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Overview 
The Seattle Preschool Program (SPP) serves 3- and 4-year-old children in classrooms throughout the 

city. The program was founded in 2015 and is offered by the Seattle Department of Education and 

Early Learning (DEEL). SPP partners with a broad network of preschool providers, including 

community-based organizations (CBOs), family child care (FCC), and Seattle Public Schools (SPS). 

Tuition is based on a sliding scale, dependent on income and family size, and many families qualify 

for free preschool. SPP is funded through the Families, Education, Preschool, and Promise Levy. 

Education Northwest partnered with DEEL to 

evaluate SPP through two interrelated 

evaluations in 2022 and 2023. This report 

presents findings from the first evaluation, which 

analyzes existing data to describe trends and 

relationships among child, educator, and 

program characteristics and outcomes. The 

second evaluation, scheduled for completion in 

December 2023, will incorporate family, 

educator, and stakeholder perspectives as well 

as additional analyses of existing data to 

determine the impact of SPP on children, 

families, educators, and the community.  

  

https://seattle.gov/education/for-parents/child-care-and-preschool/seattle-preschool-program
https://seattle.gov/education/big-initiatives/fepp-levy
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Stakeholder engagement 
Stakeholder feedback and engagement is a key part of this evaluation. To ensure the SPP evaluation 

reflects the values, priorities, and perspectives of families and community members, Education 

Northwest convenes a SPP Education and Evaluation Advisory Committee (referred to in this report 

as the Advisory Committee). Fifteen Advisory Committee members—including parents/guardians; 

external pre-K stakeholders; Families, Education, Preschool, and Promise Levy Oversight Committee 

member; SPP teachers; administrator/directors; and DEEL staff members—have participated in 

Advisory Committee meetings in 2022.1 Between January and August 2022, Education Northwest 

convened and facilitated seven Advisory Committee meetings and also solicited feedback on the 

evaluation through email between meetings. The Advisory Committee has provided input and 

feedback on the evaluation design, data sources, measures, evaluation questions, and report 

findings. 

Education Northwest also conducted a listening session with SPP program directors so they could 

hear and provide input on the results from the first evaluation. Specifically, SPP program directors 

provided information on the Teaching Strategies GOLD and child/teacher demographic alignment 

results. Their input also informed explanations and recommendations in this report.  

Lastly, key DEEL staff members reviewed a draft version of this report and provided feedback. 

  

 

1 DEEL and Education Northwest used a collaborative three-step process to recruit Advisory Committee members. 
First, DEEL and Education Northwest identified stakeholder groups that should be represented on the committee. 
Next, DEEL provided Education Northwest with a list of potential advisory committee members. Third, Education 
Northwest conducted outreach and final selection of the 15-member Advisory Committee. 
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Data and methods 
This report relies on data collected by SPP for use in administering the preschool program. The 

authors used a mix of descriptive statistics and regression analysis to answer six questions about SPP. 

Evaluation questions 
There are three questions focusing on child-level data and outcomes, one question on 

classroom/program-level data and outcomes, and two questions on system-level data and outcomes. 

These questions were developed in collaboration with DEEL and incorporate feedback from the 

Advisory Committee (see previous section for more details). 

Child-level questions 

1. What are the demographic characteristics of SPP children (race/ethnicity, family income, 

primary language, and individualized education program [IEP])? How have they changed over 

time?  

2. Do SPP children show developmental progress and kindergarten readiness on Teaching 

Strategies GOLD (TSG) assessments over time?  

3. What is the relationship between participation in SPP and kindergarten readiness among 

Seattle Public School (SPS) kindergarten students over time, as measured by the Washington 

Kindergarten Inventory of Developing Skills (WaKIDS) assessment?  

Classroom/program-level questions  

4. How have SPP classrooms’ Classroom Assessment Scoring System (CLASS) scores changed 

over time? 

System-level questions 

5. How have SPP teacher qualifications and demographic characteristics changed over time? 

6. To what extent have SPP children been educated over time by a diverse educator workforce 

aligned with child race/ethnicity and linguistic diversity? 

Data sources and sample 
To answer these evaluation questions, the authors analyzed data from the 2015–16 through 2021–

22 school years. DEEL collected the data while administering the program and then provided it to 

Education Northwest for the evaluation. Data include information on SPP enrollment, demographics, 
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and assessments; educator demographics and qualifications; classroom characteristics and 

assessments; and SPS student demographics and assessments.  

The analysis includes all SPP children enrolled for 10 days or more from 2015–16 through 2021–22, 

ranging from 269 to 1,953 children depending on the year. Missing data on certain key elements, 

such as demographic data, are noted in the results. All SPP classrooms are included in the sample (15 

classrooms in 2015–16 to 132 classrooms in 2021–22). For SPP educators, the analysis includes all 

lead and assistant teachers with demographic and/or qualifications information who were recorded 

as teaching in a SPP classroom, ranging from 63 teachers in 2016–17 to 236 teachers in 2021–22. 

Teacher records linked to classrooms were not available in 2015–16. 

Methods and limitations 
This report uses descriptive statistics such as percentages and averages to show trends across time 

and by key characteristics (for example, whether the SPP classroom was operated by a CBO, FCC, or 

SPS). Evaluation questions 3 and 4 use multivariate regression analysis to estimate the relationship 

between SPP participation, key characteristics, and outcomes. 

• In question 3, the authors used a propensity score matching technique to estimate how 

participation in SPP is related to WaKIDS performance in kindergarten. This ensures that the 

analysis compares children who participated in SPP with similar children in SPS who did not 

participate in SPP, matching on demographic characteristics (race/ethnicity, gender, age, 

whether child is eligible for English learner services, and whether child has an IEP). After 

matching, we conducted multivariate regression analysis on the matched samples. 

• In question 4, the authors used multivariate regression analysis to explore the relationship 

between CLASS scores in each of the three domains and classroom characteristics of the 

percentage of children who identify as Black, the percentage who identify as Latinx, the 

percentage who identify as white, the percentage who speak English as their primary 

language, and the percentage with a household income below $30,000 per year. These 

analyses do not include matching or a comparison to non-SPP classrooms. 

These methods, and the data used for the analyses, result in five key limitations: 

• Children with an IEP. The SPP data do not provide a 

reliable marker of when a child has an IEP, and thus 

we do not present analyses that examine this key 

group. 

• Causality. The analyses in this report are descriptive 

and should not be interpreted as proof that 

participating in SPP caused an outcome. Even where 

Recommendation: Begin 

collecting data on the IEP 

status of SPP children to inform 

decisions on how to support 

children with IEPs. 
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matching methods were used (such as for question 3 regarding WaKIDS performance), the 

lack of appropriate matching variables means that the results should not be considered 

causal. 

• Identifying SPP children enrolled in SPS. Not all children who participate in SPP enroll in SPS 

for kindergarten. There is no information available on children who do not enroll in SPS after 

they leave SPP. For those children who do enroll in SPS, many are correctly identified as SPP 

participants (that is, their records are matched), but some children are not. We may not be 

able to match SPP and SPS records if a child was registered with different information (for 

example, if a child’s name is recorded differently with SPS than it was with SPP). This means 

that some children who enroll in both SPP and SPS are not identified as SPP participants. 

They are included in the group of “non-SPP” children in the analyses. 

• Understanding other preschool options. For SPS students who did not participate in SPP, 

there are no data available on what preschool program (if any) those children participated 

in. This means that comparisons are between SPP and several other types of programs—or 

no program at all. This makes it challenging to interpret any results that compare children 

who participated in SPP to those who did not. 

• Child assessment measures may be biased. The child assessments used in this study (TSG & 

WaKIDS) are the primary source of information on the performance and growth of SPP 

children. However, these assessment measures may be biased, as they may have cultural 

biases regarding appropriate performance expectations and they are based on teacher 

observations, which may be influenced by unconscious biases (see TSG results section for 

more information on potential biases and concerns). 
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Trends and outcomes among SPP children 
This section explores information about SPP 

enrollment, demographic characteristics over time, 

Teaching Strategies GOLD progress and readiness, and 

WaKIDS performance.  

 

SPP enrollment 
In the first few years of the SPP program, enrollment 

increased from 269 in 2015–16 to 970 in 2017–18. 

Program enrollment was between 1,300 and 2,000 

starting in 2018–19 (table 1). 

Table 1. SPP enrollment increased as the program expanded from 2015–16 to 2021–22 

  Program year 

  2015–16 2016–17 2017–18 2018–19 2019–20 2020–21 2021–22 

Total 
unique 

children 

Number of children 
enrolled 269 612 970 1,386 1,751 1,660 1,953 6,752 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

Over time, the percentage of SPP children enrolled at CBOs has decreased—from 77 percent in 

2015–16 to 63 percent in 2021–22. Correspondingly, the percentage of SPP children enrolled at SPS 

preschools has increased, from 23 percent in 2015–16 to 33 percent in 2021–22. FCCs began serving 

SPP children in 2017–18 and have served 4 percent to 5 percent of all SPP children each year. 

 

The percentage of children enrolled in SPP classrooms with particular program alignments has 

shifted over time:2 

• The percentage of children in SPP-designated dual language classrooms3 increased to reach 

12 percent in 2021–22. 

 

2 Children can be enrolled in classrooms with multiple program alignments; for example, children can be enrolled in 
an inclusion classroom that is also an Early Childhood Education and Assistance Program classroom. 

3 DEEL provides specific supports to 22 SPP classrooms that participate in the Dual Language Initiative. Dual 
language classrooms implement the Soy Bilingüe curriculum and receive assessments twice per year administered 
by the Center for Linguistic & Cultural Democracy. Dual language classrooms designated by SPP may not include all 
classrooms in SPP that use multiple languages. 
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• In 2021–22, about 19 percent of SPP children were in designated inclusion classrooms, an 

increase from 3 percent in 2017–18. 

• The rate of SPP children also in the Early Childhood Education and Assistance Program 

(Washington’s state-funded preschool program; ECEAP) has stayed relatively steady, 

between 5 percent and 7 percent from 2017–18 to 2021–22. 

• The percentage of SPP children also in Head Start has increased, from 4 percent in 2017–18 

to 15 percent in 2021–22. 

Demographic characteristics 
In 2021–22, about 50 percent of SPP children identified as female and 50 percent as male. Across the 

years of SPP, the percentage of female children has fluctuated from 46 percent to 51 percent; for 

male children, rates have been slightly higher, from 49 percent to 53 percent. The number of 

nonbinary children has remained under 10 each year. 

 

The race/ethnicity of children enrolled in SPP changed slightly over time, and 

Black children were the largest racial/ethnic group in every year 

Since SPP began, children of color4 represented over 75 percent of SPP children. Between 2017–18 

and 2021–22, the proportion of Asian children in SPP decreased by 8 percentage points, while the 

proportion of children who were Latinx or white each increased 3 percentage points (table 2). Other 

racial/ethnic groups had changes of less than 3 percentage points. 

 

  

 

4 Throughout this report, we use the terms “children of color,” “students of color,” “people of color,” and “teachers 
of color” to refer to individuals who reported their racial/ethnic identity as American Indian/Alaska Native, Asian, 
Black, Latinx, Native Hawaiian/Pacific Islander, North African/Middle Eastern, or two or more races. 

https://www.dcyf.wa.gov/services/early-learning-providers/eceap
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Table 2. Race/ethnicity of children enrolled in SPP changed slightly over time, 2015–16 to 2021–22  

  2015–16 2016–17 2017–18 2018–19 2019–20 2020–21 2021–22 
Total 
number 

American 
Indian/Alaska Native . . . 0.9% . . . 44 
Native Hawaiian/other 
Pacific Islander . . . 0.7% . . 0.5% 44 
North African/Middle 
Eastern . . . 1.0% 1.0% 0.9% 1.4% 76 

Asian 16.7% 18.0% 24.3% 17.3% 19.8% 18.6% 16.8% 1,614 

Black 27.9% 25.3% 28.2% 28.3% 27.8% 28.9% 29.5% 2,439 

Latinx 12.3% 15.5% 12.0% 13.6% 13.2% 14.6% 14.9% 1,197 

Two or more races 8.6% 15.4% 9.8% 14.1% 13.5% 13.0% 12.6% 1,107 

Unknown . . . 3.9% 2.1% 1.2% . 219 

White 24.9% 20.4% 19.8% 20.2% 21.5% 22.1% 23.2% 1,861 

Total number 269 612 970 1,386 1,751 1,660 1,953 8,601 

Note: Results for certain years for American Indian/Alaska Native, Native Hawaiian/other Pacific Islander, North 

African/Middle Eastern, and unknown categories are not shown due to small numbers of children. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

In 2021–22, Black children comprised the largest racial/ethnic group in SPP (30 percent), followed by 

white (23 percent), Asian (17 percent), Latinx (15 percent), two or more races (13 percent), Middle 

Eastern/North African (1 percent), American Indian/Alaska Native (1 percent), Native Hawaiian/other 

Pacific Islander (less than 1 percent), and unknown race/ethnicity (less than 1 percent; figure 1). 

Figure 1. Black children were the largest racial/ethnic group among SPP children, 2021–22  

 
Note: Exact percentages for unknown race/ethnicity and Native Hawaiian/other Pacific Islander are not shown due 

to small numbers of children. Axis shows the percentage of SPP children in each racial/ethnic group and is scaled 

from 0 to 50 percent. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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Child race/ethnicity varied by site type, with higher proportions of Black 

children enrolling in FCCs in 2021−22 

SPP enrollment by site type varied by race/ethnicity in 

2021–22. Black children in SPP enrolled at CBOs at lower 

rates than all children in SPP (45 percent of Black children 

compared to 63 percent overall) and at SPS preschools at 

higher rates than all children in SPP (43 percent of Black 

children compared to 33 percent overall). In addition, 68 

of the 92 SPP children (74 percent) who enrolled in FCCs 

were Black. Asian children enrolled at SPP CBOs at higher 

rates than all children in SPP (75 percent of Asian children 

compared to 63 percent overall). The percentage of SPP 

children of color was much higher in FCCs—96 percent—

than in SPS preschools (78 percent) or CBOs (75 percent). 

More than one-third of SPP children were multi-language learners in 2021–22 

SPP continues to enroll children from a wide variety of linguistic backgrounds. In 2021–22, there 

were at least 35 different languages spoken in households with children in SPP. Every year beginning 

in 2017–18, at least 29 different primary languages were spoken among SPP children, including at 

least 10 primary languages that were spoken by five or 

more SPP children. In 2021–22, language diversity 

appeared to increase further, with 18 languages spoken 

by five or more SPP children and 33 primary languages 

spoken by at least one SPP child. The eight most 

common primary languages were English (1,281 

children), Spanish (137), Amharic (69), Cantonese (56), 

Vietnamese (54), Tigrinya (50), Oromo (49), and Somali 

(41).  

 

The proportion of SPP children who were multi-language 

learners (defined in this report as living in a household 

where a language other than English is spoken) has 

varied from 23 percent to 40 percent since 2015–16, 

with an increase across years. In 2021–22, 40 percent of 

SPP children were multi-language learners. Enrollment 

by multi-language learner status did not vary widely by 

site type in 2021–22, with 39 percent of children 

enrolled at CBOs who were multi-language learners, 41 

percent at SPS preschools, and 43 percent at FCCs. 

Recommendation: The number of 

SPP children who are multi-language 

learners suggests the need for 

ongoing language instruction and 

translation/interpretation services 

for families, as well as continued 

cultural and linguistic bias training 

for DEEL and SPP staff and teachers. 

In addition, promoting home 

language use in early care settings 

has been found to have positive 

benefits for children (see, for 

example, Martin et al., 2022). SPP 

may want to consider expanding the 

number of dual language classrooms 

and collecting more data on 

classrooms that use multiple 

languages but may not meet DEEL’s 

definition of dual language 

classroom. 

Recommendation: To ensure 

continued racial/ethnic diversity, 

DEEL and SPP providers should use 

outreach strategies that focus on 

building trust, two-way 

communication, and use outreach 

materials that are understandable 

and inclusive of the diverse 

cultures and languages of students 

and families. 
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SPP children were more diverse in terms of race/ethnicity and in primary 

language compared to SPS kindergarten students  

In 2020–21, 78 percent of SPP children were children of color, compared to 52 percent of SPS 

kindergarten students in the following year (2021–22).5 There was also a higher percentage of multi-

language learners among SPP children than SPS kindergarten students: In 2020–21, 40 percent of 

SPP children were multi-language learners, while in 2021–22, only 20 percent of SPS kindergarteners 

were multi-language learners. This indicates SPP is serving proportionally more racially and 

linguistically diverse families, which may help SPP reduce opportunity gaps between student groups. 

Overall, annual household income increased for SPP children, although the 

percentages of SPP children who were homeless or from households living in 

poverty who qualify for Head Start or ECEAP also increased 

The average and median household incomes of SPP children 

have increased since the program began. For example, 

average income increased from $56,498 in 2016–17 to 

$63,711 in 2021–22.6 However, this increase in the average 

and median income masks increases among households 

living in poverty who qualify for ECEAP or Head Start7 (exact 

income level unknown)8 and decreases among households 

earning less than $60,000. In 2021–22, nearly one-quarter 

(24 percent) of SPP children were members of households 

living in poverty and eligible for Head Start or ECEAP, up 

from 11 percent in 2017–18 (figure 2). Also, since 2017–18, the proportion of SPP children 

experiencing homelessness tripled, from 1.3 percent in 2017–18 to 3.9 percent in 2021–22.9 This 

 

5 This comparison uses the following year for SPS students to compare demographic characteristics for the same 
cohort of children (following SPP children from preschool into kindergarten). 

6 Results for household income in 2015–16 are not presented. A much smaller number of children enrolled in SPP in 
this year (269 total), and not all income categories could be presented due to small numbers of children in certain 
categories. 

7 For Head Start, qualifying income levels align with federal poverty guidelines, and a single set of guidelines apply to 
most states, including Washington. Families eligible for Head Start are at or below 130 percent of the federal 
poverty level (Head Start, 2022). For ECEAP, qualifying income levels were based on the federal poverty guidelines, 
with families qualifying who were at or below 110 percent of the federal poverty limit up through the 2021–22 
school year (DCYF, 2022a). Beginning in 2022–23, ECEAP eligibility will rely on state median income (DCYF, 2022b). 
For example, this means that in 2021–22, a family of two would qualify if their annual income was below $20,141, 
and in 2022–23, they would qualify if their income was below $26,477 (DCYF 2022a; DCYF 2022b). 

8 For families who qualify for Head Start and ECEAP based on income eligibility, their income is not entered into the 
SPP data system. 

9 In 2021–22, children experiencing homelessness were enrolled at 40 different SPP sites. The maximum number of 
children experiencing homelessness at any one site was seven, indicating that the increase is not driven by 

 

Recommendation: DEEL should 

consider what additional services 

can support children and families 

experiencing homelessness or 

living in poverty and either provide 

additional services (such as 

wraparound services) or connect 

families to existing services in the 

community. 



 

13 

 

increase may have been driven by DEEL intake specialists focusing on increasing access for children 

experiencing homelessness, as well as changing income and living situations for many families in 

Seattle (King County Regional Homelessness Authority, 2022; U.S. Bureau of Labor Statistics, 2022). 

 

Figure 2. The percentage of SPP children eligible for ECEAP or Head Start increased, while the 

percentage of SPP children living in households earning annual incomes of $1 to $9,999, $10,000 to 

$29,999, and $30,000 to $59,999 decreased, 2016–17 to 2021–22 

  

  

 

enrollments concentrated at a single site. Results are not presented for 2015–16 and 2016–17 due to small 
numbers of children. 
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Note: The percentage of children living in households in each income category is shown on each graph. The axis 

scale is 0 to 40. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

Household income varied by type of SPP site 

Average household income in 2021–22 varied by the type of site where SPP children were enrolled. 

Household income was highest for children in CBOs, with an annual average of $69,262, compared to 

$56,720 at SPS preschools and $40,758 at FCCs. Among children enrolled in FCCs, 58 percent were 

from households earning less than $30,000 per year and 

only 5 percent were from households earning more than 

$100,000 per year. Children in households earning less 

than $30,000 per year in 2021–22 enrolled in CBOs at 

lower rates (51 percent compared to 63 percent across all 
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Recommendation: To serve more 

low-income Seattle children who are 

not also in ECEAP or Head Start, 

DEEL could consider strategically 

recruiting more FCC providers. 
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income levels) and in SPS preschools at higher rates (42 percent compared to 33 percent across all 

income levels).  

Teaching Strategies GOLD 
Teaching Strategies GOLD (TSG) is an observational formative assessment that teachers in SPP 

classrooms use to help differentiate and plan instruction to support children in key areas. It assesses 

the child across six domains (language, literacy, cognitive, math, social-emotional, and physical) and 

is administered in the fall, winter, and spring. Teachers and directors can look at growth over time as 

well as whether children are meeting widely held expectations, kindergarten readiness benchmarks, 

and growth expectations. The assessment is available in both English and Spanish and is widely used 

in preschool settings across the United States. 

Members of the Advisory Committee as well as SPP teachers in a focus group10 expressed concerns 

about the use of TSG for several reasons. First, TSG may have cultural biases toward what is 

considered appropriate development. Second, the assessment is only available in English and 

Spanish, complicating its use for teachers who speak a different primary language. Third, the 

assessment is based on teacher observation; even with training (including a required inter-rater 

reliability training), those observations are still subject to inherent biases. 

Additional concerns were raised by SPP directors, including that TSG assessments are often not 

completed for children with disabilities. They were also concerned that the COVID-19 pandemic 

disrupted data collection and impacted both learning and skill development for children. Data quality 

may have varied across the years, particularly in years impacted by the pandemic and remote 

learning. To partially mitigate this concern, this report does not present TSG results from 2019–20. 

However, data from 2020–21 and 2021–22 likely also suffer from pandemic disruptions—for 

example, 58 percent of SPP children in 2020–21 were missing data on whether they met the growth 

expectations in the social-emotional domain. 

TSG has been administered in SPP preschools since 2016–

17 and is the only source of information SPP uses to track 

child performance and growth. Data from 2016–17 are 

excluded from the results in this report because 

benchmarks for all domains were not available. TSG allows 

for entering of qualitative information about child progress, 

but this information is not easily aggregated across 

children, classrooms, and sites. Data quality has likely 

 

10 This focus group occurred in April 2022. Full results from focus groups will be included in the 2023 evaluation 
report. 

Recommendation: DEEL may 

consider providing additional 

training on TSG data entry, 

especially given pandemic-related 

disruptions to learning and potential 

inherent educator biases. DEEL may 

also wish to encourage use of 

qualitative information entered into 

the TSG system. 

https://teachingstrategies.com/product/gold/
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improved over time for sites continuing with SPP (with the exception of pandemic disruptions) as 

DEEL has worked to ensure inter-rater reliability certification for SPP teachers. However, for sites 

entering SPP or with high teacher turnover, data quality may be less reliable; this is a particular 

consideration given the large number of new providers joining SPP during this time frame. 

Despite its limitations, TSG is the best longitudinal data assessment of SPP children during 

preschool.11 Based on feedback from SPP directors, this report focuses on the measure of meeting 

growth expectations, which compares individual fall-to-spring growth to the expected growth based 

on developmental trajectories over the same time period. TSG also includes two additional measures 

of children’s skills. Widely held expectations compares individual child proficiency to expected 

developmental trajectories on each domain. TSG kindergarten readiness is a measure of the 

developmental progress of an individual child and whether that child has progressed to a 

developmental level in each domain that is considered 

a kindergarten skill level. Trends and implications for 

widely held expectations and kindergarten readiness 

are similar to those shown in growth (see figure A1 and 

table A1 in the appendix). All three of these measures 

(meeting growth expectations, widely held 

expectations, and kindergarten readiness) have 

limitations related to their sensitivity to children from 

racially, culturally, and linguistically diverse 

backgrounds and children with disabilities. 

SPP children met TSG growth targets, although the percentage of children 

meeting growth targets decreased across all domains over the past five years  

Although more than 80 percent of children continued to 

meet or exceed TSG growth targets12 in every year, the 

percentage of children meeting or exceeding these 

targets declined between 2017–18 and 2021–22 across 

every domain (figure 3). The declines in these 

percentages were largest in the social-emotional and 

math domains. A lower proportion of children met 

growth targets in the social-emotional domain than in 

the other domains every year since 2018–19. Four of 

the six domains (social-emotional, physical, literacy, and 

 

11 Due to the small SPP enrollment numbers prior to 2017–18, this report focuses on results beginning in 2017–18.  
12 This analysis included all SPP children and adjusted growth expectations based on the specified program/child 

age. 

Recommendation: The 

percentage of children meeting 

TSG growth targets has been 

relatively high but has declined in 

recent years. It will be important 

to track these results over the 

next few years to see if this 

pattern changes. 

Recommendation: Examining 

growth by domain for classrooms 

and sites could help tailor coaching 

supports and training to where it is 

needed most to support children. 

Additionally, sites with high growth 

could provide lessons learned to 

other sites about how to support 

growth. 
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language) saw increases from 2020–21 to 

2021–22, which may indicate a return to pre-

pandemic learning levels. However, two 

domains (math and cognitive) saw a continued 

decline in the most recent year. Some SPP 

directors indicated that it was particularly hard 

to adapt math-focused activities for remote 

learning; growth in this domain may have 

suffered as a result. 

The percentage of SPP children meeting TSG 

growth targets was highest in the literacy 

domain and lowest in the social-emotional 

domain in 2021–22 (figure 4).  

  

Recommendation: Although declines in growth 

are not surprising after the COVID-19 pandemic 

and increased stress on children, families, and 

educators, they indicate a need for DEEL to 

further support social-emotional development 

and math. DEEL might consider providing a 

dedicated social-emotional curriculum and 

additional resources for mental health supports. 

Additionally, SPP teachers may benefit from 

training and coaching to support math instruction 

as well as math resources to use in their 

classrooms. 
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Figure 3. The percentage of SPP children meeting TSG growth targets decreased in all domains 
between 2017–18 and 2021–22, though increases occurred from 2020–21 to 2021–22 in four of six 
domains 
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* The number of TSG participants in 2019–20 was low due to the COVID-19 pandemic, and their results are not 
shown. Data from 2020–21 and 2021–22 likely also suffered from pandemic-related disruptions and may be less 
reliable than earlier years. 
Note: The percentage of children meeting fall-to-spring growth targets, adjusted for their age, is shown on each 
graph. The axis scale is 0 to 100. The number of children included for each domain and year varied. In 2017–18, of 
the 970 children in SPP, between 561 and 578 had data available for this analysis, depending on the domain. In 
2018–19, of the 970 children in SPP, between 904 and 970 had data. In 2019–20, data were collected from few 
children due to the COVID-19 pandemic. In 2020–21, of the 1,660 children in SPP, between 556 and 752 had data. In 
2021–22, of the 1,953 children in SPP, between 1,164 and 1,233 had data. 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

Figure 4. The percentage of SPP children meeting TSG growth targets was highest in the literacy 
domain and lowest in the social-emotional domain in 2021–22

 
Note: The percentage of children meeting fall-to-spring growth targets, adjusted for their age, is shown on each 
graph. The axis scale is 0 to 100. 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

In most domains, the percentage of SPP children meeting growth expectations 

differed by race/ethnicity, multi-language learner status, age, site type, length 

of site participation in SPP, and teacher time in SPP, but was similar across 

income levels 

In 2021–22, there were substantial differences in the percentage of SPP children who met or 

exceeded growth targets by race/ethnicity, multi-language learner status, age, type of SPP site, 

duration of site participation in SPP, and teachers’ time in SPP. However, there were fewer 

differences between children by household income level. 

• Race/ethnicity. Among Asian, Black, Latinx, and white children,13 the proportion of SPP 

children meeting TSG growth targets in 2021–22 was highest among Asian children in every 

domain except math, where Latinx children had the highest proportion (see figure A2 in the 

appendix). Lower proportions of white children in SPP met growth targets in four domains 

 

13 This analysis did not compare rates across all racial/ethnic groups due to small numbers of children in many 
racial/ethnic groups. 
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(language, cognitive, social-emotional, and physical) compared to Asian, Black, and Latinx 

children. The highest domain among Asian and Latinx children was language, while among 

Black and white children, it was literacy. 

• Multi-language learners. In 2021–22, multi-language learners attained growth targets at 

higher rates in four of six domains compared to children who were not multi-language 

learners: social-emotional, physical, language, and cognitive. The largest differences were in 

the social-emotional domain (84 percent among multi-language learners vs. 79 percent 

among non-multi-language learners) and the physical domain (89 percent among multi-

language learners vs. 85 percent of non-multi-language learners). In literacy and math, 

similar percentages of multi-language learners and non-multi-language learners met growth 

expectations (88 percent in literacy and 87 percent in math for both groups of children). 

• Age. SPP children who were age 5 or 6 at the time of the spring TSG met growth targets at 

higher rates in all but the language domain compared to children who were 4.14 In the 

language domain, 83 percent of children who were either age 4 or age 6 met growth targets, 

which was lower than that of children who were 5 (89 percent). 

• Site type. Higher proportions of SPP children who 

were enrolled in SPS preschools met or exceeded 

growth targets compared to children in FCCs or 

CBOs (see figure A3 in the appendix). The difference 

was particularly large between SPS preschools and 

FCCs, with 88 percent to 95 percent of children in 

SPS preschools meeting or exceeding growth 

targets (across domains) compared to 53 percent to 

59 percent of children enrolled in FCCs. 

• Site time in SPP. Across most domains, children in sites with a longer duration of enrollment 

in SPP had slightly higher rates of meeting TSG growth expectations in 2021–22. One 

exception to this trend was among sites that started SPP in 2020–21—children at these sites 

had higher rates of meeting TSG growth expectations compared to those at sites that joined 

SPP in any other year. 

• Teacher time in SPP. This analysis examined TSG 

results by the number of years the first-listed lead 

teacher had taught in SPP.15 Across all six domains, 

students of teachers in their fourth or fifth year in 

SPP met TSG growth targets at higher rates than 

 

14 Growth targets were adjusted based on child age. Results for age 3 are not included due to small numbers of 
students. 

15 SPP classrooms have up to two lead teachers (“lead 1” and “lead 2”) and up to two assistant teachers (“assistant 
1” and “assistant 2”) listed in the data. This analysis used information from teacher designated as “lead 1”. 

Recommendation: SPP children 

enrolled at FCCs met TSG growth 

targets at lower rates than SPP 

children enrolled at other types of 

sites. FCCs may benefit from 

additional coaching and support. 

Recommendation: DEEL should 

consider ways to support SPP 

programs in retaining experienced 

teachers. 
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students of first-year SPP teachers. In most domains, students of third-year SPP teachers 

also had higher scores. In all domains, students of second-year SPP teachers had higher 

scores than students of first-year SPP teachers, suggesting a positive association between 

years teaching in SPP and higher rates of children meeting the TSG growth targets. This 

could be due to improved teaching skills over time as well as increased familiarity with the 

TSG. 

• Household income. Differences in meeting TSG growth targets by household income were 

small across five domains in 2021–22. Lower percentages of children in households earning 

less than $30,000 annually met growth expectations in the math domain compared to 

children in households earning $100,000 or more (85 percent vs. 91 percent, respectively). 

WaKIDS 
The WaKIDS assessment is based on TSG and is used across Washington state to gauge the 

kindergarten readiness of children in Washington public schools in the fall of their kindergarten year. 

WaKIDS is also an observational assessment and is scored on the same six domains as TSG. As with 

TSG, stakeholders reported concerns about WaKIDS’ cultural responsiveness. They also reported 

greater concerns about the reliability and bias of the assessment, as kindergarten teachers are not 

required to show inter-rater reliability. This observational assessment provides one measure of 

kindergarten readiness. There are other ways to define and conceptualize kindergarten readiness 

that WaKIDS does not assess, such as whether the school is ready to support the student through 

kindergarten. 

Although SPP children overall met kindergarten readiness standards at lower 

rates across all WaKIDS domains compared to non-SPP kindergartners, some 

groups of SPP children met kindergarten readiness standards at higher rates 

than their non-SPP peers in the same groups 

When examining kindergarten readiness, a lower percentage of SPP children met benchmarks in all 

six WaKIDS domains compared to non-SPP students in SPS kindergarten classrooms (figure 5).16  

  

 

16 This descriptive analysis does not employ a matched sample of similar students and does not adjust for student or 
school characteristics. This analysis is only conducted among children with scores in all six domains. 

https://www.k12.wa.us/student-success/testing/state-testing/washington-kindergarten-inventory-developing-skills-wakids
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Figure 5. SPP children met kindergarten readiness standards at lower rates in all six WaKIDS domains 
compared to non-SPP students in SPS, 2016–17 to 2021–22 

 
Note: This analysis includes only children who have scores in all six domains and is not based on a matched sample. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

However, looking at the data overall masks differences between important groups of SPS and SPP 

children. Among Asian, Black, and multiracial children, students with an IEP, and students receiving 

English learner services, WaKIDS scores are higher in certain domains (as described below). This 

indicates that SPP may support or better prepare children in those student groups than alternative 

preschool programs or no preschool program.17 

• Comparing kindergarten readiness in all six WaKIDS domains by racial and ethnic groups, we 

see that in 2021–22, SPP children who were Asian, Black, or multiracial met this benchmark 

at higher rates than non-SPP students in the same racial group (figure 6). Black children in 

SPP had higher kindergarten readiness scores on each of the six domains compared to Black 

students who did not participate in SPP. Asian children in SPP had higher scores in the 

physical and cognitive domains compared to Asian students who did not participate in SPP. 

Compared to their non-SPP counterparts, white children in SPP had higher scores in the 

physical domain and multiracial children in SPP had higher scores on the cognitive domain.  

• SPP children with an IEP met kindergarten readiness standards in all six domains at slightly 

higher rates (32 percent) compared to non-SPP children with an IEP (29 percent) in 2021–

22. Examining results in each domain, SPP children with an IEP had lower rates of 

kindergarten readiness in five of six domains compared to non-SPP students with an IEP. The 

 

17 It is also possible that SPP families with children in these groups differ in key ways from other families; this 
descriptive analysis does not attempt to adjust for any demographic characteristics. 
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physical domain was the only domain in which SPP children with an IEP had higher rates of 

kindergarten readiness than non-SPP students with an IEP. 

• In 2021–22, SPP children receiving English learner services had higher percentages (48 

percent) of kindergarten readiness compared to non-SPP students receiving English learner 

services (42 percent). SPP and non-SPP students receiving English learner services had 

similar rates of readiness in the social-emotional domain. Students in SPP receiving English 

learner services had higher rates of readiness in the physical, language, literacy, and math 

domains and lower rates in the cognitive domain compared to their non-SPP counterparts. 

Figure 6. SPP children who identified as Asian, Black, or multiracial met kindergarten readiness 
standards at higher rates compared to their non-SPP peers in those groups, 2021–22 

Note: American Indian/Alaska Native and Native Hawaiian/Pacific Islander student categories included fewer than 

10 students and are not shown. SPS data do not include North African/Middle Eastern as a category. This analysis 

does not include children who did not have scores in all six domains and is not based on a matched sample. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

SPP children performed similarly to a matched group of non-SPP SPS 

kindergarten students on all domains of the WaKIDS kindergarten readiness 

assessment 

SPS kindergarten students who participated in SPP performed similarly on WaKIDS compared to a 

similar group of SPS kindergarten students who did not participate in SPP.18 These non-SPP SPS 

 

18 The results are from a matched sample of students with similar demographic characteristics (race/ethnicity, 
English learner status, receiving IEP services, gender, and age) but do not adjust for child assessment performance 
prior to SPP, as prior assessment data were not available for non-SPP students. These results cannot be considered 
an estimate of the impact of SPP since we are unable to adjust for prior performance. 
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kindergarten students may have participated in ECEAP, 

Head Start, a private preschool program, or no program at 

all; there are no data available on preschool program 

participation for non-SPP children in SPS. The relationships 

between SPP participation and scoring “kindergarten 

ready” in all six WaKIDS domains in 2017–18, 2018–19, 

2019–20, and 2021–2219 were not statistically significant, 

indicating that SPP children performed similarly on this 

measure to their non-SPP peers (see table A1 in 

appendix). 

Examining performance within each of the six domains 

(language, literacy, math, cognitive, social-emotional, and physical), the estimated relationship 

between SPP and these domains was not statistically significant in most cases (see tables A2 and A3 

in appendix). This means SPP children performed similarly to non-SPP students in most years and 

domains in terms of both the scale score on the assessment and whether the child met the 

kindergarten readiness standard in that domain. Exceptions to this were in the following domains: 

• Language: In 2019–20, participation in SPP had a positive relationship with meeting the 

kindergarten readiness standard. 

• Literacy: In 2019–20, participation in SPP had a positive relationship with meeting the 

kindergarten readiness standard and with earning a higher scale score. 

• Social-emotional: In 2018–19, participation in SPP had a negative relationship with meeting 

the kindergarten readiness standard, indicating that SPP children performed worse than 

their non-SPP counterparts after adjusting for child and school characteristics. 

• Physical: In 2019–20 and 2021–22, participation in SPP had a positive relationship with 

meeting the kindergarten readiness standard. In 2021–22, participation also had a positive 

relationship with earning higher scale scores. 

The positive relationships in three domains (language, literacy, and physical) in 2019–20 indicate that 

SPP children were outperforming their non-SPP counterparts after adjusting for child and school 

characteristics. However, these relationships did not continue in 2021–22 for two of the three 

domains. The COVID-19 pandemic may have stalled progress on WaKIDS for both SPP and non-SPP 

students in 2021–22. 

 

19 The 2020–21 school year was not included as most children did not have WaKIDS scores that year due to the 
negative impact of COVID-19 on the administration of assessments. 

Recommendation: Consider 

conducting additional research 

that includes information on 

non-SPP children’s TSG 

performance at preschool ages, 

perhaps through a partnership 

with non-SPP preschool 

programs. This would allow SPP 

children to be compared to a 

matched group of students at 

kindergarten entry. 
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Trends and outcomes among SPP 
classrooms 
SPP has used the Classroom Assessment Scoring System (CLASS) since 2015–16 as a measure of 

classroom quality, specifically the quality of teacher-child interactions. CLASS assesses three domains 

of those interactions: classroom organization, emotional support, and instructional support. Within 

CLASS, the domain of classroom organization assesses the organization and management of 

children’s behavior, time, and attention (Head Start, 2021). The emotional support domain measures 

the extent to which teachers promote a positive classroom climate (Head Start, 2021). CLASS 

instructional support assesses the degree of teacher curriculum implementation and effective 

promotion of child cognitive and language development (Head Start, 2021). 

Certified CLASS observers use a specific protocol to rate each classroom on a scale of 1–7, where 

scores of 1–2 indicate low-quality interactions, 3–5 indicate mid-quality interactions, and 6–7 

indicate consistently effective interactions (Head Start, 2021). 

Prior to 2017–18, there were only 26 SPP 

providers operating a total of 33 classrooms. 

This section focuses on trends beginning in 

2017–18, when 49 SPP sites managed 65 

classrooms. The number of SPP providers and 

classrooms has increased steadily since then, 

with 87 SPP sites operating 132 classrooms in 

2021–22. The majority of these 132 SPP 

classrooms (57 percent) were located in CBOs, 

with the remaining classrooms located in SPS 

preschools (27 percent) or in FCCs (16 percent) 

in 2021–22. These proportions are relatively 

similar to 2017–18, although they have 

fluctuated somewhat in the intervening years. 

Although the types of sites where SPP classrooms were located did not change greatly, the 

percentage of SPP classrooms that were ECEAP increased from 2 percent (one ECEAP classroom) to 

14 percent (18 ECEAP classrooms), and the percentage of inclusion classrooms increased from 3 

percent to 18 percent (two to 24 classrooms). The use of High Scope and Creative Curriculum also 

changed. The proportion of classrooms using High Scope decreased from 60 percent in 2017–18 to 

52 percent in 2021–22. Classroom-level data for dual language classrooms were not available. 

  

https://teachstone.com/class/
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CLASS scores in SPP classrooms met or exceeded the average for national Head 

Start classrooms and SPP scores in two domains have increased over time 

SPP classrooms had similar average scores in classroom organization and higher average scores in 

emotional support and instructional support compared to the Head Start national mean (Head Start, 

2020). Overall, within SPP classrooms, scores in two of three domains (classroom organization and 

emotional support) increased over time, while scores in one domain (instructional support) 

decreased (figure 7). There was variation in scores across site types in each domain. 

• Classroom organization: Average classroom organization scores for SPP classrooms 

increased between 2017–18 and 2021–22, from 5.9 to 6.2. Scores varied over time for each 

provider type, although FCCs consistently received the lowest average scores in this domain, 

and SPS preschools received the highest average scores (see figure A4 in the appendix). 

These scores are comparable to the mean classroom organization score of 6.0 from a 

national study of 2020 Head Start grantees (Head Start, 2020). 

• Emotional support: Average emotional support scores for SPP classrooms were higher than 

classroom organization scores, increasing from 6.3 in 2017–18 to 6.6 in 2021–22. Average 

emotional support scores increased for all three types of SPP sites, but the increase was 

most dramatic among FCCs, with an increase in average score of 0.6 (see figure A5 in the 

appendix). These scores are consistently higher than the 2020 national mean emotional 

support score of 5.8 (Head Start, 2020). 

• Instructional support: Average instructional support scores were substantially lower than for 

either of the other CLASS domains. They decreased from 3.5 in 2017–18 to 3.2 in 2021–22 

but were still higher than the national mean instructional support score of 2.9 (Head Start, 

2020). The decrease may have been driven in part by changes at CBOs and FCCs, which both 

experienced decreases in average scores (for example, a decrease of 1.5 on average among 

FCCs; see figure A6 in the appendix). These results suggest that FCCs may need additional 

support to improve and sustain classroom quality in instructional support. 

  



 

27 

 

Examining CLASS scores by classroom type, 

ECEAP classrooms experienced increased scores 

in all three domains over time. Among Head Start 

classrooms, emotional support scores were 

similar, while scores in the other two domains 

decreased. For inclusion classrooms (SPP Plus), 

scores in all three domains decreased.  

Further examination revealed only a few trends 

among provider or child characteristics and 

CLASS scores in each domain. Multivariate 

regression analyses controlled for classroom 

race/ethnicity, language, household income, site 

type, council district, and program year. Findings 

indicate that SPS classrooms had higher instructional support scores and FCCs had lower emotional 

support scores. Classrooms located in city council district 3 had higher instructional support scores. 

 

Figure 7. CLASS scores increased in two domains and decreased in one, 2017–18 to 2021–22 

 
*CLASS observers only rated 12 SPP classrooms in 2020–21, so CLASS scores are not reported for that year. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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Trends and outcomes for the SPP system 
This section focuses on two questions related to SPP 

educators: How have SPP teacher qualifications and 

demographic characteristics changed over time? To 

what extent have SPP children been educated over time 

by a diverse educator workforce aligned with child 

race/ethnicity and linguistic diversity? To answer these 

questions, we first review the number of teachers 

overall and by site; then examine teacher demographic 

characteristics, tenure, and qualifications; and lastly 

explore alignment between child and teacher diversity. 

From 2016–17 to 2021–22, the number of SPP teachers 

increased from 63 to 236, keeping pace with the 

expansion of SPP classrooms and sites over time. The 

percentage of teachers employed at each type of site 

has remained relatively consistent since 2017–18. In 

2021–22, 56 percent of SPP teachers worked at CBOs, 

28 percent at SPS preschools, and 17 percent at FCCs. 

Lead teachers make up a slightly larger proportion of the SPP teacher workforce, with 51 percent to 

58 percent of all teachers serving in a lead teacher position rather than an assistant teacher 

position.20 

SPP teachers are mostly female, reflecting general trends in the early care workforce—89 percent in 

2021–22. The proportion of SPP teachers who are female has not changed greatly since 2018–19, 

although a lower proportion (79 percent) of FCC teachers are female, compared to 92 percent of SPS 

preschool teachers and 90 percent of CBO teachers. Less than 1 percent of teachers identified as 

nonbinary. 

  

 

20 Data on teaching staff included up to two teachers designated as lead teachers and up to two teachers as 
assistant teachers. All teachers listed as a lead teacher or an assistant teacher were included in analyses in this 
section unless otherwise specified. 
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Educator diversity 
In 2021–22, 70 percent of SPP teachers were people of color; Black teachers 

were the largest proportion, at 32 percent of teachers 

In 2021–22, 70 percent of SPP teachers (including lead and assistant teachers) were people of color. 

Black teachers make up the largest racial/ethnic group, at 32 percent of teachers (figure 8). The next 

largest group is white (30 percent), followed by Asian (18 percent); Latinx (5 percent); and the 

combined group of American Indian/Alaska 

Native, Middle Eastern/North African, Native 

Hawaiian/Pacific Islander, or two or more races (5 

percent).21 A higher proportion of assistant 

teachers were people of color (75 percent) than 

lead teachers (67 percent) in 2021–22.  

Over the five years from 2017–18 to 2021–22, 

the percentage of SPP teachers who were people 

of color decreased and then increased again. 

Beginning at 68 percent in 2017–18, this 

percentage decreased to 66 percent in 2018–19 

and then increased to 70 percent in 2021–22. 

During this time period, the percentage of 

teachers who identified as Latinx decreased 5 

percentage points, while the percentage 

identifying as American Indian/Alaska Native, North African/Middle Eastern, Native Hawaiian/Pacific 

Islander, or two or more races increased by 4 percentage points. The percentages of Asian, Black, 

and white teachers remained steady over time, with changes of 1 or 2 percentage points over the 

five-year period. 

  

 

21 2016–17 percentages are not included due to small numbers of teachers in each racial/ethnic group. Teachers 
whose race was unknown were excluded from these calculations (ranging from two to 21 teachers depending on 
the year). The American Indian/Alaska Native, Middle Eastern/North African, Native Hawaiian/Pacific Islander, or 
two or more races grouping was necessary to protect teacher privacy, as fewer than 10 educators were in each of 
these categories in each year. 

Recommendation: Increasing funding for 

high-quality training on diversity, equity, 

inclusion, and social justice and streamlining 

access to that funding may help to support a 

diverse workforce. 

Create a pathway for assistant teachers to 

become lead teachers and continue efforts to 

recruit diverse assistant and lead teachers. 

Develop partnerships with local colleges to 

help mitigate systemic barriers to higher 

education. Consider existing systemic barriers 

to entering the SPP teaching workforce, 

especially for people of color, and seek to 

mitigate them.  
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Figure 8. Over two-thirds of SPP teachers were people of color in each year, 2017–18 to 2021–22 

 
AIAN is American Indian/Alaska Native. NHPI is Native Hawaiian/Pacific Islander. NAME is North African/Middle 

Eastern. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data.  

SPP teachers were linguistically diverse, speaking over 17 different primary 

languages in 2021–22, and this linguistic diversity has increased over time 

SPP teachers spoke a variety of languages as their primary language, including English (65 percent); 

Spanish (10 percent); Vietnamese (5 percent); Mandarin Chinese (4 percent); Oromo (4 percent); 

Somali (3 percent); and Arabic, Cantonese, Amharic, Tagalog, French, Hindi, Korean, Thai, Tigrinya, 

and other languages (2 percent or less in each 

language). 

Linguistic diversity has increased since 2017–

18, with an increase in the variety of languages 

spoken by SPP teachers over time and a 

decrease in English as the reported primary 

language (from 73 percent in 2017–18 to 65 

percent in 2021–22).22 A higher percentage of 

 

22 This analysis excludes those for whom primary language is unknown, excluding between 0 and 15 teachers each 
year. Data from 2016–17 are also excluded due to small numbers of teachers. 
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Recommendation: The high numbers of 

families and teachers who are racially, 

ethnically, and linguistically diverse indicate a 

continued need for high-quality training on 

diversity, equity, inclusion, and social justice. 

To encourage attendance at these trainings, 

DEEL should ensure funding is available for 

release time and that the process to receive 

funds is streamlined. 
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lead teachers reported English as their primary language in 2021–22 (69 percent) compared to 

assistant teachers (54 percent). 

Considering primary, secondary, and tertiary languages spoken by SPP teachers, 48 percent of SPP 

teachers were linguistically diverse in 2021–22, an increase of 8 percentage points from 2016–17 

(table 3). 

Table 3. The linguistic diversity of SPP teachers increased from 2016–17 to 2021–22 

 Program year  

  2016-17 2017-18 2018-19 2019-20 2020-21 2020-21 

Percent of linguistically 
diverse teachers 40% 48% 41% 41% 49% 48% 

Total number of teachers 63 115 152 208 218 236 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

Teacher race/ethnicity and linguistic diversity varied greatly by site type 

SPP sites run by CBOs had the most balanced teaching force in terms of racial and ethnic identities, 

with many racial/ethnic groups represented. FCCs had the highest percentage of teachers of color 

(95 percent), followed by CBOs (77 percent), and SPS preschools (42 percent). 

• At SPP SPS preschools, the majority of teachers were white (58 percent), followed by Black 

(19 percent), Latinx (11 percent), Asian (6 percent), and all other racial/ethnic groups (2 

percent or less).  

• At SPP CBOs, the majority of teachers were Asian (29 percent), followed by White (23 

percent), Latinx (20 percent), Black (20 percent), and all other races (3 percent or less). 

• At SPP FCCs, the majority of teachers were Black (87 percent). White teachers comprised 

about 5 percent of all teachers, and all other racial/ethnic groups were less than 3 percent. 

Similar patterns existed for linguistic diversity. In 2021–22, FCCs employed the highest proportion of 

linguistically diverse teachers at 64 percent, followed by CBOs (54 percent), and SPS preschools (27 

percent). 
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Alignment between educator and child 
demographic characteristics 
This section describes the alignment between educator and child demographic characteristics. First, 

we describe alignment in terms of gender; next, we examine alignment of racial/ethnic identities; 

and lastly, we examine alignment of linguistic diversity. 

Most SPP teachers are female (89 percent in 2021–22), while about half of SPP students (50 percent 

in 2021–22) are male.23 In 2021–22, 11 percent of all SPP children (male, female, or nonbinary) were 

taught by at least one male teacher. Among male SPP children only, this percentage increased 

slightly to 12 percent. 

In 2021–22, 78 percent of all SPP children and 80 percent of all SPP children of 

color were taught by at least one teacher of color 

Children of color24 who are taught by a teacher of the same race tend to be more successful 

academically, behaviorally, and socio-emotionally (Gershenson et al., 2017; Joshi et al, 2018), in part 

due to beliefs that intelligence is malleable and due to the use of culturally responsive teacher 

practices (Blazar, 2021).  

Most SPP children were taught by at least one teacher of color (including lead teachers and assistant 

teachers). In 2021–22, 78 percent of all SPP children received instruction from a teacher of color, an 

increase from 48 percent in 2016–17 (see table A5 in appendix). 

For the past five years, children of color have represented 75 percent to 77 percent of children 

enrolled in SPP. Among children of color, 46 percent had at least one teacher of color in 2016–17 and 

80 percent had at least one teacher of color in 2021–22 

(figure 9). In the initial years of SPP, this percentage 

increased, but it decreased from 2020–21 to 2021–22. 

In 2021–22, 40 percent of children of color were taught 

by a teacher of the same race/ethnicity; this percentage 

followed a similar pattern of increase in the early years 

of SPP and decrease in the latest year shown. 

  

 

23 Less than 1 percent of teachers identified as nonbinary. The number of nonbinary children has remained under 10 
each year. 

24 Children and teachers of color in this evaluation are defined as those who reported their racial/ethnic identity as 
American Indian/Alaska Native, Asian, Black, Latinx, North African/Middle Eastern, Native Hawaiian/Pacific Islander, 
or two or more races. 

Recommendation: Identify SPP sites 

that are struggling to recruit and 

retain teachers whose characteristics 

are like children they serve and work 

with them to improve recruitment 

and retention. 
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Figure 9. The percentage of children of color in SPP taught by at least one teacher of color or one 

teacher of the same race/ethnicity decreased in the latest year, 2016–17 to 2021–22 

 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

The proportion of SPP children taught by a linguistically diverse teacher has 

increased over time 

The proportion of SPP children taught by a linguistically diverse teacher has increased over time, 

from 40 percent in 2016–17 to 60 percent in 2021–22 (figure 10).25 It is even more common for 

multi-language learner SPP children to have a teacher with the same characteristic. In 2021–22, over 

two-thirds (69 percent) of multi-language learner children 

had a linguistically diverse teacher, an increase of 24 

percentage points since 2016–17 (figure 10). The 

percentage of multi-language learner children with at 

least one teacher who spoke the same primary language 

was between 25 and 32 percent in each of the last four 

years (2018–19 through 2021–22). 

 
 

  

 

25 Data on languages spoken by SPP teachers did not include information on whether the level of proficiency in a 
language was high enough to communicate with children and families in that language. 
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Recommendation: Determine a 

goal for the ideal level of 

teacher-child race/ethnic and 

language alignment within SPP 

and track progress toward that 

goal over time. 
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Figure 10. The percentage of SPP children taught by at least one linguistically diverse teacher has 

increased over time, 2016–17 to 2021–22 

 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

Educator time teaching in SPP, retention in SPP, 
education level, and qualifications 
Time teaching in SPP was higher for lead teachers than assistant teachers 

The time teaching in SPP in 2021–22 is calculated based on the number of years a teacher has been 

in SPP, regardless of site, classroom, or position (lead or assistant). By 2021–22, there was a range of 

SPP tenure across teachers, with some teachers in their first year (a tenure of 1) and others in their 

sixth year with SPP (a tenure of 6). On average, SPP teachers had been teaching in SPP about two 

years, and the median tenure was one year. These low values were driven by SPP sites that recently 

opened—at sites that joined SPP one or two years ago, all but two or three teachers unsurprisingly 

have one or two years of tenure. Among sites that joined SPP four, five, or six years ago, teacher time 

in SPP is predictably higher—an average of 3.2 years teaching in SPP. This varied slightly by type of 

site, ranging from 2.2 years for teachers at FCCs, to 2.4 years at CBOs, to 2.8 years at SPS preschools 

among sites that had been in SPP for four years. Among sites that had been in SPP for five years, the 

average time teaching in SPP was 2.9 years in CBOs, 3.2 years in FCCs, and 3.5 years in SPS 

preschools. 

Lead teachers had a higher average time teaching in SPP than assistant teachers: 3.6 years compared 

to 2.7 years in 2021–22 among sites with five years in SPP. 

Retention rates within SPP varied between 65 and 80 percent across time 

Retention rates varied between 65 percent and 80 percent between 2016–17 to 2020–21 (table 4). 

We calculate the retention rate in this report as the percentage of teachers in a given year who 
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remain teaching in SPP the following year. Across 2016–17 to 2020–21, retention increased by 5 

percentage points. Similarly, in the latest two years of available data—years which include the 

COVID-19 pandemic—retention also increased by 5 percentage points (from 68 to 73 percent). 

Table 4. Retention of SPP teachers increased from 2016–17 to 2020–21 

 Program year 

  2016-17 2017-18 2018-19 2019-20 2020-21 

Percent retained the 
following year 68% 65% 80% 68% 73% 

Total number of teachers 63 115 152 208 218 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

Retention rates vary by site type, teacher racial/ethnic identity, and lead/assistant teacher role: 

• Site type. SPS preschools and FCCs have higher retention rates than CBOs. However, this 

could reflect that CBOs may have more non-SPP classrooms than SPS preschools or FCCs, 

and teachers who are transferred to a non-SPP classroom would not be counted as retained 

in this analysis. 

• Teacher racial/ethnic identity. Among teachers of color, the retention rate in 2020–21 was 

lower (74 percent) than among white teachers (80 percent). 

• Lead/assistant teacher role. Lead teachers had higher retention rates in SPP than assistant 

teachers: for example, 80 percent of lead teachers were retained in 2020–21 compared to 

64 percent of assistant teachers in the same year.  

Degree information is missing for most SPP teachers 

Degree information for SPP teachers is frequently missing from 

DEEL data. Over two-thirds (69 percent) of teachers were 

missing degree information in 2021–22, and the percentage 

with missing information has increased from 62 percent in 

2017–18. Assistant teachers have a higher proportion of 

missing data than lead teachers—84 percent were missing 

degree information in 2021–22, compared to 57 percent for 

lead teachers (figure 11).  

Among those SPP lead teachers with degree information in 

2021–22, the percentage of SPP teachers of color who have 

attained bachelor’s or master’s degrees (79 percent) was lower 

than the percentage of white SPP teachers with these degrees 

(94 percent).  

  

Recommendation: DEEL should 

continue providing supports that 

help teachers overcome systemic 

racial and linguistic barriers to 

higher education and close 

qualification gaps between 

educators in different demographic 

groups. 

Collect more information about all 

teachers’ educational background—

especially assistant teachers—to 

identify continuing education and 

training needs. 
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Figure 11. Most SPP teachers have missing degree information, and the rates of missing data are 

higher among assistant teachers, 2017–18 to 2021–22 

 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

The percentage of lead teachers meeting qualifications decreased since 2017–18 

SPP lead teachers are required to have a bachelor’s degree or higher in early childhood or a 

bachelor’s degree in another content area with 30 or more early childhood college credits. SPP 

assistant teachers must have an associate degree or higher in early childhood or an associate degree 

in another content area with 20 or more early childhood college credits (see table A6 in appendix for 

full information regarding requirements). Teachers who do not have these degrees and/or credits 

must develop a plan for meeting the requirements and must increase their education to that level 

within four years. This analysis focuses on lead teachers, as 

their qualification data is more reliable. FCC teachers are the 

exception to these SPP-specific requirements, as they are 

required to meet state requirements of a high school diploma 

or equivalent and commit to working toward an associate 

degree in early childhood; FCC teachers are not included in the 

analysis below. 

 

Overall, in 2021–22, 55 percent of SPP lead teachers met or 

exceeded qualifications. This rate has decreased from the 73 

percent of lead teachers who met or exceeded qualifications in 

2017–18. Among lead teachers who had been teaching in SPP 
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teachers can meet qualifications, 

DEEL should consider additional 

supports to help teachers 

overcome systemic barriers to 

higher education and collect 

more information about assistant 

teachers and whether they meet 

qualifications to help identify 

continuing education and 

training needs. 
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for four or more years, 80 percent met qualifications in 2021–22 and 2021–22 (after having taught 

for at least 4 years in SPP).26 

 

The proportion of SPP lead teachers in CBOs meeting qualifications decreased 17 percentage points 

between 2017–18 and 2021–22, although this decrease was not consistent over time. The 

proportion of SPP lead teachers in SPS preschools meeting qualifications also decreased, but to a 

lesser degree (9 percentage points between 2017–18 and 2021–22). In addition, a higher proportion 

of lead teachers at SPS preschools met teacher qualifications than lead teachers at CBOs (by 21 to 41 

percentage points each year). 

 

Compared to all lead teachers, lower percentages of lead teachers of color met teacher qualifications 

in most years (figure 12), perhaps reflecting systemic barriers to higher education for communities of 

color. Over time, the gap in meeting qualifications between all lead teachers and lead teachers of 

color has decreased—the rate of SPP lead teachers of color meeting qualifications has remained 

steady, while the overall rate decreased. Among linguistically diverse lead teachers, the percentage 

of lead teachers meeting qualifications was slightly lower from 2018–19 to 2020–21 than among all 

lead teachers. However, in 2021–22, the percentage of linguistically diverse lead teachers meeting 

qualifications (72 percent) was higher than among all lead teachers (68 percent), demonstrating an 

increase over time. 

 

Figure 12. The percentage of all SPP lead teachers meeting qualifications has decreased over time; 

for lead teachers of color, this percentage has remained steady, while for linguistically diverse lead 

teachers, this percentage has increased, 2017–18 to 2021–22 

  
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

26 Results for these two years are combined due to small numbers of teachers. Breakdowns of the percentage of SPP 
lead teachers who had been teaching in SPP for four or more years—such as by site type—are not available due to 
small numbers of teachers. 
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Recommendations 
The recommendations in this section are compiled from the recommendations provided throughout 

the report and are organized by theme. 

Data collection and research 

• SPP does not collect reliable data on children with an IEP. We recommend collecting this 

data in order to inform decisions on how to support children with IEPs. 

• DEEL and the evaluation team do not have access to data on preschool program 

participation or prior assessment performance for non-SPP children in SPS. There is a need 

for more rigorous research that can match SPP children to participants in another preschool 

program, as well as a need for better data collection regarding preschool experiences upon 

kindergarten entry. 

• Degree information is missing for most SPP teachers, and rates of missing data are 

particularly high for assistant teachers. Collecting more information about all teachers’ 

educational background and whether these teachers meet qualifications can help DEEL 

better understand how these teachers interact with the education system and help identify 

and overcome barriers to continuing education and training. 

• Although TSG assessment results have been relatively high, they have declined in recent 

years. It will be important for DEEL to track these results over the next few years to see if 

this pattern changes. 

• CLASS scores for all three domains of interaction quality at SPS preschools improved while 

scores declined at other types of SPP sites. Studying CLASS assessment results at SPS 

preschools may yield additional information about effective practices, which could be 

replicated at other sites through strategic coaching and professional development. CLASS 

scores in ECEAP classrooms have also improved over time. It may be helpful to study how 

SPP ECEAP classrooms have worked to improve quality over the last three years and bring 

lessons learned back to other SPP sites. 

Educator recruitment and retention 

• SPP providers employ a racially/ethnically and linguistically diverse teaching staff. We 

recommend that DEEL and its providers continue efforts to recruit, retain, celebrate, and 

support this diverse workforce. Increasing funding for high-quality training on diversity, 

equity, inclusion, and social justice and streamlining access to that funding may help to 

support a diverse workforce. SPP should also continue and expand efforts to strategically 

recruit linguistically diverse teachers and staff members to provide instruction for children 

and translation/interpretation for families. 
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• Although many SPP children have at least one teacher of the same race/ethnicity or who 

speaks the same language, some sites may need additional support. We recommend 

identifying SPP sites that are struggling to recruit and retain teachers whose characteristics 

are similar to children they serve and strategizing with them about how to improve 

recruitment and retention. 

• The percentage of lead teachers who met or exceeded qualifications decreased between 

2017-18 and 2021-22, and among SPP lead teachers with degree information, teachers of 

color had lower rates of a bachelor’s or master’s degree. DEEL should expand supports that 

help teachers overcome systemic racial and linguistic barriers to higher education and close 

qualification gaps between educators in different demographic groups. For example, DEEL 

could partner with a college to offer early childhood credentials in additional languages and 

consider forming cohorts of SPP teachers to help support each other’s progress through the 

postsecondary system. 

• A higher proportion of SPP assistant teachers are people of color and/or linguistically diverse 

compared to lead teachers. To support continued diversity in the SPP workforce, SPP needs 

to ensure a pathway for assistant teachers to become lead teachers and continue efforts to 

recruit, train, and promote diverse assistant teachers. DEEL could create a pathway for these 

teachers to earn additional credits in early childhood and build on their existing degrees 

(which may not be in early childhood) in order to meet qualification requirements. 

Additionally, DEEL could examine existing systemic barriers to entering the SPP teaching 

workforce, especially for people of color, and seek to mitigate them. 

• Given that children of more experienced SPP teachers met TSG growth targets at higher 

rates, DEEL should consider ways to support SPP programs in retaining experienced 

teachers. 

Educator training and SPP site support 

• Given the diverse population of children served by SPP, continued cultural and linguistic bias 

training for DEEL and SPP staff and teachers is key, and additional support for interpretation 

or translation may help support linguistically diverse children and families. 

• DEEL may consider providing additional training on TSG data entry, especially given 

pandemic-related disruptions to learning and potential inherent educator biases. DEEL may 

also wish to encourage use of qualitative information entered into the TSG system.  

• The declines in the percent of SPP children meeting TSG growth targets were largest in the 

social-emotional and math domains, indicating the need for additional support for SPP 

children’s social-emotional and math instruction. DEEL might consider providing a dedicated 

curriculum and additional resources for mental health supports. Additionally, SPP teachers 

may benefit from training and coaching to support math instruction as well as math 

resources to use in their classrooms. 
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• Examining TSG growth by domain for classrooms and sites could help tailor coaching 

supports and training to where it is needed most to support children. Additionally, sites with 

high growth could provide information to other sites about how to support growth. 

• SPP children enrolled at FCCs met TSG growth targets at lower rates than SPP children 

enrolled at other types of sites. FCCs may benefit from additional coaching and support to 

help reduce the opportunity gap, especially since Black children are disproportionately 

enrolled in FCCs. 

• CLASS instructional support scores were relatively low in comparison to the other domains 

across sites, mirroring national trends. Additional coaching and professional development on 

the components of this domain (curriculum implementation, cognitive, and language 

development) may help to increase these scores and improve classroom quality, particularly 

among FCCs, which tended to have lower scores in this domain than CBOs and SPS 

preschools. 

• The high numbers of families and teachers who are racially, ethnically, and linguistically 

diverse indicate a continued need for high-quality training on diversity, equity, inclusion, and 

social justice. To encourage attendance at these trainings, DEEL should ensure funding is 

available for release time and that the process to receive funds is streamlined. 

Family outreach and support 

• SPP is serving children in Seattle who are racially, ethnically, linguistically, and socio-

economically diverse. To ensure continued racial/ethnic diversity, DEEL and SPP providers 

should use outreach strategies that focus on building trust, two-way communication, and 

use outreach materials that are understandable and inclusive of the diverse cultures and 

languages of students and families. 

• The percentage of SPP children who are homeless or living in poverty has continued to grow. 

To address these growing needs, DEEL can support these children and families through 

wraparound services and other resources. DEEL should consider what additional services 

could provide support and help provide a bridge to those services. 

SPP expansion and goals 

• To further promote home language use in the classroom, DEEL may want to consider 

expanding the number of dual language classrooms and collecting more data on classrooms 

that use multiple languages but may not meet DEEL’s definition of dual language classroom. 

• DEEL could consider strategically recruiting more FCC providers in order to serve more low-

income Seattle children, as FCC providers tended to have higher percentages of low-income 

children compared to CBOs or SPS preschools. 

• Determine a goal for the ideal level of teacher-child race/ethnic and language alignment 

within SPP and track progress toward that goal over time. 
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Appendix 
TSG widely held expectations and kindergarten readiness thresholds 

Between 2017–18 and 2021–22, more than 86 percent of SPP children met or exceeded the spring 

TSG’s widely held expectations in every year and domain. Achievement of widely held expectations in 

spring declined across every domain except math from 2017–18 to 2020–21, then increased again in 

2021–22 (figure A1). Although increases in 2021–22 may indicate recovery after the learning 

disruptions of the COVID-19 pandemic, it will be important to continue tracking these patterns over 

time. A slightly higher proportion of children achieved the spring widely held expectations level in the 

physical domain than in any other domain in each of the four years. 

 

Figure A1. The percentage of SPP children meeting spring TSG widely held expectations levels 

decreased and regained over time in most domains, 2017–18 to 2021–22 
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* The number of TSG participants in 2019–20 was low due to the COVID-19 pandemic, and their results are not 
shown. Data from 2020–21 and 2021–22 likely also suffered from pandemic-related disruptions and may be less 
reliable than earlier years. 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

The percentage of SPP children who were ready for kindergarten27 as of the spring of their final 

preschool year was above 75 percent in all domains in 2021–22 (table A1). This measure also 

declined across every domain between 2017–18 and 2020–21 before increasing in four out of six 

domains (math, cognitive, social-emotional, and physical) in 2021–22. A higher percentage of SPP 

children were kindergarten ready in the physical domain and a lower proportion were kindergarten 

ready in the math domain compared to other domains.  

Table A1. The percentage of SPP children meeting spring TSG kindergarten readiness levels 

decreased and regained over time in most domains, 2017–18 to 2021–22 

 Program year 
TSG domains 2017-18 2018-19 2020-21 2021-22 

Social-emotional 90 85 80 84 
Physical 95 92 89 90 
Language 89 87 83 82 

Literacy 86 85 78 77 
Cognitive 91 88 84 86 
Math 82 79 74 76 

Note: The number of TSG participants in 2019–20 was very low, and their results are not reported here. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

  

 

27 This analysis included SPP children who were four years of age or older. 
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These figures show the percentage of SPP children meeting TSG growth targets by race/ethnicity and 

site type (figures A2–A3). 

Figure A2. Percentage of SPP children meeting TSG growth targets by SPP race/ethnicity and domain, 

2021–22 

 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
 

Figure A3. Percentage of SPP children meeting TSG growth targets by SPP site type and domain, 

2021–22 

 
Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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WaKIDS 

These tables (tables A2–A4) show full regression results for WaKIDS. 

Table A2. Regression results for meeting kindergarten readiness standards in all six WaKIDS domains 

Variables 2017–18 2018–19 2019–20 2021–22 

SPP -0.162 -0.129 0.015 0.215 

 (0.146) (0.194) (0.114) (0.155) 

     
Asian -0.020 -0.101 -0.294 -0.257 

 (0.181) (0.213) (0.169) (0.191) 

     
Black -0.757*** -0.627** -0.532** -0.744*** 

 (0.188) (0.219) (0.185) (0.174) 

     
Latinx -0.602*** -0.447* -0.690*** -0.875*** 

 (0.167) (0.216) (0.168) (0.223) 

     
Female 0.320** 0.393*** 0.242** 0.545*** 

 (0.120) (0.105) (0.089) (0.112) 

     
IEP -1.237*** -1.829*** -1.532*** -1.601*** 

 (0.298) (0.202) (0.194) (0.171) 

     
English learner -0.879*** -0.715*** -0.580*** -0.693*** 

 (0.205) (0.145) (0.127) (0.151) 

     
Age 0.067 -0.484 -0.377 -0.561 

 (0.292) (0.304) (0.387) (0.290) 

     
Constant 0.510 3.093* 3.228 3.820* 

 (1.456) (1.526) (2.317) (1.488) 

     
Number of children 4364 4487 4475 3818 

* p < 0.05; ** p < 0.01; *** p < 0.001 

Note: Standard errors in parentheses.  

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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Table A3. Regression results for meeting kindergarten readiness standards in all 6 WaKIDS domains 

Panel A. Social-emotional and physical domains 

 Social-emotional Physical 

 2017–18 2018–19 2019–20 2021–22 2017–18 2018–19 2019–20 2021–22 

SPP -0.238 -0.376* -0.073 0.163 -0.191 -0.073 0.450** 0.618** 

 (0.181) (0.167) (0.121) (0.168) (0.158) (0.197) (0.143) (0.212) 

         
Asian 0.342 0.358 -0.093 -0.338 0.299 -0.073 0.059 -0.486 

 (0.306) (0.241) (0.189) (0.235) (0.335) (0.303) (0.283) (0.281) 

         
Black -0.678** -0.682*** -0.641** -0.488* -0.597** -0.575* -0.235 -0.453 

 (0.257) (0.180) (0.206) (0.224) (0.201) (0.255) (0.246) (0.277) 

         
Latinx -0.136 -0.323 -0.191 -0.667** 0.176 -0.239 -0.550* -0.157 

 (0.249) (0.217) (0.188) (0.258) (0.267) (0.267) (0.245) (0.313) 

         
Female 0.718*** 0.726*** 0.541*** 0.822*** 0.778*** 0.308 0.733*** 0.550** 

 (0.206) (0.170) (0.116) (0.154) (0.226) (0.188) (0.161) (0.169) 

         
IEP -1.634*** -1.765*** -1.791*** -1.828*** -1.277*** -1.668*** -1.433*** -1.639*** 

 (0.238) (0.223) (0.185) (0.220) (0.259) (0.182) (0.269) (0.250) 

         
English learner -0.600** -0.241 -0.067 -0.294 -0.440 -0.128 -0.126 0.073 

 (0.198) (0.156) (0.158) (0.193) (0.253) (0.172) (0.204) (0.230) 

         
Age -0.418* -0.106 0.019 -0.326 -0.026 0.424 0.506 -0.488 

 (0.185) (0.513) (0.475) (0.361) (0.252) (0.443) (0.309) (0.450) 

         
Constant 3.863*** 2.036 1.716 3.579 1.989 0.084 -0.801 4.717* 

 (0.911) (2.574) (2.858) (1.835) (1.290) (2.240) (1.915) (2.294) 

         
Number of children 4372 4495 4495 3838 4372 4496 4498 3860 
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Panel B. Language and cognitive domains 

 Language Cognitive 

 2017–18 2018–19 2019–20 2021–22 2017–18 2018–19 2019–20 2021–22 

SPP -0.047 -0.039 0.518*** 0.293 -0.142 -0.142 0.195 0.233 

 (0.209) (0.211) (0.146) (0.183) (0.151) (0.172) (0.139) (0.183) 

         
Asian -0.149 -0.482* -0.563** -0.837** 0.226 -0.061 -0.489 -0.257 

 (0.232) (0.212) (0.187) (0.265) (0.291) (0.270) (0.254) (0.232) 

         
Black -0.630** -0.571* -0.701** -1.064*** -0.816*** -0.731** -1.049*** -1.140*** 

 (0.222) (0.248) (0.242) (0.253) (0.205) (0.223) (0.214) (0.253) 

         
Latinx -0.213 -0.564** -0.753*** -1.056*** -0.224 -0.556** -0.541** -0.750** 

 (0.239) (0.195) (0.203) (0.287) (0.230) (0.214) (0.193) (0.255) 

         
Female 0.437** 0.192 0.456*** 0.685*** 0.370* 0.402** 0.093 0.717*** 

 (0.134) (0.121) (0.125) (0.179) (0.160) (0.132) (0.120) (0.147) 

         
IEP -1.179*** -2.070*** -1.571*** -2.119*** -1.259*** -1.616*** -1.535*** -1.824*** 

 (0.265) (0.184) (0.185) (0.198) (0.221) (0.168) (0.189) (0.199) 

         
English learner -1.242*** -0.973*** -0.908*** -0.748*** -0.777** -0.570*** -0.275 -0.685*** 

 (0.158) (0.167) (0.157) (0.213) (0.248) (0.150) (0.149) (0.195) 

         
Age 0.225 0.148 -0.297 -0.365 -0.246 0.207 -0.077 -0.719* 

 (0.317) (0.371) (0.320) (0.316) (0.246) (0.316) (0.334) (0.337) 

         
Constant 0.620 1.251 3.702 4.127* 3.024* 0.551 2.663 5.728** 

 (1.571) (1.874) (1.959) (1.612) (1.215) (1.596) (2.014) (1.752) 

         
Number of children 4371 4495 4485 3867 4370 4490 4481 3856 
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Panel C. Literacy and math domains 

 Literacy Math 

 2017–18 2018–19 2019–20 2021–22 2017–18 2018–19 2019–20 2021–22 

SPP -0.163 0.187 0.509** 0.320 -0.077 -0.038 0.178 0.074 

 (0.190) (0.198) (0.165) (0.221) (0.203) (0.161) (0.148) (0.165) 

         
Asian 0.333 -0.069 -0.589** -0.171 0.085 0.176 -0.103 -0.056 

 (0.355) (0.322) (0.221) (0.236) (0.277) (0.252) (0.216) (0.246) 

         
Black -0.631* -0.852** -1.570*** -1.128*** -0.746** -0.856*** -0.972*** -1.082*** 

 (0.279) (0.281) (0.279) (0.234) (0.269) (0.237) (0.248) (0.184) 

         
Latinx -0.574 -1.119*** -1.658*** -1.335*** -0.778*** -0.784** -0.939*** -1.301*** 

 (0.294) (0.278) (0.234) (0.323) (0.199) (0.247) (0.216) (0.231) 

         
Female 0.004 0.256 0.133 0.413** -0.058 -0.098 -0.323** 0.051 

 (0.169) (0.156) (0.147) (0.152) (0.167) (0.112) (0.109) (0.158) 

         
IEP -1.232*** -1.584*** -1.351*** -1.794*** -1.186*** -1.640*** -1.190*** -1.475*** 

 (0.249) (0.191) (0.171) (0.228) (0.308) (0.147) (0.163) (0.155) 

         
English learner -1.191*** -0.629*** -0.368* -0.757** -0.901*** -0.588*** -0.469** -0.678*** 

 (0.216) (0.170) (0.164) (0.268) (0.198) (0.144) (0.144) (0.189) 

         
Age -0.237 0.161 -0.441 -0.199 0.214 -0.399 -0.255 -0.763* 

 (0.206) (0.309) (0.225) (0.507) (0.372) (0.346) (0.234) (0.389) 

         
Constant 3.840*** 1.669 5.641*** 3.915 1.030 3.963* 3.793** 6.296** 

 (1.025) (1.574) (1.405) (2.581) (1.879) (1.735) (1.419) (1.988) 

         
Number of children 4368 4490 4492 3859 4368 4491 4495 3859 

* p < 0.05; ** p < 0.01; *** p < 0.001 

Note: Standard errors in parentheses.  

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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Table A4. Regression results for scale scores in all six WaKIDS domains 

Panel A. Social-emotional and physical domains 

 Social-emotional Physical 

 2017–18 2018–19 2019–20 2021–22 2017–18 2018–19 2019–20 2021–22 

SPP -0.496 -6.853 -4.055 5.961 1.898 -1.084 7.987 14.361* 

 (8.492) (6.035) (4.339) (5.207) (9.126) (7.228) (4.739) (5.917) 

         
Asian 8.449 5.053 -4.685 -9.525 8.034 6.964 7.143 -7.792 

 (8.672) (6.305) (5.257) (4.863) (10.919) (8.150) (7.598) (6.814) 

         
Black -18.740** -31.428*** -26.864*** -17.377* -20.636 -22.756* -18.680* -16.098* 

 (6.804) (7.085) (7.123) (7.417) (10.492) (10.489) (8.632) (6.548) 

         
Latinx -0.575 -17.315** -15.098** -11.398 -2.867 -15.109 -15.191 -12.858* 

 (9.713) (6.119) (4.990) (5.931) (12.790) (7.658) (8.138) (5.539) 

         
Female 20.568** 25.276*** 24.277*** 24.314*** 23.317** 21.132** 26.082*** 16.095*** 

 (7.268) (4.951) (3.283) (4.133) (8.765) (6.263) (4.142) (3.696) 

         
IEP -73.339*** -73.635*** -78.615*** -77.381*** -68.837*** -89.152*** -75.073*** -58.582*** 

 (8.923) (9.617) (7.396) (8.710) (13.746) (10.928) (10.270) (12.198) 

         
English learner -18.831*** -10.503* -5.778 -12.168* -20.976* -15.004* -6.084 -0.068 

 (5.191) (4.206) (4.273) (5.015) (10.290) (7.455) (6.497) (4.740) 

         
Age -1.664 18.687 14.464 -6.872 -22.114 -3.969 26.111* -13.687 

 (7.183) (13.577) (10.761) (6.962) (14.214) (19.330) (10.464) (8.427) 

         
Constant 440.968*** 338.340*** 363.926*** 535.996*** 718.678*** 642.004*** 484.941*** 704.712*** 

 (35.141) (68.003) (64.638) (36.118) (70.058) (97.126) (63.774) (43.507) 

         
Number of 
children 4256 4495 4495 3844 4256 4496 4498 3867 
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Panel B. Language and cognitive domains 

 Language Cognitive 

 2017–18 2018–19 2019–20 2021–22 2017–18 2018–19 2019–20 2021–22 

SPP 10.393 3.622 8.651 10.464 0.580 -4.142 4.024 6.359 

 (10.488) (7.739) (5.224) (7.157) (10.208) (8.419) (4.921) (5.549) 

         
Asian -7.851 -9.234 -13.881 -25.022*** 0.555 9.965 -11.189 -12.393* 

 (8.949) (7.203) (8.202) (6.102) (8.474) (8.766) (9.120) (6.192) 

         
Black -25.234** -26.108** -31.581*** -36.391*** -37.709*** -38.488*** -56.987*** -37.179*** 

 (8.049) (9.480) (7.422) (6.609) (9.907) (9.613) (7.827) (6.930) 

         
Latinx -15.320 -19.383** -27.720*** -33.217*** -8.062 -19.276* -28.266*** -18.730* 

 (12.029) (6.699) (6.296) (7.851) (13.044) (8.297) (6.762) (7.723) 

         
Female 14.918 15.191*** 15.066*** 16.908*** 15.696 20.248*** 11.477** 18.215*** 

 (7.979) (4.165) (3.830) (3.903) (8.638) (5.334) (3.543) (4.083) 

         

IEP -81.228*** -99.964*** -83.017*** 
-
103.255*** -92.275*** -93.835*** -76.438*** -77.085*** 

 (11.340) (8.330) (8.497) (11.088) (12.549) (8.633) (8.315) (9.778) 

         
English learner -50.892*** -51.178*** -46.436*** -29.270*** -29.649*** -30.441*** -18.760** -15.687** 

 (7.422) (7.208) (5.962) (5.951) (7.527) (5.899) (6.182) (5.447) 

         
Age 6.764 10.318 -0.296 -5.619 -1.201 15.760 24.982* -12.451 

 (10.185) (15.904) (9.831) (9.390) (11.601) (11.135) (12.345) (10.639) 

         
Constant 453.317*** 436.428*** 504.232*** 604.328*** 545.004*** 451.019*** 416.040*** 589.188*** 

 (49.545) (80.278) (59.287) (47.732) (54.396) (56.800) (73.991) (54.798) 

         
Number of 
children 4255 4495 4485 3874 4254 4490 4481 3864 
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Panel C. Literacy and math domains 

 Literacy Math 

 2017–18 2018–19 2019–20 2021–22 2017–18 2018–19 2019–20 2021–22 

SPP -5.329 9.926 12.192** 4.820 0.224 0.115 3.831 3.726 

 (6.079) (7.254) (3.575) (4.623) (4.772) (5.013) (3.263) (5.588) 

         
Asian 8.713 6.922 1.812 -1.454 7.570 10.100* 1.949 -1.632 

 (7.223) (7.910) (4.973) (5.200) (5.707) (4.884) (5.005) (5.241) 

         
Black -28.702*** -34.132*** -35.106*** -19.415*** -23.392*** -32.032*** -31.835*** -28.311*** 

 (6.983) (7.873) (7.304) (5.552) (6.428) (6.660) (6.698) (5.251) 

         
Latinx -19.541** -33.959*** -36.477*** -19.654*** -22.432*** -24.495** -33.990*** -30.254*** 

 (7.026) (9.043) (4.927) (4.638) (4.937) (8.924) (5.383) (5.968) 

         
Female 1.553 6.714 2.538 1.325 -5.342 -6.509* -11.074** -4.889 

 (5.188) (4.047) (3.018) (2.475) (5.124) (3.213) (3.242) (3.602) 

         
IEP -62.412*** -75.880*** -48.837*** -48.672*** -50.661*** -65.955*** -39.044*** -53.589*** 

 (12.601) (8.385) (5.754) (9.612) (10.277) (6.318) (4.956) (8.992) 

         
English learner -40.412*** -33.870*** -21.690*** -12.745** -34.930*** -28.799*** -18.022*** -16.423** 

 (5.330) (5.240) (4.905) (3.829) (5.516) (4.828) (4.539) (4.905) 

         
Age 0.635 8.115 -5.531 -6.776 11.131 -2.428 -5.440 -16.318* 

 (8.165) (11.438) (8.349) (6.747) (8.771) (5.839) (7.098) (6.373) 

         
Constant 696.950*** 652.068*** 732.821*** 601.085*** 430.339*** 497.580*** 529.488*** 532.753*** 

 (39.831) (58.188) (49.774) (34.454) (44.387) (28.971) (42.905) (32.559) 

         
Number of 
children 4252 4490 4492 3859 4252 4491 4495 3859 

* p < 0.05; ** p < 0.01; *** p < 0.001 

Note: Standard errors in parentheses. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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CLASS scores 

These figures (figures A4–A6) explore CLASS scores by site type. 

Figure A4. Average CLASS classroom organization scores, by SPP site type, 2021–22 

  

*CLASS observers only rated 12 SPP classrooms in 2020–21. For this reason, CLASS scores are not reported for that 

year. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

Figure A5. Average CLASS emotional support scores, by SPP site type, 2021–22 

  

*CLASS observers only rated 12 SPP classrooms in 2020–21. For this reason, CLASS scores are not reported for that 

year. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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Figure A6. Average CLASS instructional support scores, by SPP site type, 2021–22 

  
*CLASS observers only rated 12 SPP classrooms in 2020–21. For this reason, CLASS scores are not reported for that 

year. 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 

 

Alignment between educator and child demographic characteristics 

This table (table A5) shows the percentage of children with at least one teacher of color. 

Table A5. Percentage of children with at least one teacher of color 

 Program year 

  2016–17 2017–18 2018–19 2019–20 2020–21 2021–22 

All children 48 59 73 83 81 78 

Children of color 46 60 75 84 84 80 

Source: Authors’ analysis of Seattle Department of Education and Early Learning data. 
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Educator qualifications 

This table (table A6) shows the staff qualification levels for SPP. 

Table A6. Staff qualification levels for lead and assistant teachers in CBO or SPS preschools 

Staff level Qualified degree major Degree accepted other than ECE degree 

SPP director, program 
supervisor, or lead 
teacher 

Bachelor’s degree or higher, verified as 
“approved” in MERIT in: 

• Early childhood education (ECE) 

• Early childhood and family studies 

• Human development with 
specialization in ECE 

• Children’s studies/childhood 
education  

• A bachelor’s degree or higher from an 
accredited college and verified as 
“approved” in MERIT 

• 30 or more approved quarter credits in 
ECE, verified through MERIT. Up to 10 
credits may be classified as ECE-School 
Age hybrid (“E/S”) credits 

Assistant teacher 

Associate degree or higher, verified as 
“approved” in MERIT in:  

• Early childhood education  

• Early childhood and family studies  

• Human development with 
specialization in ECE  

• Children’s studies/childhood 
education  

• An associate degree or higher from an 
accredited college and verified as 
“approved” in MERIT 

• 20 or more approved quarter credits in 
ECE, verified through MERIT. Up to 10 
credits may be classified as ECE-School 
Age hybrid (“E/S”) credits 

Source: Reproduced from Seattle Department of Education and Early Learning. (n.d.). Seattle Preschool Program. 

Program manual. Contract year 2022-23. 


