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Future Directions and Considerations in the 

Continued Evolution of Early Childhood 

Intervention 

Carl J. Dunst 

 

Although the origins of early childhood intervention can be traced to the early 1900s (see 

Dunst, 1996), heightened interest in intervention with infants, toddlers, and preschoolers 

with identified disabilities, developmental delays, and at-risk conditions first occurred in the 

late 1960s and early 1970s (Caldwell, 1970). The sources of evidence for claims about the 

benefits of early childhood intervention, to some practitioners’ surprise, included studies of 

young children reared in institutions (e.g., Casler, 1965; Skeels & Dye, 1939) and studies of 

animals provided supplemental experiences (e.g., Beach & Jaynes, 1954; Thompson & 

Heron, 1954; Wilson, Warren, & Abbott, 1965). In retrospect, to say that the foundations 

for early childhood intervention were built on shaky grounds is an understatement.  

In the half century since Caldwell (1970) published her paper building a case for early 

childhood intervention, there has been exponential knowledge growth about early childhood 

intervention (Dunst, 2018a). During the 10-year period between 1960 and 1970, there were 

fewer than 100 publications pertaining to early childhood intervention, whereas for the 10-

year period ending in 2017, there are between 40,000 and 50,000 publications on the topic 

found in searches on Google Scholar and ProQuest Central. This knowledge growth is shown 

in Figure 1 for 12 five-year periods beginning in 1960. The exponential shape of the curve is 

almost identical to that of knowledge growth in general (e.g., Meige & Schmitt, 2015) and 

knowledge growth in specific fields of inquiry and science (e.g., Densen, 2011; Fernandez-

Moure, 2016; Milicevic, 2015). Keeping pace with knowledge explosion in any field, 

including early childhood intervention, can be especially challenging, if not impossible, in the 

absence of explicit knowledge management as described in this chapter.  

The exponential knowledge growth in early childhood intervention has resulted from 

research and lessons learned over the past 50 years. The knowledge base about early 

childhood intervention is so much more extensive and informative than what was known at 

the beginning of heightened interest in early childhood intervention. The knowledge growth, 

however, has not occurred without challenges. Knowledge management (Rehman, 2016) in 

early childhood intervention is almost nonexistent (see Rabinowicz & Ray, 2018, for an 

exception). Searches in Google Scholar, ProQuest Central, PubMed, ERIC, and PsychInfo for 

___________________ 
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early intervention or early childhood intervention, and knowledge management or 

information management, finds no explicit guidance about how to coalesce ever-expanding 

amounts of information in ways that improve our understanding and ability to identify 

evidence-based and evidence-informed early childhood intervention practices. 

 

 

          Figure 1. Knowledge growth curve for the number of Google Scholar search results 

for early intervention and early childhood intervention citations for twelve 5-year blocks 

between 1960 and 2019. (NOTE. The 2015 to 2019 block was estimated based on the 2010 

to 2017 trends in citations.) Reprinted from Dunst (2018a) pursuant to an open access 

Creative Commons Attribution license.  

 

This chapter includes the author’s thoughts about future directions in early childhood 

intervention based on nearly 50 years of experience as a student, practitioner, and 

researcher in the field. This includes lessons learned from the author’s research and practice 

and that of countless others also interested in improving early childhood intervention 

practices. I organize my comments around five themes: (1) the better use of terminology to 

describe early childhood intervention practices, (2) the use of the “less is more” principle for 

improving practice implementation, (3) the need for practice-based research evidence about 

effective practices, (4) the need to challenge use of non-evidence-based and controversial 

practices, and (5) the use of knowledge management methods in early childhood 
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intervention. My comments are directed primarily to practitioners and students but are also 

applicable to faculty members, researchers, and other professionals interested in promoting 

the use of evidence-informed early childhood intervention practices in a manner consistent 

with the aims and purposes of this volume (Escorcia & Rodrigues, personal communication). 

The better use of terminology is described in terms of the need for consistent use of 

terminology for describing particular types of practices and the need for operational 

definitions of those practices.  The less is more principle refers to practices that include the 

smallest number of key characteristics or active ingredients that have been found to be 

empirically related to optimal child, family, and practitioner benefits and outcomes. The 

need for practice-based research evidence has to do with research findings that directly 

inform improvements in everyday practices. The need to challenge the use of non-evidence-

based practices has to do with theories and contentions that sound like good ideas but 

which are not supported by research findings. The use of systematic knowledge 

management practices pertains to the use of better knowledge management and sharing 

methods, and the dissemination of information that influences the adoption and use of 

evidence-informed early childhood intervention practices. Careful attention to core elements 

of each of these issues are needed, in my opinion, if early childhood intervention is to 

continue to evolve in a manner that results in improved practices and better outcomes for 

children, families, and practitioners. Throughout the chapter, I use evidence-informed early 

childhood intervention performance checklists for different early childhood intervention 

practices to illustrate one way of improving our understanding and use of child-level and 

family-level interventions (Dunst, 2017a, 2017b; Dunst, Hamby, Wilson, Espe-Sherwindt, & 

Nelson, 2017). 

Clarifying Our Terminology 

 

The terminology used in any field, on the one hand, should have the same meaning to 

persons in that field, and on the other hand, should not be confused with the use of the 

same terms in other fields. Terms include words, compound words, or multi-word 

expressions “that have precise meaning in some uses or in particular…[fields] or 

professions” (Merriam-Webster, 2016) . Ramey and Ramey (1998) noted, however, that 

“The terminology of early intervention is far from precise or standardized” (p. 110).  

 

The terms early intervention, natural environments, and family-centered, germane to this 

volume and used widely in the published literature, are often misunderstood and confused 

with the use of the same terms in other fields. This is especially the case for the term early 

intervention which is used in the healthcare and mental health fields to mean intervention 

practices that have nothing to do with young children and their families (e.g., Corwin, 1996; 

Haahtela, Selroos, & O'Byrne, 2015). There is, in fact, a journal titled Early Intervention in 

Psychiatry (Wiley) that has not published a single paper about infants, toddlers, or 

preschoolers since the inception of the journal. 

  

The term natural environment as well is also used in other fields to mean something 

completely different from how it is used in early childhood intervention (e.g., Goudie, 2019; 

Hansen, 2018). The same is the case for the term family-centered where there have been 

different interpretations of the term (e.g., Friesen & Koroloff, 1990; Hutchinson & Nelson, 
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1985; Roberts & Magrab, 1991). Advances in what we do as a field will more likely occur by 

the use of more precise terminology to describe different kinds of intervention practices.  

 

Since the beginning of contemporary interest in early childhood intervention, the terms 

infant stimulation (Bronfenbrenner, 1968), infant education (Painter, 1968), early 

stimulation (Caldwell, Bradley, & Elardo, 1975), early enrichment (Weikart & Lambie, 1970), 

and early intervention (Bronfenbrenner, 1974) have been used interchangeably to refer to 

interventions with young children with identified disabilities or children at-risk for poor 

outcomes due to environmental or biological factors. The term early intervention became 

the preferred descriptor in the mid-1970s as evidenced by Google Scholar and ProQuest 

Central citation search results, but for the reasons given above, can be confused with how 

the term is used in other fields. It would be more precise if we used the more descriptive 

term early childhood intervention (ECI) rather than early intervention to describe 

interventions with young children and their families. The term also should be qualified with 

language such as ECI with birth to 6-year-old children with disabilities or developmental 

delays and their families. This makes it much more explicit what our work is all about, and 

especially when communicating with practitioners in other fields also working with young 

children and their families who use the term early intervention to refer to other types of 

practices.  

 

Although the term natural environment first appeared in the ECI literature in the 1970s 

(e.g., Kaiser & Hayden, 1977; Uzgiris, 1977), the term began to be widely used following 

the inclusion of the term in Part H of the Education of the Handicapped Act (1986). The 

term, however, has long been used to mean all living and nonliving things occurring 

naturally on earth (Natural Environment Research Council, 1971), and the interactions and 

impact inhabitants have on the environment and the impacts natural environments have on 

inhabitants (e.g., Calogiuri & Chroni, 2014; Goudie, 2019).  

 

A better term is natural learning environments and the settings and activities in those 

environments where young children acquire everyday, functional behavior (Dunst & Raab, 

2004). There is, however, a need to distinguish between everyday activities where child 

learning occurs and implementing ECI in those settings (Dunst, Bruder, Trivette, & Hamby, 

2005; Fjortoft, 2001). This is the case because the use of everyday activities as sources of 

child learning opportunities, rather than settings where ECI is practiced, is associated with 

more positive child and family outcomes (Dunst, Bruder, Trivette, & Hamby, 2006; Dunst, 

Trivette, Hamby, & Bruder, 2006). 

  

The term family-centered, despite its widespread use in the ECI literature, continues to be 

poorly understood and used (see e.g., Allen & Petr, 1998; King & Chiarello, 2014). Epley et 

al. (2010) noted that “exactly what family-centered practice means…remains unclear” (p. 

269). Our field would be better served by explicit use of qualifiers whenever the term is 

used (e.g., family-centered capacity-building practices) together with a definition or 

description of the meaning of the term (see Espe-Sherwindt, this volume). The particular 

types of family-centered practices that are the focus of intervention ought to be ones where 

research findings indicate that specific kinds of practices are related to child, parent, and 

family outcomes (Dempsey & Keen, 2008; Dunst & Espe-Sherwindt, 2016; Dunst, Trivette, 
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& Hamby, 2007, 2008; Rosenbaum, King, Law, King, & Evans, 1998). This should be the 

case for other ECI practices as well (e.g., Blauw-Hospers & Hadders-Algra, 2007; Dunst, 

2016; Dunst, 2017b; S. L. Ramey & Ramey, 1999). 

 

In addition to more precise use of terminology in ECI, there is also a need for consistent use 

of the same terms to refer to the same type of practice. As part of a content analysis of the 

DEC recommended practices (Division for Early Childhood, 2014), I found that different 

terminology was used to (presumably) describe similar practices and practice characteristics 

(Dunst, 2018a). For example, the terms natural consequences; explicit feedback and 

consequences; and respond contingently; seemed to be used interchangeably (but 

inconsistently) to refer to reinforcement of child behavior. The terms respond contingently 

and respond intentionally as well seemed to be used interchangeably to refer to 

reinforcement provided in response to child production of specific kinds of child responses. 

The use of different terms to refer to the same practices serves to confuse rather than 

facilitate common understanding and use of the terms (Cabré, 1999). 

 

There is also a need to be more specific when new terminology is introduced to ECI. Two 

such terms are mindfulness (Castellano, this volume) and mindful parenting (Townshend, 

Jordan, Stephenson, & Tsey, 2016). As part of a review of the evidence base for parent-

child interaction practices, I found, for example, that the term mindful parenting is used in 

quite different ways, which again can only be confusing to practitioners and can likely lead 

to misuse of the practice. 

  

Another term that is often used to describe different practices is coaching (see e.g., Elek & 

Page, 2018; Kemp & Turnbull, 2014). McWilliam (2015) noted that coaching “has become 

so popular that many variations in the definition [of the term] have arisen. ‘Coaching’ is 

now like ‘family-centered’ and ‘evidence-based.’ Something everyone says they do” (p. 35). 

This is the case, to a large degree, by the fact that we have not been more specific in terms 

of explicating what constitutes coaching practices in ECI and which practice characteristics 

are supported by research evidence. 

 

Better terminology is, however, only a first step. Different ECI terms need operational 

definitions or descriptions. A practice-based operational definition is a statement of the 

procedures or steps a practitioner uses to implement a practice in a consistent manner. 

There is a need for better operational definitions of ECI practices so that practitioners know 

exactly what a term means when used to describe a practice. As part of the development of 

evidence-informed ECI performance checklists, for example, different practices were 

operationalized in terms of behavior indicators that have been found to be empirically 

related to outcomes of interest, where the indicators on a checklist, taken together, 

operationally define a particular kind of ECI practice (Dunst, 2017a). 

 

Less is More Principle 

 

Elmore (1979-1980) once noted that “one can demonstrate without much trouble that any 

policy will fail, simply by counting the number of discrete clearances and decisions, 

assigning a probability to each, and multiplying them seriatum” (p. 608). Similarly, Carroll 
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et al. (2007) stated that “There is evidence that it is easier to achieve high fidelity of simple 

rather than complex interventions…because there are fewer response barriers when [an 

intervention] is simple” (p. 5). Both of these statements call for the “less is more” principle 

(Halpern & Hakel, 2003; Hertwig & Todd, 2003), and the contention that the likelihood of 

any intervention practice being used as intended is dependent on the fewest number of 

steps, components, or elements that have empirically been found to have intended 

outcomes. 

  

As ECI knowledge continues to grow, there will be an increased need to discern from that 

knowledge the practice characteristics that matter most in terms of obtaining desired 

outcomes. As noted by Bronfenbrenner (1992, 1999), any experience, learning opportunity, 

or intervention, whether planned or naturally occurring, can be investigated in terms of 

pivotal features, core elements, key characteristics, or active ingredients, where certain 

characteristics prove more important than others as correlates or determinants of behavior 

and development. The characteristics that prove most important then become the 

intervention practices that are used to affect desired change. But how many characteristics 

are too many? 

 

Research on memory and information processing indicates that most individuals can retain 

between 5 and 9 bits of information about a particular activity or episode (Crowder, 2015; 

Miller, 1956; Riccio, Rabinowitz, & Axelrod, 1994), and that when one is asked to remember 

more information, it is best to organize (chunk) it around common themes (Gobet et al., 

2001; Mathy & Feldman, 2012). This has been found to be especially important in terms of 

the everyday, real-world use of information as part of knowledge application (e.g., Peters, 

Dieckmann, Dixon, Hibbard, & Mertz, 2007; Schwartz, 2014). The less is more principle, for 

example, was used to develop the ECI performance checklists described above (Dunst, 

2017a), where a checklist includes an operational statement about the purpose of a 

practice, and only between 6 and 9 behavior indicators of the practice. 

  

Findings from a number of studies indicate that the less is more principle has special 

relevance for ECI. Dauch et al. (2018) compared toddlers’ play with 4 or 6 toys, and found 

that play with four toys was associated with a greater variety and duration of play. 

Björklund (2014), in a study of infant and toddler use of material differing in size and 

manipulative features, found that material with fewer features was associated with more 

teacher-afforded child learning opportunities.  

 

The strongest evidence for the less is more principle comes from a research synthesis of 

intervention studies of caregiver sensitivity and child attachment (Bakermans-Kranenburg, 

van IJzendoorn, & Juffer, 2003). These investigators examined the effects of seven different 

practices or combinations of practices and found that interventions that focused specifically 

on enhancing caregiver sensitivity were more effective than those focusing on more 

complex practices and especially the combinations of practices.  

 

I paraphrase Elmore (1979-1980) by concluding that one can demonstrate without much 

trouble that any ECI practice will not be implemented with fidelity if the number of steps 

that make up the practice surpasses the amount of information that needs to be 
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remembered. I also note that complex interventions, and those including an excessive 

number of steps, need to be organized into different subsets of practices if they are going to 

be implemented as intended. Gawande (2009), in his book, The Checklist Manifesto: How to 

Get Things Right, stated that as any field accumulates more and more knowledge about 

effective practices, “the volume and complexity of what we know exceeds an individual’s 

ability to deliver its benefits correctly, safely, or reliably” (p. 13).  

  

Need for Practice-Based Research Evidence 

 

There have been increased calls for practice-based research evidence in a number of fields 

(e.g., Barkham & Mellor-Clark, 2003; Crooke & Olswang, 2015; L. W. Green, 2008) 

including early childhood intervention (Strain, 2018). The term is used to refer to research 

findings that can be used to inform improvements in day-to-day practices where the 

practices have been found to be empirically related to outcomes of interest (Dunst, 2016). 

There are also calls for research syntheses of practice-based evidence “to determine which 

research-based practices are supported by a sufficient number of research studies…that 

merit [practitioners’] trust that the practice works” (Cook, Smith, & Tankersley, 2012, p. 

497). 

  

Some years ago at the Research and Training Center on Early Childhood Development, my 

staff and I engaged in an advanced program of applied research to identify ECI practices to 

improve child and family outcomes. One major activity of the Center was to conduct 

research syntheses to identify evidence-based practices. At the time the activities at the 

Center were initiated, the Cochrane Collaborative (1999) called for “preparing, maintaining, 

and ensuring the accessibility of systematic reviews of the effects of health care 

interventions” (p. 3). Systematic reviews of randomized clinical trials were considered the 

best sources of research evidence for determining if Practice A was more effective than 

Business as Usual or was more effective than Practice B for claiming a practice was an 

evidence-based practice. We conducted a few Cochrane-type reviews of ECI practices and 

determined that these types of reviews did not yield results that informed improvements in 

everyday practice. This was the case because these types of reviews did not result in 

evidence about which characteristics or active ingredients of a practice should be used to 

improve everyday ECI practices.  

 

After considering a number of different approaches to analyzing research evidence in terms 

of implications for practice, we proposed an operational definition of evidence-based 

practices where different characteristics of intervention practices are related to the 

outcomes of interventions (Dunst, Trivette, & Cutspec, 2007), and where practice-based 

research syntheses are the means for establishing characteristics-consequence relationships 

where these relationships have been replicated in different studies by different investigators 

(Francis, 2012; Jasny, Chin, Chong, & Vignieri, 2011). Practice-based research syntheses 

differ from other types of research reviews by a focus on unpacking and disentangling an 

intervention practice to identify the particular practice characteristics that matter most in 

terms of explaining outcomes of interest (Dunst, 2016). Those characteristics in turn are 

used to inform the adoption and use of evidence-based and evidence-informed ECI 

practices. 
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At about the same time we were developing the methodology for conducting practice-based 

research syntheses, a number of other investigators were calling for similar approaches to 

practice-based research (e.g., Barkham & Mellor-Clark, 2003; Crooke & Olswang, 2015; L. 

W. Green, 2008). The ECI field would be better served in terms of identifying evidence-

based and evidence-informed practices by using practice-based research synthesis methods 

for synthesizing research findings. Strain (2018) recently stated that “We desperately need 

practice-based evidence…to obliterate the gulf between what we know to be efficacious 

practices and everyday practices” (p. 108). Practice-based research syntheses are at least 

one way in which research evidence can be used to identify, among a host of possible active 

ingredients, those key characteristics that ought to be emphasized as part of everyday ECI 

practices.  

 

Questioning the Use of Non-Evidenced-Based Practices 

 

Complementary, alternative, and controversial practices and therapies are increasingly used 

with young children with disabilities and developmental delays (Dunn, 2008; McWilliam, 

1999). McWilliam (1999) noted that practices such as patterning, craniosacral therapy, and 

neurodevelopmental therapy, to mention just a few, are controversial because they have no 

sound evidence for their effectiveness (see e.g., Humphries, 2007; Masiello & Pace, 2007; 

Rolandelli & Dunst, 2007) and because proponents often include claims of curing a child’s 

condition. I add to these practices “glitz theories” and why they should be questioned and 

therefore avoided. Glitz theories have enticing appeal but include both untenable assertions 

and untested claims.  

 

When I was a director of an ECI program, more often than I would have liked, my staff 

would attend a conference presentation or workshop and get introduced to a practice that 

they found seductive and argued that we should be using the practice with the children or 

families in our program despite the fact that there was no evidence for the practice and that 

claims about the practice sounded too good to be true. Perhaps even more problematic was 

the fact that staff were so convinced by the presenters and instructors that the practice 

worked that it often distracted from having staff adhere to our strengths-based, family-

centered approach to working with children and their parents. I came to call these 

distractions glitz theories because they heightened staff’s attraction and excitement about 

the practices. 

 

One such practice was Reiki therapy (e.g., J. Green, 2018). According to proponents of this 

practice, practitioners place their hands just above a person’s body or lightly on the body to 

extract harmful energies or to instill positive energies, which is purported to have healing 

benefits. Staff wanted to use the practice on children with cerebral palsy as a means to 

loosen tight muscles and on children who were (presumably) overly active to relax them. On 

the one hand, the premises of Reiki therapy sound like pseudoscience, and on the other 

hand, this practice has not been systematically investigated with young children with or 

without disabilities or delays.  
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There are many reasons why parents choose to use controversial practices with their 

children, or practitioners are able to convince parents to use the practices (see Dunn, 

2008). As noted by McWilliam (1999), “A parent’s job is to have hope and [controversial] 

practices offer hope” (p. 185). In my own experience, when a practice isn’t or doesn’t seem 

to be working with a child, parents want to or are willing to try something else. 

Practitioners, and especially professionals new to ECI, need to have a working knowledge of 

practices that are supported and not supported by research evidence in order to be able to 

provide parents with practice-based research information so they can make informed 

choices about which practices they use or want practitioners to use with their children.  

 

Knowledge Management in Early Childhood Intervention 

 

There is a growing need for methods and procedures to manage the exponential explosion 

of information about ECI. As noted earlier, with the exception of a paper by Robinowicz and 

Ray (2018), there are few systematic efforts in ECI to manage knowledge growth, and the 

field has reached the point where keeping pace with ever expanding ECI information is 

almost impossible for any ECI practitioner. 

 

As part of efforts to develop evidence-informed ECI performance checklists and practice 

guides, I borrowed and adapted concepts and practices from a discipline called knowledge 

management and sharing (Asrar-ul-Haq & Anwar, 2016; Huysman & de Wit, 2002) in order 

to take large amounts of ECI research evidence and use that evidence to inform selection or 

development of performance checklist indicators (Dunst, 2018c). This open-access 

monograph includes a description of one way that knowledge management concepts and 

practices can be used to examine research evidence for ECI practices (Dunst, 2017b) and 

use practice-based research knowledge to inform performance checklist and practice guide 

development. 

  

Terminology in the knowledge management field includes terms such as knowledge 

capturing (Janus, 2016), knowledge harvesting (Berwick, 1996), knowledge translation 

(Bennett & Jessani, 2011), knowledge packaging (Ardimento, Baldassarre, Cimitile, & 

Visaggio, 2009), and knowledge sharing (Huysman & de Wit, 2002), where each of these 

terms have been operationally defined (see e.g., Graham et al., 2006; Janus, 2016). Both 

Graham et al. (2006) and Janus (2016) also describe models for how different knowledge 

management and sharing practices are related. These models, as well as others (e.g., 

Bennett & Jessani, 2011; Sudsawad, 2007), were found helpful for developing a framework 

for use in ECI (Dunst, 2018b). 

 

Figure 2 shows the model that was used as part of the development of evidence-informed 

performance checklists and practice guides, and the flow of activity between the core 

elements in the model. Knowledge harvesting was done in terms of identification of 

practice-based research syntheses of ECI and related practices. Knowledge synthesis was 

done in terms of which systematic reviews and meta-analyses included studies of evidence-

based characteristics-consequence relationships. Knowledge translation was done in terms 

of using evidence about the most important active ingredients and key characteristics of 

different kinds of ECI practices to identify or develop evidence-informed checklist indicators. 
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Knowledge packaging was done in terms of how the checklists and practice guides were 

written and formatted. Knowledge sharing was and is being done in terms of broad-based 

dissemination of the checklists and practice guides by taking advantage of the World Wide 

Web as a knowledge sharing platform. Each of these are briefly described to illustrate one 

approach to knowledge management in ECI. Note that the core elements in the Figure 2 

model are interrelated and overlap rather than being independent activities. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

          Figure 2. Model and framework for knowledge management and sharing of 

evidence-informed early childhood intervention performance checklists and practice guides.  

 

Knowledge harvesting involved the systematic identification of different kinds of research 

syntheses of particular types of ECI practices, and if not available for any one practice, 

research studies of the practices. This included literature searches, searches of an EndNote 

library maintained by my Institute, and the pursuit of other sources of evidence. Located 

reviews were examined for practice-outcome data, and those including relevant practice-

based evidence were examined to identify which key characteristics of the practices were 

related to which outcomes. Graham et al. (2006) described this process as knowledge 

funneling, and noted that “As knowledge moves through the funnel, it becomes more 

distilled and refined and presumably more useful to [practitioners]…. Another analogy would 

be to think of the research being sifted through filters at each phase so that, in the end, 

only the most valid and useful knowledge is left” (p. 18). 

 

The key characteristics of practices that “stood out” as most important were used to identify 

or develop performance checklist indicators. Checklist indicators are behavioral statements 

about one key characteristic or active ingredient of a practice, and taken together, 

operationally define particular types of practices which can be expected to have intended 

benefits and outcomes. The indicators, in turn, were used as the basis for preparing practice 
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guides where the practice guides “bring to life” the checklist indicators using everyday, real-

life examples. 

 

The ways in which knowledge is packaged matter a great deal if products are to be useful to 

practitioners and other end-users. Both the checklists and practice guides were prepared in 

the same formats to facilitate understanding, learning, memory, recall, and performance 

(Crowder, 2015; Schwartz, 2014). Product design research and principles were also used to 

inform the preparation of the checklists and practice guides (e.g., Lohr & Gall, 2008). As 

noted by Lidwell, Holden and Butler (2003), the usability of any product, including written 

text, is more ‘learnable when similar parts are expressed in similar ways. Consistency 

enables people to efficiently transfer knowledge to new contexts [and] learn new things 

quickly” (p. 56). 

  

The final core component is knowledge sharing which is done primarily through web-based 

dissemination but also through more conventional channels (presentations, publications, 

etc.). Both the checklists and practice guides were prepared at the Early Childhood 

Technical Assistance Center and are freely available at http://ectacenter.org. There are both 

practitioner and family practice guides. There is also a Selection Tool for the Performance 

Checklists and Practice Guides that uses a decision-making process to help practitioners 

identify both checklists and practices for specific needs and purposes.  

 

Conclusion 

 

This chapter included the author’s thoughts about future directions and considerations in 

ECI. The five themes I described are by no means the only issues that need to be 

considered if future advances are to be made in our field. Others as well have called for 

attention to other ECI issues as part of making continued advances in research and practice 

(Bruder, 2010; Groark, Eidelman, Maude, & Kaczmarek, 2011; Guralnick, 2005; Hamilton, 

Roach, & Riley, 2003; McWilliam, 2015; Moore, 2012). The reader is referred to Giné, 

Grάcia, Vilaseca, and Garcia-Die (2006; 2004) and Serrano, Mas, Canadas, and Giné (2017) 

for discussions of considerations specific to Portugal and Spain. 

  

Taking stock of our theories, models, and practices at different times is not only needed but 

necessary if improvements in ECI are to continue. As once noted by Foster, Berger, and 

McLean, (1981) “Good ideas should be commended and if they work should be adopted. 

Even exceptional ideas, however, should be reviewed periodically to see whether the 

premises under which they were adopted still hold true and their influence is still positive” 

(p. 55). Forty years later, this is still sage advice.  

 

Reflecting on my own thoughts and advice, I can summarize what I have suggested by 

saying that we should base our interventions on practice-based evidence and that we need 

to use better knowledge management of that evidence if we seriously want to bridge the 

knowledge gap. We also need to avoid the trap that it takes 10 to 20 years to put research 

into practice. The research foundations for evidence-informed ECI practices is extensive and 

highly informative (Dunst, 2017b). We need to do a better job of translating that evidence 

into usable and effective practices.  

http://ectacenter.org/
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