 
that has a theme, such as birth­
day party or doctor. (24–30 mos.; 
Parks 2004, 29) 

• Use abstract things to represent 
other things in pretend play; for 
example, use dough or sand to 
represent a birthday cake and 
sticks or straws to represent 
candles. (24–30 mos.; Parks 
2004, 29; scaled score of 10 for 
24:16–25:15 mos.; Bayley 2006, 
70; Segal 2004, 39) 



 

�� 

Foundation: Attention Maintenance 
The developing ability to attend to people and things while interacting with 

others and exploring the environment and play materials 

8 months 

At around eight months of age, 
children pay attention to different 
things and people in the environ­
ment in specific, distinct ways. 
(Bronson 2000, 64) 

For example, the child may: 

• Play with one toy for a few 
minutes before focusing on a 
different toy. (6–9 mos.; Parks 
2004, 12 and 26; 8 mos.; 
American Academy of Pediat­
rics 2004, 241) 

• Focus on a desired toy that is 
just out of reach while repeat­
edly reaching for it. (5–9 mos.; 
Parks 2004, 49) 

• Show momentary attention to 
board books with bright colors 
and simple shapes. 

• Attend to the play of other 
children. 

• Put toy animals into a clear 
container, dump them out, and 
then fill the container up again. 
(8 mos.; Meisels and others 
2003, 21) 

• Stop moving, to focus on the 
infant care teacher when she 
starts to interact with the child. 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Remain calm and focused on 
people, interesting toys, or 
interesting sounds for a minute 
or so. (1–6 mos.; Parks 2004, 
9) 

• Explore a toy by banging, 
mouthing, or looking at it. 
(Scaled score of 9 for 3:26– 
4:05 mos.; Bayley 2006, 52) 

18 months 

At around 18 months of age, 
children rely on order and pre­
dictability in the environment to 
help organize their thoughts and 
focus attention. (Bronson 2000, 
191) 

For example, the child may: 

• Expect favorite songs to be 
sung the same way each time 
and protest if the infant care 
teacher changes the words. 

• Insist on following the same 
bedtime routine every night. 

• Nod and take the infant care 
teacher’s hand when the 
teacher says, “I know you are 
sad because Shanti is using 
the book right now, and you 
would like a turn. Shall we go 
to the book basket and find 
another one to read together?” 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Pay attention to the infant care 
teacher’s voice without being 
distracted by other noises in 
the room. (9–11 mos.; Parks 
2004; 12) 

• Focus on one toy or activity 
for a while when really inter­
ested. (By 12 mos.; American 
Academy of Pediatrics 2004, 
241) 

36 months 

At around 36 months of age, chil­
dren sometimes demonstrate the 
ability to pay attention to more than 
one thing at a time. 

For example, the child may: 

• Realize, during clean-up time, 
that he has put a car in the block 
bin and return to put it in the 
proper place. 

• Search for and find a favorite 
book and ask the infant care 
teacher to read it. 

• Pound the play dough with a 
hammer while talking with a peer. 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Play alone with toys for several 
minutes at a time before moving 
on to different activity. (18–24 
mos.; Parks 2004, 15) 

• Sit in a parent’s lap to read a 
book together. (Scaled score of 
10 for 21:16–22:15 mos.; Bayley 
2006) 
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Foundation: Understanding of Personal Care Routines 
The developing ability to understand 

and participate in personal care routines 

8 months 

At around eight months of age, 
children are responsive dur­
ing the steps of personal care 
routines. (CDE 2005) 

For example, the child may: 

• Turn head away as the infant 
care teacher reaches with 
a tissue to wipe the child’s 
nose. (8 mos.; Meisels and 
others 2003, 20) 

• Kick legs in anticipation of a 
diaper change and then quiet 
down as the parent wipes the 
child’s bottom. (CDE 2005) 

• Pay attention to her hands as 
the infant care teacher holds 
them under running water and 
helps rub them together with 
soap. (CDE 2005) 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child 
may: 

• Anticipate being fed upon 
seeing the infant care teacher 
approach with a bottle. 

• Hold onto the bottle while 
being fed by the infant care 
teacher. (4 mos.; Meisels and 
others 2003, 14) 

18 months 

At around 18 months of age, chil­
dren show awareness of familiar 
personal care routines and partici­
pate in the steps of these routines. 
(CDE 2005) 

For example, the child may: 

• Go to the sink when the infant 
care teacher says that it is time 
to wash hands. (Scaled score of 
10 for 17:16–18:15 mos.; Bayley 
2006, 90; 12–18 mos.; Lerner 
and Ciervo 2003; 12 mos.; 
Coplan 1993, 2; by 24 mos.; 
American Academy of Pediatrics 
2004; 24 mos.; Meisels and 
others 2003, 46) 

• Get a tissue when the infant care 
teacher says, “Please go get a 
tissue. We need to wipe your 
nose.” (18 mos.; Meisels and 
others 2003, 36) 

• Move toward the door to the 
playground after seeing the 
infant care teacher put his coat 
on. (18 mos.; Meisels and others 
2003, 38) 

• Put snack dishes in the sink and 
the bib in the hamper after eat­
ing. 

• Have trouble settling down for a 
nap until the infant care teacher 
reads a story, because that is the 
naptime routine. (12–18 mos.; 
Parks 2004, 317) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Cooperate during a diaper 
change by lifting her bottom. 
(10.5–12 mos.; Parks 2004) 

• Grab the spoon as the infant 
care teacher tries to feed the 
child. (12 mos.; Meisels and oth­
ers 2003, 31) 

• Raise arms when the infant care 
teacher tries to put a dry shirt on 
the child. (12 mos.; Meisels and 
others 2003) 

36 months 

At around 36 months of age, 
children initiate and follow through 
with some personal care routines. 
(CDE 2005) 

For example, the child may: 

• Go to the sink and wash hands 
after seeing snacks being set 
out on the table. (CDE 2005) 

• Get a tissue to wipe own nose 
or bring the tissue to the infant 
care teacher for help when the 
child feels that his nose needs 
to be wiped. (CDE 2005) 

• Take a wet shirt off when need­
ing to put on a dry one. (36 
mos.; Meisels and others 2003, 
76) 

• Help set the table for lunchtime. 
(36 mos.; Meisels and others 
2003, 77) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Drink from a cup without spilling 
much. (24 mos.; Meisels and 
others 2003, 52) 

• Try to put on own socks. (24 
mos.; Meisels and others 2003, 
52) 

• Pull her shoes off at naptime. 
(24 mos.; Meisels and others 
2003, 52) 
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Perceptual  and 
 
Motor  Development
 

Perception refers to the process  
of taking in, organizing, and 
interpreting sensory information. 

Perception is multimodal, with mul­
tiple sensory inputs contributing to 
motor responses (Bertenthal 1996). An 
infant’s turning his head in response 
to the visual and auditory cues of the 
sight of a face and the sound of a voice 
exemplifies this type of perception. 
Intersensory redundancy, “the fact 
that the senses provide overlapping 
information . . . is a cornerstone of 
perceptual development” (Bahrick, 
Lickliter, and Flom 2004). 

“Motor development refers to 
changes in children’s ability to control 
their body’s movements, from infants’ 
first spontaneous waving and kick­
ing movements to the adaptive control 
of reaching, locomotion, and complex 
sport skills” (Adolph, Weise, and Marin 
2003, 134). The term motor behavior  
describes all movements of the body, 
including movements of the eyes (as 
in the gaze), and the infant’s develop­
ing control of the head. Gross motor 
actions include the movement of large 
limbs or the whole body, as in walk­
ing. Fine motor behaviors include the 
use of fingers to grasp and manipu­

late objects. Motor behaviors such as 
reaching, touching, and grasping are 
forms of exploratory activity (Adolph 
1997). 

As infants develop increasing motor 
competence, they use perceptual infor­
mation to inform their choices about 
which motor actions to take (Adolph 
and Joh 2007). For example, they may 
adjust their crawling or walking in 
response to the rigidity, slipperiness, 
or slant of surfaces (Adolph 1997). 
Motor movements, including move­
ments of the eyes, arms, legs, and 
hands, provide most of the perceptual 
information infants receive (Adolph 
and Berger 2006). Young children’s 
bodies undergo remarkable changes in 
the early childhood years. In describ­
ing this development, Adolph and 
Avolio (2000, 1148) state, “Newborns 
are extremely top-heavy with large 
heads and torsos and short, weak 
legs. As infants grow, their body fat 
and muscle mass are redistributed. In 
contrast to newborns, toddlers’ bod­
ies have a more cylindrical shape, and 
they have a larger ratio of muscle mass 
to body fat, especially in the legs.” 
These changes in weight, size, percent­
age of body fat, and muscle strength 
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provide perceptual/motor challenges 
to infants as they practice a variety of 
actions (Adolph and Berger 2006). This 
dramatic physical development occurs 
within the broad context of overall 
development. As infants master each 
challenge, their perceptual and motor 
behavior reflects their ever-present 
interpersonal orientation and social 
environment. 

The extent and variety of infant 
perceptual and motor behavior are 
remarkable. Infants and toddlers 
spend a significant part of their days 
engaged in motor behavior of one type 
or another. By three and a half months 
of age, infants have made between 
three and six million eye movements 
during their waking hours (Haith, 
Hazen, and Goodman 1988). Infants 
who crawl and walk have been found 
to spend roughly half of their wak­
ing hours involved in motor behavior, 
approximately five to six hours per day 
(Adolph and Joh 2007, 11). On a daily 
basis infants who are walking “. . . 
take more than 9,000 steps and travel 
the distance of more than 29 football 
fields. They travel over nearly a dozen 
different indoor and outdoor surfaces 
varying in friction, rigidity and tex­
ture. They visit nearly every room in 
their homes and they engage in bal­
ance and locomotion in the context of 
varied activities” (Adolph and Berger 
2006, 181). 

Early research in motor development 
involved detailed observational stud­
ies that documented the progression of 
infant motor skills and presented an 
understanding of infant motor behav­
ior as a sequence of universal, biologi­
cally programmed steps (Adolph and 
Berger 2006; Bertenthal and Boker 
1997; Bushnell and Boudreau 1993; 

Pick 1989). In comparison, current 
research in motor development often 
emphasizes action in the context of 
behavior and development in the per­
ceptual, cognitive, and social domains 
(Pick 1989). In particular, contempo­
rary accounts of infant motor develop­
ment address (1) the strong relation­
ship between perception and action 
(Bertenthal 1996; Gibson 1988; Thelen 
1995), (2) the relationship between 
actions and the environment (Gibson 
1988; Thelen 1995), and (3) the impor­
tance of motives in motor behavior, 
notably social and explorative motives 
(von Hofsten 2007). Although histori­
cal approaches may encourage profes­
sionals to focus on the relationship 
between growing perceptual/motor 
skills and the child’s increasingly 
sophisticated manipulation and under­
standing of objects, contemporary 
understanding suggests the value of 
observation of this progression. How 
these developing behaviors and abili­
ties play a role in the social/emotional 
aspects of the child’s life and function­
ing, such as forming early relation­
ships and building an understanding 
of others, may be noteworthy. 

The contemporary view suggests 
that thinking about perceptual/motor 
development can be inclusive of infants 
and toddlers with disabilities or other 
special needs. Children whose disabili­
ties affect their perceptual or motor 
development still want to explore and 
interact with the people and environ­
ment around them. Although the 
perceptual and motor development 
of children with disabilities or other 
special needs may follow a pathway 
that differs from typical developmental 
trajectories, sensitive and responsive 
caregivers can provide alternative ways 
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in which to engage children’s drive to 
explore, building on their interests and 
strengths and supporting their overall 
physical and psychological health. 

Pioneering researchers in infant 
motor development used novel and 
painstaking methods to study the 
progression of infant skill acquisition 
(Adolph and Berger 2005; Adolph 
2008). Their findings were presented 
for both professionals and the public 
in the form of milestone charts that 
depicted motor skill acquisition as a 
clear progression through a series of 
predictable stages related to chrono­
logical age (Adolph 2008; Adolph, 
Weise, and Marin 2003). More recent 
research in the area of perceptual and 
motor development has indicated 
substantial variability between chil­
dren in the pathways to acquiring 
major motor milestones such as sitting 
and walking (Adolph 1997; Adolph 
2008). Each child may take a unique 
developmental pathway toward attain­
ment of major motor milestones 
(Adolph and Joh 2007). Crawling, for 
example, is not a universal stage. 
Research clearly shows that not all 
children crawl before they walk 
(Adolph 2008). Although most children 
walk independently around age one, 
the normal range for acquisition of this 
behavior in western cultures is very 
broad, between 9 and 17 months of age 
(Adolph 2008). Age has traditionally 
been treated as the primary predictor 
of when landmark motor behaviors 
occur, but studies now indicate that 
experience may be a stronger predictor 
than age is in the emergence of both 
crawling (Adolph and Joh 2007) and 
walking (Adolph, Vereijken, and Shrout 
2003). 

It is important to recognize that, 
though developmental charts may 
show motor development unfolding in 
the form of a smooth upward progres­
sion toward mastery, the development 
of individual children often does not 
follow a smooth upward trajectory. In 
fact, “detours” and steps backward 
are common as development unfolds 
(Adolph and Berger 2006, 173). Infant 
motor development can be understood 
as a process in which change occurs 
as the infant actively adapts to varying 
circumstances and new tasks (Thelen 
1995). Thelen (1994) demonstrated 
this experimentally in her well-known 
study in which three-month-old 
babies, still too young to coordinate 
their movements to be able to sit, 
reach, or crawl, learned to coordinate 
their kicks in order to engage in the 
novel task of making a mobile move. 
Cultural and historical factors, includ­
ing caregivers’ behavior, also affect the 
ways in which infants engage in motor 
behaviors. For example, Adolph and 
Berger (2005) observed that mothers 
in Jamaica and Mali “train” infants 
to sit by propping up three- to four­
month-old infants with pillows in a 
special hole in the ground designed to 
provide back support. 

For years, researchers, educators, 
and early childhood professionals have 
emphasized the interrelatedness of 
the developmental domains. The cur­
rent research supports an even greater 
appreciation of the profound role of 
interrelatedness and interdependence 
of factors, domains, and processes 
in development (Diamond 2007). The 
developmental domains are linked not 
only with one another, but also with 
factors such as culture, social rela­
tionships, experience, physical health, 
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mental health, and brain functioning 
(Diamond 2007). In the case of per­
ceptual and motor behavior, Diamond 
(2007) has observed that perception, 
motor behavior, and cognition occur 
in the context of culture, emotion, 
social relationships, and experience, 
which in turn influence physical and 
mental health as well as overall brain 
functioning. Bertenthal (1996) has 
proposed that perception and motor 
action are interrelated rather than 
autonomous processes. They may be 
best viewed as different components 
of an action system. Common behav­
iors such as reaching and turning 
the head for visual tracking illustrate 
the interrelatedness of the motor, 
perceptual, cognitive, and social-emo­
tional domains in infant development. 
Even as very young infants, children 
are highly motivated to explore, gain 
information, attend, and engage their 
physical and social environments 
(Gibson 1987). As Gibson (1988, 5) 
explains: “We don’t simply see, we 
look.” Research by Berthier (1996, 811) 
indicates that “infant reaching is not 
simply a neural program that is trig­
gered by the presence of a goal object, 
but that infants match the kinematics 
of their reaches to the task and their 
goals.” 

Perception and motor action play a 
key role in children’s experiences and 
psychological processes (Thelen 1995). 
They also contribute to human psycho­
logical development in general, since 
ultimately “behavior is movement” 
(Adolph and Berger 2005, 223), and 
psychology can be defined as the study 
of human behavior. It has been pro­
posed that infants’ use of social infor­
mation to guide their motor behavior 
in physically challenging or unfamiliar 

situations provides an excellent means 
to study infant social cognition (Tamis-
LeMonda and Adolph 2005). 

Perceptual Development 
Infants’ perceptual skills are at work 

during every waking moment. For 
example, those skills can be observed 
when an infant gazes into a caregiver’s 
eyes or distinguishes between familiar 
and unfamiliar people. Infants use 
perception to distinguish features 
of the environment, such as height, 
depth, and color. “The human infant 
is recognized today as ‘perceptually 
competent’; determining just how the 
senses function in infancy helps to 
specify the perceptual world of babies” 
(Bornstein 2005, 284). The ability to 
perceive commonalities and differences 
between objects is related to the cogni­
tive domain foundation of classifica­
tion. Infants explore objects differently 
depending upon object features such 
as weight, texture, sound, or rigidity 
(Palmer 1989). Parents and profession­
als may have observed young children 
exploring a slope, such as a slide, by 
touching it with their hands or feet 
before they decide whether to slide 
down it or not. Research by Adolph, 
Eppler, and Gibson (1993) suggests 
that learning plays a part in young 
children’s decision making in physi­
cally risky situations, such as navigat­
ing slopes, and that exploratory behav­
ior may be a means to this learning. 
Perception is also strongly related to 
the social-emotional domain, such as 
when young children perceive the 
differences between various facial 
expressions and come to understand 
what they may mean. 



 
 

 

�� 

Gross Motor Development 
Gross motor development includes 

the attainment of skills such as rolling 
over, sitting up, crawling, walking, and 
running. Gross motor behavior enables 
infants to move and thereby attain 
different and varied perspectives on 
the environment. Behaviors such as 
pulling to stand and climbing present 
children with new learning opportuni­
ties. When infants push a toy stroller 
or shopping cart, they are also engag­
ing in processes related to cognitive 
development, such as imitation. The 
gross motor behaviors involved in 
active outdoor play with other children 
are related to children’s development of 
social skills and an understanding of 
social rules. 

Fine Motor Development 
Through touching, grasping, and 

manual manipulation, infants experi­
ence a sense of agency and learn about 
the features of people, objects, and the 
environment. Fine motor development 
is related to the ability to draw, write, 
and participate in routines such as 
eating and dressing. Common early 
childhood learning materials, such as 
pegboards, stacking rings, stringing 
beads, and puzzles, offer opportunities 
for infants to practice their fine motor 
skills. Fine motor movements of the 
hands are coordinated with perceptual 
information provided through move­
ments of the eyes, as when seven- to 
nine-month-old infants use visual 
information to orient their hands as 
they reach for an object (McCarty and 
others 2001). 
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Foundation: Perceptual Development 
The developing ability to become aware of the social  

and physical environment through the senses 
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8 months 

At around eight months of age, 
children use the senses to ex­
plore objects and people in the 
environment. (6–9 mos.; Ruff and 
Kohler 1978) 

For example, the child may: 

• Look at an object in her hand, 
mouth it, and then take it out to 
look at it again. (6–9 mos.; Ruff 
and Kohler 1978) 

• Hear the infant care teacher’s 
footsteps in the darkened nap 
room and turn his head to try 
to look for her. (6–9 mos.; Ruff 
and Kohler 1978) 

• Show excitement upon recog­
nizing the color of a favorite 
food that is offered on a spoon. 
(6–9 mos.; Reardon and Bush­
nell 1988) 

18 months 

At around 18 months of age, chil­
dren use the information received 
from the senses to change the 
way they interact with the environ­
ment. 

For example, the child may: 

• Adjust the way he is walking de­
pending on the type of surface; 
for example, walking slowly on 
rocks and faster on pavement. 
(12–18 mos.; Fogel 2001, 333) 

• Choose to sit on her bottom 
and slide down a steep hill 
rather than walk down it. (12–18 
mos.; Adolph, Eppler, and Gib­
son 1993) 

• Sway back and forth to the beat 
of a song while standing up. 

• Pull hands away from the sen­
sory table, which is filled with 
an unfamiliar slimy substance. 

• Spend a lot of time in the sand­
box, burying a hand underneath 
a pile of sand. 

• Stop pouring sand into a bucket 
that is already full. 

36 months 

At around 36 months of age, 
children can quickly and easily 
combine the information received 
from the senses to inform the way 
they interact with the environment. 

For example, the child may: 

• Identify a blanket or other 
familiar objects just by touching 
them. (30–36 mo.; Parks 2004) 

• Identify a truck when she feels 
it buried underneath the sand. 
(30–36 mos.; Parks 2004, 17) 

• Watch the lines that she makes 
with a marker on the paper. 
(Freeman 1980) 

• Climb more slowly as he 
reaches the top of the ladder. 

• Press harder on a clump of clay 
than on play dough. 

• Watch a family member draw 
a circle and then try to do it. 
(24–36 mos.; Stiles 1995) 

• Walk more slowly and carefully 
when carrying an open cup of 
milk than when carrying a cup 
with a lid. 
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Perceptual Development 

Behaviors leading up to the 

foundation (� to � months)
 

During this period, the child may: 

• Have a range of vision that is sev­
eral feet. (By 4 mos.; American 
Academy of Pediatrics 2004, 207) 

• Experience the sensation of be­
ing touched, and then search for 
the object or person. (4–6 mos.; 
Parks 2004, 11) 

• Listen to the sounds that family 
members use while talking in the 
home language, and use these 
same sounds while babbling. (4–6 
mos.; Parks 2004, 11) 

• Startle when hearing a loud noise. 
(By 4 mos.; American Academy 
of Pediatrics 2004, 209) 

• Kick feet while lying in the crib, 
feel the crib shake, and then kick 
feet again. (By 4 mos.; American 
Academy of Pediatrics 2004, 209) 

• Recognize an object as some­
thing she has seen before, even 
while looking at it from a different 
perspective. (By 4 mos.; Fogel 
2001, 252) 

• Notice the difference between dif­
ferent songs that the infant care 
teacher sings. (By 6 mos.; Fogel 
2001, 252) 

• Look confused upon hearing 
sounds that do not fit with the 
motions observed (for example, 
hearing a squeaking noise while 
seeing a rattle move). (By 6 mos.; 
Fogel 2001, 252) 

• Explore objects with the mouth. 
(By 7 mos.; American Academy 
of Pediatrics 2004, 208) 

• See different colors. (By 7 mos.; 
American Academy of Pediatrics 
2004, 208) 

• See things from a distance. (By 
7 mos.; American Academy of 
Pediatrics 2004, 208) 

• Track moving objects with both 
eyes together. (By 7 mos.; Ameri­
can Academy of Pediatrics 2004, 
208) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child 
may: 

• Nuzzle his face into a freshly 
washed blanket to smell it. 
(6–12 mos.; Parks 2004) 

• Show recognition of sounds, 
such as the mother’s foot­
steps, water running in the 
bathtub, or the refrigerator 
door being opened. (18 mos.; 
Meisels and others 2003, 38) 

• Pat, push, mound, and 
squeeze play dough, experi­
encing all the ways it can be 
used. (18 mos.; Meisels and 
others 2003, 37) 

• Explore pegboard holes with 
a finger, then look around for 
something to fit in the holes. 
(18 mos.; Meisels and others 
2003, 37) 

• Enjoy messy activities or 
show a dislike for messy 
activities. (12–18 mos.; Parks 
2004, 14) 

• React to various sensations, 
such as extremes in tempera­
ture and taste. (12–18 mos.; 
Parks 2004, 14–15) 

• Crumple and tear paper. (7–9 
mos.; Parks, 2004, 26) 

• Stop crawling when he reach­
es the edge of the couch. 
(By the time most infants are 
crawling; Walk and Gibson 
1961) 

• Be able to remember where 
toys are stored in the class­
room because she has 
crawled by them before. (By 
the time most infants are 
crawling; Bai and Bertenthal 
1992; Campos and Berten­
thal, 1989) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Enjoy rough-and-tumble play. 
(18–24 mos.; Parks 2004, 16) 

• Handle fragile items carefully. 
(24–26 mos.; Parks 2004, 16) 

• Enjoy tactile books, such as 
books with faux fuzzy animal 
fur. (24–29 mos.; Parks 2004, 
17) 

• Play with sand and water by 
filling up buckets, digging, and 
pouring water. (24–36 mos.; 
Parks 2004, 17) 
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Foundation: Gross Motor 
The developing ability to move the large muscles 
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8 months 

At around eight months of age, 
children demonstrate the ability to 
maintain their posture in a sitting 
position and to shift between sit­
ting and other positions. 

For example, the child may: 

• Sit on the floor, legs bent, with 
one leg closer to the body than 
the other. (8 mos.; Alexander, 
Boehme, and Cupps 1993, 134) 

• Use forearms to pull forward on 
the floor while on her tummy. 
(Scaled score of 9 for 7:16–8:15 
mos.; Bayley 2006, 155) 

• Move from a sitting position 
onto hands and knees. (Scaled 
score of 10 for 7:16–8:15 mos.; 
Bayley 2006, 156) 

18 months 

Around 18 months of age, chil­
dren move from one place to an­
other by walking and running with
basic control and coordination. 

For example, the child may: 

• Stand on one foot, alone or 
with support. (Scaled score 
of 10 for 18:16–19:15 mos.; 
Bayley 2006, 163) 

• Walk sideways. (Scaled score 
of 10 for 18:16–19:15 mos.; 
Bayley 2006, 163) 

• Push a doll stroller or play 
shopping cart. (17–18.5 mos.; 
Parks 2004) 

• Climb onto an adult-sized 
couch. (By 18 mos.; Apfel and 
Provence 2001, 33) 

• Run. (Scaled score of 10 for 
16:16–17:15 mos.; Bayley 
2006, 162) 

 

36 months 

At around 36 months of age, chil­
dren move with ease, coordinat­
ing movements and performing a 
variety of movements. 

For example, the child may: 

• Walk and run with skill, changing 
speed and direction. (36 mos.; 
Parks 2004; by 36 mos.; Davies 
2004, 194). 

• Kick and throw a ball, but with 
little control of direction or 
speed. (36 mos.; Meisels and 
others 2003, 76) 

• Bend over to pick up a toy and 
stand up without trouble. (By 
36 mos.; American Academy of 
Pediatrics 2004) 

• Pedal a tricycle. (32–36 mos.; 
Parks 2004; 36 mos.; Davies 
2004, 194) 

• Climb up climbers and ladders. 
(34–36 mos.; Parks 2004) 

• Walk backward a few feet. (28– 
29.5 mos.; Parks 2004; scaled 
score of 10 for 34:16–35:15 
mos.; Bayley 2006, #63, 167) 

• Jump up with both feet at the 
same time. (30–36 mos.; Parks 
2004; by 30 mos.; Apfel and 
Provence 2001, 33) 

• Catch a medium-size ball. 
(35–36+ mos.; Parks 2004) 

• Walk up stairs, without holding 
on, placing one foot on each 
step. (30 mos.; Squires, Pot­
ter, and Bricker 1999; by end of 
24–36 mos., 34–36+ mos.; Parks 
2004, 304; scaled score of 10 
for 35:16–36:15 mos.; Bayley 
2006, 64) 
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Gross Motor 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Hold onto a foot while lying 
on her back. (Scaled score of 
10 for 5:16–6:15 mos.; Bayley 
2006, 153) 

• Roll from back to stomach 
(4–6 mos.; Lerner and Ciervo 
2003) 

• Roll from stomach to back. 
(4–6 mos.; Lerner and Ciervo 
2003; Bayley 2006, 25; 
5.38–7.5 mos.; Parks 2004) 

• Bring both hands to the mid­
line while lying on his back. (16
weeks; Squires, Potter, and 
Bricker 1999) 

• Sit without support and turn 
to the left or right to reach an 
object. (Scaled score of 7 for 
7:16–8:15 mos.; Bayley 2006, 
154; 7 mos.; Mercer 1998, 
243) 

• Balance on one side, bearing 
weight on the lower hip, arm, 
and leg, leaving the upper arm 
and leg free to move and to 
manipulate objects. (7 mos.; 
Alexander, Boehme, and 
Cupps 1993, 131–132). 

• Move from hands and knees 
into a sitting position. (7 mos.; 
Alexander, Boehme, and 
Cupps 1993, 135) 

• Rock on hands and knees, 
sometimes losing balance. 
(7 mos.; Alexander, Boehme, 
and Cupps 1993, 138) 

 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Creep on hands and knees or 
hands and feet. (By 9 mos.; 
Apfel and Provence 2001, 31) 

• Pull to a stand, using furniture 
for support. (Scaled score of 
10 for 8:16–9:15 mos.; Bayley 
2006, 157) 

• Cruise while holding onto 
furniture. (9.61–13 mos.; Parks 
2004; scaled score of 10 for 
9:16–10:15 mos.; Bayley 2006, 
158) 

• Sit down from a standing 
position. (Scaled score of 9 for 
10:16–11:15 mos.; Bayley 2006, 
158) 

• Walk without support. (Scaled 
score of 9 for 12:16–13:15 mos.;  
Bayley 2006, 160; by 15 mos.; 
Apfel and Provence 2001, 33) 

• Throw a ball, underhand or 
overhand, to the infant care 
teacher. (Scaled score of 10 for 
12:16–13:15 mos.; Bayley 2006, 
160) 

• Squat to explore a toy on the 
ground and then stand up. 
(Scaled score of 10 for 13:16– 
14:15 mos.; Bayley 2006, 160) 

• Walk up or down stairs by step­
ping with both feet on each step  
while holding a parent’s hand 
or the handrail. (Scaled score of 
10 for up for 14:16–15:15 mos.; 
Bayley 2006, 161; for down for 
15:16–16:15 mos.; Bayley 2006, 
162) 

• Get into a standing position 
without support. (Around 11:15 
mos.; Bayley 2006, 159) 

• Crawl or creep up or down a 
few steps. 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Jump off the bottom step. (24– 
26.5 mos.; Parks 2004; scaled 
score of 10 for 19:16–20:15 
mos.; Bayley 2006, 164) 

• Kick a ball. (Scaled score of 10 
for 20:16–21:15 mos.; Bayley 
2006, 164; by 21 mos.; Apfel 
and Provence 2001, 33) 

• Ride a ride-on toy without 
pedals, pushing her feet on the 
ground to move. (18–24 mos.; 
Parks 2004) 

• Walk up or down stairs by 
stepping with both feet on 
each step, without holding on. 
(Scaled score of 10 for up for 
24:16–25:15 mos.; Bayley 2006, 
165) 

• Catch a big ball using two arms. 
(24–26+ mos.; Parks 2004) 

• Jump forward a few inches. 
(Scaled score of 10 for 27:16– 
28:15 mos.; Bayley 2006, 166) 

• Walk on tiptoes. (Scaled score 
of 10 for 32:16–33:15 mos.; 
Bayley 2006, 167; 36 mos.; 
Meisels and others 2003, 75) 
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Foundation: Fine Motor 
The developing ability to move the small muscles 
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8 months 

At around eight months of age, 
children easily reach for and 
grasp things and use eyes and 
hands to explore objects active­
ly. (6 mos.; Alexander, Boehme, 

 and Cupps 1993, 112) 

For example, the child may: 

• Reach for and grasp an object, 
using one hand. (5–8 mos.; 
Introduction to Infant Develop­
ment, 2002, 62; by end of 7 
mos.; American Academy of 
Pediatrics 2004, 205; 7–8 1/2 
mos.; Parks 2004) 

• Use hand in a raking or 
sweeping motion to bring a toy 
closer. (7–8 mos.; Parks 2004; 
by end of 7 mos.; American 
Academy of Pediatrics 2004, 
205; 7–8 mos.; Frankenburg 
and Dodds 1990) 

• Hold a small block using the 
thumb and fingertips. (item 
right before scaled score of 
10 for 7:16–8:15 mos.; Bayley 
2006, 127) 

• Hold a small block in each 
hand and bang the blocks 
together. (Scaled score of 10 
7:16–8:15 mos.; Bayley 2006, 
127) 

18 months 

At around 18 months of age, 
children are able to hold small 
objects in one hand and some­
times use both hands together 
to manipulate objects. (18 mos.; 
Meisels and others 2003, 40) 

For example, the child may: 

• Hold a crayon between fingers 
and thumb. (13–18 mos.; Slat­
er and Lewis 2002, 62; scaled 
score of 10 for 17:16–18:15 
mos.; Bayley 2006, 131) 

• Scribble with big arm move­
ments. (13–18 mos.; Introduc­
tion to Infant Development,  
2002, 62) 

• Place pegs into a pegboard. 
(16–19 mos.; Parks 2004) 

• Hold a toy with one hand 
and use the fingers of the 
other hand to explore it. (By 
18 mos.; Meisels and others 
2003, 40) 

• Point to the pictures of a book. 
(By 18 mos.; Meisels and oth­
ers 2003, 40) 

• Place a stacking ring on the 
post. (By 18 mos.; Meisels and 
others 2003, 40) 

• Use two hands to pick up a 
big truck, but only one hand 
to pick up a small one. (12–18 
mos.; Parks 2004, 81) 

• Use the wrists to rotate 
objects in order to explore all 
sides. (18 mos.; Meisels and 
others 2003, 40) 

• Use one hand in opposition 
to the other. (18 mos.; Meisels 
and others 2003, 40) 

36 months 

At around 36 months of age, chil­
dren coordinate the fine movements 
of the fingers, wrists, and hands to 
skillfully manipulate a wide range 
of objects and materials in intricate 
ways. Children often use one hand 
to stabilize an object while manipu­
lating it. 

For example, the child may: 

• Use child-safe scissors in one 
hand to make snips in a piece 
of paper. (Scaled score of 10 for 
34:16–35:15 mos.; Bayley 2006, 
136; 28–35 mos.; Parks 2004) 

• String large wooden beads onto 
a shoelace. (33–36 mos.; Parks 
2004) 

• Build a tall tower with six or more 
blocks. (28–31 mos.; Parks 2004; 
by the end of 24–36 mos.; Ameri­
can Academy of Pediatrics 2004, 
305) 

• Turn the pages of a paper book, 
one at a time. (By end of 24–36 
mos.; American Academy of Pedi­
atrics 2004, 305) 

• Twist toy nuts and bolts on and 
off. (By end of 24–36 mos.; Ameri­
can Academy of Pediatrics 2004, 
305) 

• Open a door by turning the round 
handle. (By end of 24–36 mos.; 
American Academy of Pediatrics 
2004, 305) 

• Use one hand to hold and drink 
from a cup. (By 36 mos.; Meisels 
and others 2003, 77) 

• Place a wooden puzzle piece in 
the correct place in the puzzle. 

• Use thumb, index, and middle 
fingers to draw or write with a 
crayon, marker, or pencil. (Scaled 
score of 10 for 21:15–22:15 
and 35:16–36:15 mos.; Bayley 
2006, 136; by 36 mos.; Apfel and 
Provence 2001, 33) 
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Fine Motor 

Behaviors leading up to the 
foundation (� to � months) 

During this period, the child may: 

• Transfer a cloth from one hand 
to another. (6 mos.; Alexander, 
Boehme, and Cupps 1993, 
110; scaled score of 10 for 
5:16–6:15 mos.; Bayley 2006) 

• Pull the spoon out of her 

mouth. (6 mos.; Alexander, 

Boehme, and Cupps 1993, 

111)
 

• Reach toward a toy and make 
grasping motions with the 
hand. (4–6 mos.; Lerner and 
Ciervo 2003) 

• Reach for a second toy when 
already holding one in the 
other hand. (5–6.5 mos.; Parks 
2004, 49) 

• Hold one block in each hand, 
then drop one of them when 
the infant care teacher holds 
out a third block. (6.5–7.5 
mos.; Parks 2004, 50) 

• Have the hands in an open po­
sition when relaxed. (4 mos.; 
Meisels and others 2003, 14) 

Behaviors leading up to the 
foundation (� to �� months) 

During this period, the child may: 

• Hold on to two blocks while 
reaching for another block. (8–10 
mos.; Parks 2004, 50) 

• Use thumb and index finger to 
pick up a piece of cereal. (Scaled 
score of 10 for 9:16–10:15 mos.; 
Bayley 2006, 128) 

• Drop a block into the wide open­
ing of a large container. (9 mos.; 
Alexander, Boehme, and Cupps 
1993, 157) 

• Turn the pages of a board book. 
(Scaled score of 10 for 9:16– 
10:15 mos.; Bayley 2006, 128) 

• Use hands to follow along with 
some motions of a song, chant, 
or finger play. (Scaled score of 
10 for 9:16–10:15 mos.; Bayley 
2006, 87) 

• Grasp onto and pull the string 
of a pull toy. (9–12 mos.; Parks 
2004, 51) 

• Point with the index finger. (12 
mos.; Coplan 1993, 3; scaled 
score of 10 for 11:16–12:15 
mos.; Bayley 2006, 129) 

• Stack two to three small blocks 
into a tower. (Scaled score of 10 
for 13:16–15:15 mos.; Bayley 
2006, 130) 

• Unscrew the lid of a plastic jar. 
(Scaled score of 10 for 14:16– 
15:15 mos.; Bayley 2006, 62) 

• Put pieces of cereal inside a 
container with a small opening. 
(Scaled score of 10 for 16:16– 
17:15 mos.; Bayley 2006, 130) 

Behaviors leading up to the 
foundation (�� to �� months) 

During this period, the child may: 

• Fold a piece of paper. (21–24 
mos.; Parks 2004) 

• Dump a container by turning 
it over. (By 24 mos.; American 
Academy of Pediatrics 2004) 

• Use a crayon to draw lines and 
circles on a piece of paper. 
(Scaled score of 10 for 27:16– 
28:15 mos.; Bayley 2006, 134; 
30 mos.; Squires, Potter, and 
Bricker 1999; by 30 mos.; Apfel 
and Provence 2001, 33) 
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 Appendix
 
Summary of Infant/Toddler Foundations 

Social-Emotional Development 
Interactions with Adults: The developing 

ability to respond to and engage with 
adults 

Relationships with Adults: The develop­
ment of close relationships with certain 
adults who provide consistent nurtur­
ance 

Interactions with Peers: The developing 
ability to respond to and engage with 
other children 

Relationships with Peers: The development 
of relationships with certain peers 
through interactions over time 

Identity of Self in Relation to Others: The 
developing concept that the child is an 
individual operating within social rela­
tionships 

Recognition of Ability: The developing 
understanding that the child can take 
action to influence the environment 

Expression of Emotion: The developing 
ability to express a variety of feelings 
through facial expressions, movements, 
gestures, sounds, or words 

Empathy: The developing ability to share 
in the emotional experiences of others 

Emotion Regulation: The developing ability 
to manage emotional responses with 
assistance from others and indepen­
dently 

Impulse Control: The developing capacity 
to wait for needs to be met, to inhibit 
potentially hurtful behavior, and to 
act according to social expectations, 
including safety rules 

Social Understanding: The developing 
understanding of the responses, com­
munication, emotional expressions, and 
actions of other people 

Language Development 
Receptive Language: The developing ability 

to understand words and increasingly 
complex utterances 

Expressive Language: The developing abil­
ity to produce the sounds of language 
and use vocabulary and increasingly 
complex utterances 

Communication Skills and Knowledge: 
The developing ability to communicate 
nonverbally and verbally 

Interest in Print: The developing interest in 
engaging with print in books and in the 
environment 

Cognitive Development 
Cause-and-Effect: The developing under­

standing that one event brings about 
another 

Spatial Relationships: The developing 
understanding of how things move and 
fit in space 

Problem Solving: The developing ability to 
engage in a purposeful effort to reach a 
goal or figure out how something works 

Imitation: The developing ability to mirror, 
repeat, and practice the actions of oth­
ers, either immediately or later 

Memory: The developing ability to store 
and later retrieve information about 
past experiences 
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Number Sense: The developing under­
standing of number and quantity 

Classification: The developing ability to 
group, sort, categorize, connect, and 
have expectations of objects and people 
according to their attributes 

Symbolic Play: The developing ability to 
use actions, objects, or ideas to repre­
sent other actions, objects, or ideas 

Attention Maintenance: The developing 
ability to attend to people and things 
while interacting with others and 
exploring the environment and play 
materials 

Understanding of Personal Care Routines: 
The developing ability to understand 
and participate in personal care rou­
tines 

Perceptual and Motor 
Development 
Perceptual Development: The developing 

ability to become aware of the social 
and physical environment through the 
senses 

Gross Motor: The developing ability to 
move the large muscles 

Fine Motor: The developing ability to move 
the small muscles 



Price  List  and  Order  Form

ModulE I ModulE II ModulE III ModulE IV 

Social–Emotional 
Growth and 

Socialization 
DVDs and Magazines 

First Moves: 
Welcoming a Child  

to a New Caregiving  
Setting 

Flexible, Fearful, or Feisty:
The Different  

Temperaments of Infants  
and Toddlers 

Getting in Tune:  
Creating Nurturing  

Relationships with Infants  
and Toddlers 

Print Materials 
Infant/Toddler Caregiving:  

A Guide to Social–  
Emotional Growth  
and Socialization 
Module I Trainer’s  

Manual 

Group Care 
DVDs and Magazines 
It’s Not Just Routine: 
Feeding, Diapering,  

and Napping Infants and
Toddlers  

(Second edition) 
Respectfully Yours:  

Magda Gerber’s  
Approach to

Professional Infant/
Toddler Care 

Space to Grow:
Creating a Child Care

Environment for Infants 
and Toddlers  

(Second edition) 
Together in Care:  

Meeting the Intimacy
Needs of Infants 

and Toddlers in Groups 

Print Materials 
Infant/Toddler  

Caregiving: A Guide  
to Routines 

(Second edition) 
Infant/Toddler  

Caregiving: A Guide  
to Setting Up
Environments 

Module II Trainer’s  
Manual 

learning and 
development 

DVDs and Magazines 
The Ages of Infancy:  

Caring for Young,  
Mobile, and Older 

Infants 
Discoveries of Infancy:
Cognitive Development  

and Learning 
Early Messages:

Facilitating Language  
Development and  
Communication 
The Next Step:

Including the Infant
in the Curriculum 

Print Materials 
Infant/Toddler  
Caregiving:  

A Guide to Cognitive  
Development and  

Learning 
Infant/Toddler  
Caregiving:  

A Guide to Language  
Development and  
Communication 

Module III Trainer’s  
Manual 

Culture, 
Family, and  
Providers 

DVDs and Magazines 
Essential Connections:  
Ten Keys to Culturally  
Sensitive Child Care 

Protective Urges:
Working with the  

Feelings of Parents
and Caregivers 

Print Materials 
Infant/Toddler  
Caregiving:  

A Guide to Creating  
Partnerships with  

Families 
Infant/Toddler  
Caregiving:  

A Guide to Culturally  
Sensitive Care 

Module IV Trainer’s  
Manual 

Each module includes DVDs, video magazines, curriculum guide(s), and a trainer’s manual.  
All modules are available in English and Spanish. Additional PITC materials and new infant/
toddler items from the California Department of Education are listed on the last page of this 
order form. 



ModulE I 
Social–Emotional Growth  
and Socialization 

 Title  Item no.  Quantity  Price  Total 

Audiovisual Materials 
DVD (Each DVD includes a video magazine in the same language  
as the DVD.) 
First Moves (1988)  1636  $75.00  $ 
Los primeros pasos (1988)  1637  75.00  
Flexible, Fearful, or Feisty (1990)  1638  75.00 
Flexible, cauteloso, o inquieto (1990)  1639  75.00 
Getting in Tune (1990)  1644  75.00 
Llevar el compás (1990)  1645  75.00 

Print Materials  
Curriculum Guides 
A Guide to Social–Emotional Growth and Socialization (1990)  0876  $18.00 
Una guía para el crecimiento socioemocional y la socialización (2005)  1606  18.00 
Module I Trainer’s Manual (1993)  1084  25.00 
Manual pedagógico, Módulo I: El crecimiento socioemocional  
y la socialización (2007)  1660  25.00 

Video Magazines (In packages of 50) 
First Moves - English  9960  $23.00 
First Moves - Spanish  9736  23.00 
Flexible, Fearful, or Feisty - English  9956  23.00  
Flexible, Fearful, or Feisty - Spanish  9737  23.00  
Getting in Tune - English  9957  23.00 
Getting in Tune - Spanish  9738  23.00 

MODULE I: SOCIAL–EMOTIONAL GROWTH AND SOCIALIZATION  
PACKAGE—$239 
Price includes 3 videos, 3 accompanying video magazines, 1 curriculum guide,  
and 1 trainer’s manual. 

English DVDs/English guides/English manual  9696  $239.00 
Spanish DVDs/Spanish guides/Spanish manual  9695  239.00 

  SUBTOTAL  $ 
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ModulE II 
Group Care 

 Title  Item no.  Quantity  Price  Total 

Audiovisual Materials 
DVD (Each DVD includes a video magazine in the same language  
as the DVD.) 
It’s Not Just Routine (Second edition) (2000)  1648  $75.00  $ 
No es sólo una rutina (Segunda edición) (2000)  1649  75.00 
Respectfully Yours (1988)  1640  75.00 
Con respeto (1988)  1641  75.00 
Space to Grow (Second edition) (2004)  1646  75.00 
Un lugar para crecer (Segunda edición) (2004)  1647  75.00 
Together in Care (1992)  1632  75.00 
Unidos en el corazón (1992)  1633  75.00 

Print Materials  
Curriculum Guides 
A Guide to Routines (Second edition) (2000)  1510  $18.00 
Una guía para las rutinas cotidianas del cuidado infantil  
(Segunda edición) (2004)  1602  18.00 
A Guide to Setting Up Environments (1990)  0879  18.00 
Una guía para crear los ambientes del cuidado infantil (2006)  1614  18.00 
Module II Trainer’s Manual (1993)  1076  25.00 
Manual pedagógico, Módulo II: El cuidado infantil en grupo (2007)  1661  25.00 

Video Magazines (In packages of 50) 
It’s Not Just Routine (Second edition) - English  9724  $23.00 
It’s Not Just Routine (Second edition) - Spanish  9723  23.00 
Respectfully Yours - English  9958  23.00 
Respectfully Yours - Spanish  9740  23.00 
Space to Grow (Second edition) - English  9709  23.00 
Space to Grow (Second edition) - Spanish  9710  23.00 
Together in Care - English  9873  23.00 
Together in Care - Spanish  9742  23.00 

MODULE II: GROUP CARE PACKAGE—$319 
Price includes 4 videos, 4 accompanying video magazines, 2 curriculum  
guides, and 1 trainer’s manual. 

English DVDs/English guides/English manual  9694  $319.00 
Spanish DVDs/Spanish guides/Spanish manual  9693  319.00 

 
  SUBTOTAL  $ 

PITC Price List and Order Form  �0� 



 

ModulE III 
learning and development 

 Title  Item no.  Quantity  Price  Total 

Audiovisual Materials 
DVD (Each DVD includes a video magazine in the same language  
as the DVD.) 

 The Ages of Infancy (1990)  1634  $75.00   $ 
 Las edades de la infancia (1990)  1635  75.00  
 Discoveries of Infancy (1992)  1623  75.00 
 Descubrimientos de la infancia (1992)  1624  75.00  
 Early Messages (1998)  1625  75.00 
 El comenzar de la comunicación (1998)  1626  75.00 
 The Next Step (2004)  1621  75.00 
 El siguiente paso (2004)  1622  75.00 

Print Materials  
 Curriculum Guides 
 A Guide to Cognitive Development and Learning (1995)  1055  $18.00 
 Una guía para el desarrollo cognitivo y el aprendizaje (2006)  1616  18.00 
 A Guide to Language Development and Communication (1990)  0880  18.00 
 Una guía para el desarrollo del lenguaje y la comunicación (2006)  1608  18.00 
 Module III Trainer’s Manual (1993)  1108  25.00 
 Manual pedagógico, Módulo III: Aprendizaje y desarrollo (2007)  1662  25.00 
 Video Magazines (In packages of 50) 
 The Ages of Infancy - English  9954  $23.00 
 The Ages of Infancy - Spanish  9732  23.00 
 Discoveries of Infancy - English  9874  23.00 
 Discoveries of Infancy - Spanish  9733  23.00 
 Early Messages - English  9747  23.00 
 Early Messages - Spanish  9734  23.00 
 The Next Step - English  9715  23.00 
 The Next Step - Spanish  9697  23.00 

MODULE III: LEARNING AND DEVELOPMENT PACKAGE—$249 
Price includes 4 videos, 4 accompanying video magazines, 2 curriculum  
guides, and 1 trainer’s manual. 
 English DVDs/English guides/English manual  9692  $249.00 
 Spanish DVDs/Spanish guides/English manual  9691  249.00 

  SUBTOTAL  $ 

�0� PITC Price List and Order Form 



 

ModulE IV 
Culture, Family, and Providers 

 Title Item no. Quantity Price Total 

Audiovisual Materials 
DVD (Each DVD includes a video magazine in the same language  
as the DVD.) 
Essential Connections (1993) 1627 $75.00  $ 
Relaciones indispensables (1993) 1628 75.00 
Protective Urges (1996) 1630 75.00 
El instinto protector (1996) 1631 75.00 

Print Materials  
Curriculum Guides 
A Guide to Creating Partnerships with Families (1990) 0878 $18.00 
Una guía para establecer relaciones de colaboración con las familias (2006) 1615 18.00 
A Guide to Culturally Sensitive Care (1995) 1057 18.00 
Una guía para el cuidado infantil culturalmente sensible (2006) 1617 18.00 
Module IV Trainer’s Manual (1995) 1109 25.00 
Manual pedagógico, Módulo IV: La cultura, la familia y los proveedores  
(2007) 1663 25.00 

Video Magazines (In packages of 50) 
Essential Connections - English 9869 $23.00 
Essential Connections - Spanish 9735 23.00 
Protective Urges - English 9778 23.00 
Protective Urges - Spanish 9739 23.00 

MODULE IV: CULTURE, FAMILY, AND PROVIDERS  
PACKAGE—$189 
Price includes 2 videos, 2 accompanying video magazines, 2 curriculum  
guides, and 1 trainer’s manual. 

English DVDs/English guides/English manual 9690 $189.00 
Spanish DVDs/Spanish guides/Spanish manual 9689 189.00 

Supplemental Materials to Module IV  
DVD (Each DVD includes a video magazine.) 
Talking Points for Essential Connections - English (1998) 1643 $35.00 
Talking Points for Protective Urges - English (1998) 1642 25.00 

Video Magazines (In packages of 50)
Talking Points for Essential Connections - English 9744 $23.00 
Talking Points for Protective Urges - English 9743 23.00 

  SUBTOTAL  $ 

PITC Price List and Order Form �0� 



 

Additional Materials 
 Title Item no. Quantity Price Total 

Audiovisual Materials 
DVD (includes a video magazine)
In Our Hands - English (1997) 1629 $25.00  $ 

Print Materials  
Addendum to Trainer’s Manuals I, II, III, IV: Spanish Handouts/Transparencies  
(Second edition) 1679 $25.00 
The Family Child Care Supplement to Trainer’s Manuals 7096 25.00 

Video Magazine (In packages of 50)
In Our Hands - English (1997) 9749 23.00 

Materials from the California Department of Education 
Infant/Toddler Learning and Development: Program Guidelines (2006) 1619 $19.95 
New Perspectives (DVD) (2007) 1665 29.00 

 SUBTOTAL  
 California residents 
 add sales tax. 
Shipping and handling 
 charges (See chart.) 

 TOTAL  

$ 
 

 

$ 

To order call: 1-800-995-4099 
BUSINESS HOURS: 8:00 A.M.–4:30 P.M., PST, MONDAY  THROUGH FRIDAY 

NAME/ATTENTION 
PAYMENT METHOD: 
■  CHECK (Payable to California  

ADDRESS Department of Education)  
■  VISA 

CITY   STATE  ZIP  CODE 
■  

(            ) 
MASTERCARD 

COUNTY	  DAYTIME  TELEPHONE ■    PURCHASE ORDER 

SHIPPING CHARGES All orders to be delivered within CREDIT  CARD  NUMBER 

Number of Items the continental United States  
 1–50 $4.95 per order plus are shipped via ground service EXPIRATION  DATE 
  $1.00 per item unless expedited shipping is

requested.  51+ Call 1-800-995-4099 AUTHORIZED  SIGNATURE 

  for discounted rate Additional charges apply on  
shipments to Alaska and Hawaii. 

Note: Shipping and handling charges  Mail completed order form to:
for modules are $5.95 for each module. California Department of Education
Visit our Web site: http://www.cde.ca.gov/re/pn CDE Press Sales Office 
■	 Please send me a free copy of the current 1430 N Street, Suite 3207

Educational Resources Catalog. Sacramento, CA 95814-5901 

Note: Mail orders must be accompanied by a check, a purchase order, or a VISA or MasterCard credit card number, including expiration  
date and your signature. Purchase orders without checks are accepted from educational institutions, businesses, and governmental agencies.  
Purchase orders may be placed by faxing to (916) 323-0823. Telephone orders will be accepted toll-free (1-800-995-4099) for credit card  
purchases. Please do not send cash. Stated prices are subject to change. Please order carefully; include correct item number and quantity  
for each publication ordered. All sales are final. 

��0 PITC Price List and Order Form	 08-002 PR070082-00 1-09 77M 
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