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Abstract
This study conducts a systematic literature review to explore active learning in the HighScope Curriculum with in early childhood education. It has three core purposes. The first purpose is to clarify how the HighScope Curriculum facilitates active learning while it addresses children’s individual differences, and this part focuses on teachers’ adaptive strategies for “Plan-Do-Review” process. The second purpose is to identify gaps in research on the association between HighScope’s short-term impacts and its long-term developmental outcomes. The third purpose is to provide theoretical references for the theory of active learning and practical guidance for optimizing the HighScope Curriculum. 

This study adopts an interpretive paradigm and a literature-based methodology, which is a systematic review. It retrieves literature from several databases, including Google Scholar, ERIC, university library digital resources, ResearchGate, JSTOR, and Taylor & Francis e-Books. When retrieving, it uses search term like “HighScope curriculun” and “active learning”. The study prioritizes pee-reviewed journal articles, key book chapters, and articles that were published in the past 10 years. It also includes foundational text on HighScope. To analyze the collected data, the study uses document analysis and thematic analysis, and it organizes the literature through a literature matrix to ensure the rigor of the research.

The finding of this study is that existing research identifies scaffolding as teachers’ core strategy for supporting children’s learning differences, though its intensity differs by educational setting. Therefore, it constructs a two-dimensional coding model (cognitive & language; social-emotional & attention) to address scattered strategies lacking a systematic framework. HighScope’s long-term impact research has interrelated "Temporal Short-Term Focus" and "Conceptual narrowness," it also neglects lifelong learning literacy assessment, and the former gap hinder evaluating the latter. This study shares consensus with existing research, but diverges in the explanations of specific phenomena. Additionally, teachers’ strategy divergences are context-adaptive choices, economic or academic indicators cannot replace lifelong learning literacy for HighScope’s long-term value measurement.
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[bookmark: _Toc212671948]1.1 Background
Early childhood education serves as the essential cornerstone of lifelong learning, shaping children’s cognitive, social and emotional development (Miller & Pound, 2011), as emphasized in the United Nations’ Sustainable Development Goal 4, quality early childhood development, care and pre-primary education are essential for ensuring that children are ready for primary education. (United Nations, 2023). In recent decades, the global education community has increasingly emphasized child-centered pedagogies, recognizing that active participation in learning processes fosters children’s initiative, problem-solving abilities, and intrinsic motivation are more effectively than traditional teacher-directed models (Cade et al., 2022). Among the many mature child-centered approaches, the HighScope Curriculum stands out for its empirically based framework, which centers on active learning, intentional teaching strategies, and constructs a daily routine that combines structure with flexibility. (Wiltshire, 2018)

The HighScope Curriculum was developed in the 1960s by David Weikart. It has emerged as a significant approach in early childhood education. It is based on the principles of active learning, where children learn through direct experiences with materials, people, and ideas (French, 2012; Wiltshire, 2018). The HighScope approach has its roots in the Perry Preschool Project, which aimed to improve the life chances of children from disadvantaged backgrounds (Wiltshire, 2018). Long-term research on the project showed that children who participated in the HighScope program had better academic, social, and economic outcomes in adulthood (Schweinhart et al., 1999 as cited in French, 2012). This success has led to the widespread adoption of the HighScope Curriculum globally, with its influence extending to various countries and cultural contexts. However, despite its global recognition, the HighScope Curriculum still faces challenges in adapting to diverse educational contexts and supporting individual learning needs. These are key gaps this study aims to address.
[bookmark: _Toc212671949]1.2 Rationale for the study
From a practical perspective, the HighScope Curriculum is widely used around the world, with active learning as its core principle, children learn through direct experiences with materials, people, and ideas (French, 2012; Wiltshire, 2018). However, teachers often struggle to adjust the curriculum’s core "Plan-Do-Review" process to meet children’s different needs in cognitive development, language ability, and social-emotional skills (Christopher, 2021). This study focuses on active learning in HighScope by sorting out how teachers can adapt "Plan-Do-Review" to support individual differences. By clarifying effective strategies for personalizing the curriculum, it can directly help teachers better understand the concept of active learning and how to inspire children’s initiative in learning to improve their teaching practice, making HighScope more inclusive and fair, and better serve all children.

From a theoretical perspective, most existing studies on HighScope only focus on its short-term effects on preschoolers (French, 2012). and these short-term skill gains should lead the foundation for long-term development since the core goal of early childhood education is to foster lifelong competencies. Some scholars (Wiltshire, 2018) have noted the significance of HighScope’s long-term impacts, such as academic resilience and creative thinking, but few studies have systematically verified these effects, with only scattered research (Christopher, 2021) providing preliminary evidence. Thus, research on HighScope’s long-term influences remains to be systematically explored through literature review. To address this gap, this study will synthesize and evaluate existing empirical evidence on these long-term impacts, focusing on whether the short-term abilities cultivated by HighScope can transformed into long-term and sustained achievements. This synthesis will help clarify the boundaries of child-centered curriculum theory by delineate how well HighScope, a typical practice model of this theory, demonstrate an empirical connection between short-term skills and long-term achievements, and identify aspects that lack sufficient empirical support, which will further guide subsequent in-depth empirical studies on HighScope's long-term effects.

Therefore, this research is not only helpful for solving practical teaching problems of HighScope but also contributes to the theoretical development of early childhood education curricula, so it has important practical and theoretical value.
[bookmark: _Toc212671950]1.3 Research Purpose & Questions
[bookmark: _Toc212671951]1.3.1 Research Purpose
This study conducts a comprehensive literature review to explore active learning in the HighScope Curriculum within early childhood education. The review will systematically synthesize existing research, with a dual focus on how teachers’ adaptive strategies for "Plan-Do-Review" process facilitates children’s active learning, while addressing children’s individual differences in the same time, and the underexplored areas and gaps in the existing research regarding the association between its short-term impacts and long-term developmental outcomes. This review aims to provide theoretical references for enriching the theory of active learning and child-centered curriculum by clarifying the theoretical mechanism through teacher support adapts to individual differences within “Plan-Do-review” framework, as well as offer practical guidance for optimizing HighScope’s practices how teachers can promote adaptive strategies to better support divers learners and identify gap in the association between short-trem impacts and long-trem developmental outcomes, which can directions for future research to deepen understanding of curriculum’s sustained effects.


This study examines how the HighScope Curriculum facilitates active learning while responding young children’s individual differences to fulfill its first research purpose. It will focus on how teachers’ supportive strategies to help children learn in ways that match their different learning styles, abilities, and interests. These supportive strategies are not implemented in isolation, but rooted in HighScope’s core operational framework, which is an approach that makes the curriculum widely used in early years settings and is known for its child-centred focus. HighScope’s “Plan-Do-Review” process serves as the primary platform for teachers to put these adaptive strategies into practice. This process encourages children to make choices, carry out activities, and reflect on their experience, while also allowing teacher to adjust their support based on individual differences. This study will systematically sort through existing literature to identify how teachers adapt this process to support children’s active learning. It will also summarize the empirical evidence of effective teacher strategies in promoting children’s active learning engagement and autonomous development. 

This study first clarifies how adaptive strategies support active learning, and then takes this analysis as a foundation to address its second research purpose, identifying underexplored areas and gaps in existing research regarding the association between HighScope’s short-term impacts and its long-term developmental outcomes. This study will review the existing literature to clarify the current state of research on these long-term outcomes, with a focus on whether existing literature have systematically linked them to the short-term active learning. The aim is to distinguish between what has been sufficiently explored and what remains under-investigated. These gaps are important because they prevent educators and researchers from confirming whether HighScope’s short-term benfits for active learning can translate into sustained developmental advantages as children grow. Without addressing these gaps, it is difficult to fully evaluate the curriculum’s long-term vale and provide evidence-based guidance for optimizing its implementation. This clarification is essential for providing clear direction for future research.
[bookmark: _Toc212671952]1.3.2 Research Questions
This study to explore the two core dimensions outlined in the research purpose, teacher support for individual differences and research gaps in long-term impacts. This study will address the following two core research questions based on a systematic literature review:

1. How do teachers support individual differences in children’s active learning within the HighScope curriculum, according to existing literature?

2. What gaps exist in the literature regarding the association between HighScope’s short-term active learning impacts and its long-term developmental outcomes, and why are these gaps important?

[bookmark: _Toc212671953]1.4 Research Objectives 
The study defines the following specific objectives to achieve its research purpose and address the core research questions, with each objective is closely linked to the research goals through clear actions and methods:

The first objective focuses on understand the structure of active learning in the HighScope Curriculum and teachers’ guiding roles through a systematic literature review. It involves Systematically review key literature on the HighScope Curriculum to clarify how its active learning framework is structured, with a specific focus on the "Plan-Do-Review" process, and to identify the core roles teachers play in guiding, supporting, and extending children’s active learning in real classroom contexts.

The second objective centers on synthesize how teachers adapt HighScope practices to support children’s individual differences by analyzing existing research evidence. It requires analyze and synthesize evidence from existing studies to summarize the specific strategies teachers use within the HighScope Curriculum to address diverse individual learning needs, including differences in cognitive development, language proficiency, attention span, and social-emotional skills.

Basing on the above analysis of active learning structure and teacher strategies, the third objective aim to identify gaps in the literature regarding the association between HighScope’s short-term active learning impacts and its long-term developmental outcomes through a critical assessment of relevant research. It requires critically assess literature on HighScope’s developmental impacts to pinpoint specific gaps in research on long-term outcomes, focusing on what remains unknown about how these early active learning experiences influence children’s development beyond the preschool stage, and clarifying why these gaps matter to both curriculum practices and future research.

The fourth and the final objective involves acquiring targeted recommendations for HighScope practice and future research through synthesizing the study’s key findings. It draw on the insights gained from the above-mentioned goals, propose practical and actionable suggestions to optimize the implementation of HighScope and provide a clear direction for future research.
[bookmark: _Toc212671954]1.5 structure of my study
This paper is structured to systematically address the research aims through five integrated chapters:

Chapter One serves as the Introduction. This chapter starts with an overview of the research background, emphasizing the importance of active learning in early childhood education and the widespread application of the HighScope Curriculum. And then elaborates on the rationale for the study, clarifying the research gaps in the existing literature and the practical significance of this study. Subsequently, it clearly presents the research purpose, research questions and specific research objectives to define the scope and focus about this literature review. Finally, this chapter introduces the overall structure of the paper to guide readers.

Chapter Two is Literature Review. This chapter presents a comprehensive and systematic review of the literature pertaining to the HighScope Curriculum and its implementation of active learning. The review is structured to progress from foundational concepts to specific applications and critical analysis. It begins by establishing the methodological framework that guides the literature synthesis, including search strategies, analytical methods, and quality assurance measures. Subsequently, it examines the theoretical foundations of active learning and its relationship to child-centered education principles. The chapter then details the HighScope Curriculum itself—its origins, core principles, and the structural implementation of active learning through the "Plan-Do-Review" cycle, with a specific focus on the teacher's role. Building on this foundation, the review synthesizes empirical findings on how HighScope teachers adapt their practices to support children's individual differences, spanning cognitive, linguistic, social-emotional, and attentional needs. The discussion then shifts to a critical analysis of the curriculum's documented outcomes, highlighting a predominant focus on short-term impacts in existing research and identifying significant gaps in the evidence base concerning long-term developmental effects. The chapter concludes by summarizing the key findings, underscoring the theoretical and practical limitations of the current literature, and clarifying the research gaps that this study aims to address.

Chapter Three is the Discussion. This chapter systematically discusses the key findings from the literature review. Firstly, it interprets the emerging core Thesis: one is the specific strategies teachers use to support individual differences in HighScope settings, the other is the systematic characteristics of long-term outcomes that constrain the current evidence on HighScope. Then, it compares these findings with other existing studies, analyzing where there are consensus and divergence in relevant research. Finally, it summarizes the theoretical and practical implications of these discussions, laying a foundation for the subsequent parts of the paper.

Chapter Four presents the Conclusion and Recommendations. This chapter summarizes the core conclusions of the entire study, retelling the key insights into HighScope’s active learning, its short-term and long-term impacts, and the effective teacher strategies.

[bookmark: _Toc212671955]Chapter 2 Literature Review
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The core value of early childhood education (ECE) lies in cultivating children’s lifelong learning capabilities. Active learning is a pedagogical approach centered on children’s initiative and agency, which has consequently become a key focus of ECE research and practice. The HighScope Curriculum, with its explicit emphasis on active learning, stands out as a globally influential ECE framework. However, two critical research gaps remain unaddressed: a lack of systematic synthesis regarding how teachers support individual differences within its active learning processes, and insufficient clarity on the connections between its short-term impacts and long-term developmental outcomes.

This chapter aims to address these gaps through a structured literature review. First, Section 2.2 will detail the methodological design, including literature search strategies, analytical methods, and quality assurance measures, to ensure the rigor and reliability of the subsequent findings. Section 2.3 will then establish the theoretical foundation of active learning by defining its core principles and linking it to child-centered curriculum theory, thereby laying the conceptual basis for analyzing the HighScope model.

Section 2.4 will conduct a detailed of the HighScope Curriculum itself by exploring its origins, core educational principles, and the structure of its active learning practices, with a specific focus on teacher roles due to their direct relevance to supporting individual differences. Base on this foundation, Section 2.5 will systematically synthesize existing literature to answer the first research question: how teachers adapt their practices to address children’s cognitive, linguistic, social-emotional, and attentional differences within HighScope’s active learning environment.

Section 2.6 will then address the second research question by examining the prevailing focus on short-term outcomes in HighScope research, identifying specific gaps in studies on long-term impacts, and explaining the academic significance of addressing these gaps. Finally, Section 2.7 will summarize the key findings of the review, clarify unresolved issues, and lay the groundwork for future research directions on active learning within the HighScope Curriculum.
[bookmark: _Toc212671957]2.2 Introduction to Literature Review Methodology
This study adopts a literature-based research methodology to explore how the HighScope Curriculum supports active learning in early childhood education, with a specific focus on how individual learning differences are addressed, as well as the gaps in the literature concerning the long-term outcomes of such active learning and why these gaps hold academic and practical value. These focus areas align directly with two research questions guiding this study. Given the study's interpretive nature, which draws on Matias's (2021) conception of interpretive research as seeking to understand the meanings, contexts, and lived experiences embedded in educational practices, the methodology is particularly suited to examining why HighScope's active learning principles support diverse children and how teachers implement different strategies within its framework, as well as why specific gaps persist in research on long-term outcomes. 

This interpretive approach enables critical engagement with existing academic work to generate new interpretations and identify knowledge gaps, which aligns with the study’s goal of synthesizing insights from published research as highlighted by Snyder (2019), who emphasizes that systematic literature reviews require pre-defined protocols to minimize bias and enhance replicability. Furthermore, the methodology responds Newman and Gough’s (2020) emphasis on systematic literature reviews as a rigorous, context-sensitive approach for educational research, which ensures systematic literature screening and analysis while adapting findings to specific educational contexts.

It is particularly suitable given the inquiry’s interpretive nature, which focus on why HighScope’s active learning principle support diverse children and how teachers implement different strategies within HighScope framework, as well as why gaps exist in research on its long-term outcomes. Therefore, aligning with both this interpretive focus and the adoption of literature-based research (including systematic review), the study prioritizes understanding these HighScope-specific educational practices through analyzing published sources rather than generating new empirical data. This methodology choice is consistent with the interpretive paradigm, as it allows for deep engagement with existing contextual understating and avoids the positivist assumptions that often underline direct empirical observation.

Guided by an interpretive paradigm, the study examines how meaning is constructed around active learning and individual difference support in the HighScope context by analyzing texts, ideas, and practices within their real educational frameworks. Matias (2021) argues that alignment between review methodology and paradigm is often underdeveloped in curriculum research. He points out that this underdevelopment typically indicates two key ways: researchers either neglect to clearly articulate their paradigmatic foundations or fail to align these foundational assumptions with the methodological approaches they adopt. Matia (2021) further notes that interpretive paradigms reject the pursuit of universal, decontextualized conclusions, instead focusing on how educational concepts (e.g., “active learning” in HighScope) are understood and implement in practice, matching the study’s objective of interpreting teacher strategies for individual differences. Unlike positivist approaches, interpretive paradigms allow for deeper exploration for teacher support practices, drawing on qualitative and mixed-methods insights from the literature (Miller & Pound, 2011).

In practice, the methodology will follow two core steps. First, systematic literature collection is conducted from three key academic databases to ensure comprehensiveness and relvance. Google Scholar is included for its broad coverage of both peer-reviewed and foundational texts, while ERIC (Education Resources Information Center) is selected as the premier database for education-specific research, ensuring access to seminal HighScope studies (e.g., Epstein & Schweinhart, 2018; Schweinhart & Weikart, 1999). University library digital resources are also utilized, as they provide access to specialized early childhood education (ECE) journals (e.g., Early Years, referenced in Murray, 2014) and unpublished articles (e.g., Christopher, 2021) that offer detailed analyses of classroom practice. Additionally, ResearchGate is used to access preprints and academic working papers, while JSTOR and Taylor & Francis e-Books are included to retrieve classic theoretical literature and specialized e-book chapters on early childhood education and the HighScope Curriculum—further enhancing the comprehensiveness of literature sources.Moreover, using search terms like “HighScope curriculum,” “active learning,” “Plan-Do-Review,” and “individual learning needs in early childhood education.” Literature selection will prioritize peer-reviewed journal articles, key book chapters, and reputable articles published in the past 10 years to refect current practice, while including foundational texts (e.g., Hohmann & Weikart, 1995) are included to contextualize the HighScope model’s development. 

Secondly, data management and coding ensure reliability. All selected literature were organized through a literature matrix (tracking themes, author perspectives, and methodologies), with relevant data extracted through document analysis (Bowen, 2009) to identify patterns. Initial codes are developed deductively based on the study’s research questions (e.g., “teacher strategies for cognitive differences,” “long-term impact gaps”) to keep analysis focused, while inductive codes are added to capture unexpected but relevant patterns, which are consistent with Braun & Clarke’s (2023) guidance on flexible and rigorous thematic analysis.

To sum up, to ensure the rigor and comprehensiveness of this literature review, the research followed a structured three-step process: literature search strategy, literature analysis method, and literature quality assurance. 
[bookmark: _Toc212671958]2.2.1 Literature Search Strategy
The literature search was designed to comprehensively capture research on the HighScope curriculum, active learning, and individual difference support, while balancing breadth and relevance to prevent both the inclusion of excessive irrelevant literature and the exclusion of critical relevant studies.

The study implemented this strategy by executing searches across the multiple academic databases and platforms identified earlier, which included Google Scholar, ERIC, university library digital portals, ResearchGate, JSTOR, and Taylor & Francis eBooks. This diversified approach guaranteed comprehensive coverage and minimized potential biases related to source selection.

The research questions directly guided the search's targeted strategy, which utilized key terms including "HighScope curriculum," "active learning," "Plan-Do-Review," and "individual learning needs in early childhood education." These terms were applied both individually and in various combinations to refine the results and secure their direct relevance to the investigation.

In term of literature selection, the criteria prioritize recency and rigor. Peer-reviewed journal key book chapters, and reputable articles published in the past 10 years (2015–2025) are prioritized to reflect current practice (e.g., Cade’s (2023) study on child-centered pedagogy for children with special needs, Zeng et al.’s (2025) research on teachers’ curriculum competence). Foundational texts (e.g., Piaget’s (1952) work on cognitive development, Vygotsky’s (1978) theory of the zone of proximal development) are retained to contextualize the theoretical underpinnings of HighScope’s active learning model, ensuring the search strategy balances contemporary relevance and theoretical depth.

A two-stage screening process was employed to refine the initial literature pool. The Initial Screening involved reviewing titles and abstracts to exclude irrelevant studies, such as those focusing on primary school curricula, non-HighScope active learning models, or ECE settings not implementing HighScope’s core framework. This stage reduced the initial pool by approximately 60%, consistent with typical systematic review screening rates (Snyder, 2019). Subsequently, Full-text screening followed, where remaining texts were assessed for alignment with the review’s focus. Specifically, whether they addressed teacher strategies for individual differences in HighScope settings (e.g., Holt, 2010, on adapting HighScope practice) or the curriculum’s impact outcomes (short-term or long-term, such as Wakabayashi et al., 2025, on parent engagement in the Perry Preschool Project). Reasons for exclusion at this stage (e.g., “focus on non-HighScope active learning”) were documented to ensure transparency, a key requirement for systematic review rigor (Snyder, 2019).
[bookmark: _Toc212671959]2.2.2 Literature Analysis Method
Guided by the study’s interpretive paradigm (Matias, 2021), the literature analysis combines document analysis (Bowen, 2009) and thematic analysis (Braun & Clarke, 2023) to systematically extract, organize, and interpret data, with a focus on constructing meaning around HighScope’s support for active learning and individual differences.

The selection of these methods is particularly appropriate for a literature-based study. Document analysis provides the foundational framework for treating published literature as empirical data, enabling systematic evaluation and synthesis of existing research (Bowen, 2009). This approach is especially suitable as it allows for the critical examination of academic texts as primary sources, avoiding the need for new data collection. Thematic analysis complements this process by offering a flexible yet rigorous framework for identifying, analyzing, and reporting patterns across the documented literature (Braun & Clarke, 2023). Its value lies in its capacity to handle diverse textual materials while maintaining theoretical flexibility, making it well-suited for understanding complex educational concepts within their respective contexts.

This methodological combination proves particularly advantageous for addressing the study's research questions. The document analysis ensures comprehensive coverage and systematic organization of existing literature, while the thematic analysis facilitates deep interpretation of emerging patterns. This dual approach allows for both focused examination of predetermined themes and responsiveness to unexpected insights from the literature.

Firstly, data extraction and organization are structured using a literature matrix, which tracks key information across sources: author and publication year, theoretical framework (e.g., whether a study draws on Bandura’s (1977) self-efficacy theory or Mishra’s (2023) constructivist analysis), research methodology (qualitative, quantitative, or mixed-methods—such as Cade et al.’s (2022) multi-case study or Herman & Rusmayadi’s (2018) quantitative analysis of Plan-Do-Review), core findings (e.g., Cahya Dewi’s (2021) insights on individual differences in early childhood, Pakarinen & Kikas’ (2019) comparison of child-centered vs. teacher-directed practices), and relevance to the study’s objectives (e.g., alignment with exploring HighScope’s long-term conceptual narrownesss or teacher strategies for diverse learners). This matrix ensures systematic tracking of themes and avoids fragmented analysis, as recommended by Bowen (2009) for rigorous document-based research.

Secondly, thematic coding follows a flexible, two-stage approach to balance focus and adaptability. One is Deductive codes, which are initially developed based on the study’s research questions to support the analysis. For examples, include “teacher strategies for cognitive differences” (informed by Ayers et al.’s (2013) work on assessing individual needs), “long-term impact gaps” (addressed in Schweinhart & Weikart’s (1999) early findings and Wakabayashi et al.’s (2025) recent parent engagement research), and “active learning implementation barriers” (explored in Christopher’s (2021) article). The other is Inductive codes, which are then added to capture unexpected but relevant patterns—such as “scaffolding for individual differences” (derived from Carranza-Pinedo & Diprossimo’s (2025) study on scaffolding in ECE) or “self-efficacy as a mediator of curriculum competence” (from Zeng et al.’s (2025) research)—ensuring the analysis remains responsive to the literature’s nuances, as advised by Braun & Clarke (2023) for rigorous thematic inquiry.

This comprehensive analytical approach enables deep contextual understanding of the literature. Throughout the analysis, emphasis is placed on contextual interpretation (Matias, 2021) rather than objective data aggregation. For example, when analyzing studies on active learning (e.g., Lord et al.’s (2012) comparison of active learning environments, Wright’s (2015) Routledge text on active learning), the focus is on how HighScope’s specific implementation (e.g., Plan-Do-Review, child-centered pedagogy) aligns with or differs from broader active learning frameworks, and how these differences address (or fail to address) individual learning needs. This approach ensures the analysis reflects the interpretive paradigm’s priority of understanding meaning within real educational contexts, rather than pursuing universal conclusions.
[bookmark: _Toc212671960]2.2.3 Literature Quality Assurance
This study implemented a rigorous quality assurance process to maintain the review’s academic integrity through the literature review. Given the specific focus on HighScope’s active learning and teacher support for individual differences. Strict inclusion and exclusion standard were applied, and potential biases were mitigated through transparent selection processes. A fundamental aspect of this quality assurance was that these standards were defined before screening, no waiting until after the screening to make up reasons for why we picked some studies and not others. This is a key rule to make sure a systemic review is done carefully and reliably (Snyder, 2019).

The Inclusion Standard were designed to ensure the literature corpus remained relevant, rigorous, and aligned with the study’s objectives. At the first time, sources were required to be published in peer-reviewed journals (e.g., Early Years, Cogent Education) or as authoritative book chapters (e.g., Epstein & Schweinhart, 2018 in Springer International Handbooks of Education), guaranteeing rigorous peer scrutiny of HighScope-related research.Secondly, all the sources had to focused explicitly on the HighScope curriculum, with direct relevance to active learning or individual difference support—a non-negotiable requirement to avoid diluting the review’s focus, for example, It is meant to stop studies that only mention HighScope in passing. Thirdly, sources needed to included either empirical data (e.g., Christopher’s (2021) survey of educator challenges, Cade et al.’s (2022) multi-case study) or rigorous theoretical analysis (e.g., Margolis’ (2020) application of the zone of proximal development to HighScope’s teacher scaffolding), both types are critical to interpreting “how teachers support diversity” and “what research gaps exist.” and “what research gaps exist,” as empirical data provides practice-based evidence and theoretical work contextualizes it within broader and deep ECE frameworks (Miller & Pound, 2011). Finally, Foundational texts (e.g., Hohmann & Weikart, 1995) defined the HighScope model, even if older than the 2010–2024 time range, because these lay the theoretical groundwork for understanding the curriculum’s active learning framework.

Complementing these Inclusion criteria, explicit Exclusion Standard further refined the corpus. The process eliminated sources that lack of rigor or relevance, including purely descriptive texts without empirical or theoretical grounding (e.g., blog posts, non-research-based curriculum guides), as these lack the rigor needed to support claims about teacher strategies or research gaps (Snyder, 2019). Sencondly, studies focusing on HighScope in non-early childhood settings (e.g., primary or secondary education), since the review’s scope is limited to early childhood education.

The application of these quality assurance measures resulted in a carefully selected literature corpus. After screening against these standards, a total of 44 sources were included (consistent with the provided literature corpus), consisting of 22 peer-reviewed journal articles, 8 book chapters/ebooks (e.g., Miller & Pound, 2011; Wiltshire, 2018), 3 article/theses (e.g., Christopher, 2021; Johnaon, 2025), 1 authoritative practice report (Delgado et al., 2018), 1 policy document (United Nations, 2023), 2 preprints (Wakabayashi et al., 2025; Zeng et al., 2025), and 7 methodological/theoretical foundational texts (e.g., Piaget, 1952; Snyder, 2019). This corpus balances empirical research (verifying teacher practices), theoretical analysis (contextualizing HighScope), and methodological guidance (ensuring review rigor)—all directly supporting the review’s goals of analyzing HighScope’s active learning support and identifying individual difference research gaps. 
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Following the rigorous methodological procedures detailed in the preceding sections, which established a systematic framework for literature identification and analysis. This review now turns to its substantive theoretical foundation. The subsequent analytical structure, which progresses from core concepts to practical applications. Its designed intention is to build a comprehensive argument framework. This progression begins by establishing the theoretical principles of active learning that strengthen child-centered education, then examines how these principles are institutionalized within the HighScope Curriculum's framework. Establishing this theoretical and contextual groundwork is essential because it provides the necessary conceptual framework for interpreting empirical evidence. This foundational understanding subsequently enables a systematic synthesis of findings regarding teacher strategies for individual differences and permits a critical evaluation of the persistent gaps in long-term impact research. The logical architecture of this review, which moves from established knowledge to identified deficiencies, ensures that each section collectively constructs the evidence base required to address the study's research questions with scholarly rigor.
[bookmark: _Toc212671962]2.3.1 Definition and Core Principles of Active Learning
Active learning, as defined by Wright (2015), is a learner-centered instructional approach that emphasizes the active construction of knowledge through hands-on engagement, reflection, and social interaction, rather than passively acquire information. Its core principles rooted in Piaget’s (1952) constructivist theory of cognitive development, which highlight that children build understanding by interacting with their environment and assimilating new experiences into existing mental frameworks. Vygotsky’s (1978) sociocultural theory further underscores the role of social interaction and guided learning in active learning, emphasizing that cognitive growth occurs within the "Zone of Proximal Development" (ZPD) through scaffolded support (Margolis, 2020).

Miller and Pound (2011) delineated three foundational principles supporting active learning in early childhood: the intrinsic motivation of learners to explore and discover, the contextual nature of learning is realized through meaningful real-world experiences, and reflection plays an indispensable role in deepening understanding, which is shown in cyclical pedagogical approaches like HighScope’s “Plan-Do-Review” (Herman & Rusmayadi, 2018). Additionally, Levine and Munsch (2022) highlighted that active learning prioritizes higher-order thinking skills, including problem-solving, critical analysis, and decision-making, who argue that these skills establish the foundation for children’s lifelong learning.

However, the theoretical foundation of active learning extends beyond developmental psychology into the realm of educational philosophy, most deeply link to the work of John Dewey. Dewey's philosophy provides a coherent epistemological foundation for why active engagement is essential to learning. He posited that education is not a preparation for life but is life itself, grounded in genuine experience (Dewey, 1938, as cited in Sulistiawati, 2024). For an experience to be truly be education, it must possess two core principles: interaction and continuity. Interaction refers to the interaction between the individual and their environment, where the learner not only exert an influence on the environment but also are influenced by it, which leads to a change in their understanding. This aligns directly with Piaget's constructivism but frames it as a continuous, dynamic process. Continuity means that every experience will draw certain elements from previous experiences and modifies the quality of subsequent experiences, thereby creating a continuous chain of learning (Sulistiawati, 2024). This principle underscores the importance of Miller and Pound's (2011) emphasis on reflection, as it is through reflection that the continuity of experience is made conscious and purposeful.

Dewey's concept of "learning through occupations" further operationalizes active learning. He did not mean vocational training, but rather "continuous activities with a purpose" that engage students in holistic, real-world tasks (Quay et al., 2022). This approach was conceived by Quij et al. (2022) as a dynamic integrated model of "Existence - Doing - Knowing", which goes beyond the simple "hands-on" activities. In this framework, “Doing” represents the real and specific actions and practices; “Knowing” is the understanding and knowledge developed through those actions; “Existence” is the development of identity and character as a learner and community member. This triad ensures that active learning is not merely a methodological tool but a process of holistic human development, which is directly supporting Levine and Munsch's (2022) assertion that active learning builds the foundation for lifelong learning by shaping the learner's identity.

Despite active learning with strong theoretical support, itself also has been suffered critical examination. Lombardi et al. (2021) labelled active learning as a "curious construct" in a comprehensive review, because its definition in educational practice and research is often broad, fuzzy, and inconsistently applied. They argued that although this term is widely used to describe any non-passive teaching method, this imprecise expression might hidden the truly effective teaching approaches. This critical perspective is crucial for solidly theoretical foundation. It suggests that simply "doing an activity" does not automatically constitute high-quality active learning. Instead, the effectiveness depends on the careful implementation of its core principles: whether the activity promotes genuine cognitive engagement (constructivism), whether facilitates social co-construction of knowledge (sociocultural theory), whether they are rooted in a purposeful and continuous experience (Deweyan philosophy), and whether they include structured reflection. Therefore, a deeply understanding of the theoretical foundations of active learning requires not only necessary to understand its principles, but also to recognize the complexity and precision needed for its successful implementation.
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There is an inherent consensus between active learning and child-centered curriculum theories, as both take young children’s interests, needs, and developmental stages as the key foundations of educational practice. Miller and Pound (2011) noted that both approaches share a core commitment to centering children’s developmental needs in educational design. Similarly, Wright (2015) identified that active learning emphasized child-led exploration. This is consistent with Cade et al. (2022), who defined that child-centered theories should prioritize children’s individual traits to guide practice. These perspectives highlight the alignment between the two.

Pakarinen and Kikas (2019) explored this connection by contrasting child-centered and teacher-directed practices, who found that child-centered approaches grounded in active learning foster early childhood calculation and problem-solving skill more effectively. Beyond cognitive gains, more and more research also links child-centered, active learning environments to the development of crucial socio-emotional competencies. For instance, a study by Hemmeter et al. (2016) demonstrated that learning environments which respect child choice and promote active engagement are associated with reductions negative behaviors and increases in prosocial interactions, as children can learn to negotiate, collaborate, and regulate their emotions within meaningful settings. Zeng et al. (2025) extend this research by identifying a mediating role of teacher self-efficacy: Teacher with a strong child-centered perspective show higher confidence in their curriculum competence and implement active learning more effectively. This mediating mechanism can be theoretically explained by Bandura’s (1977) self-efficacy theory, which defines self-efficacy as an individual’s belief in their ability to successfully complete tasks and achieve goals. This suggests that a firm belief in child-centered philosophy not directly improves child outcomes, but it can also enable teachers to become powerful facilitators for the effective implementation of the learning concepts.

Moreover, the focus on child-centered, active learning curricula also connects to broader educational agendas. Flores et al. (2016) advance this connection by developing an Early Learning Guidelines Toolkit to translate child-centered, active learning principles into practice. Though not explicitly referencing global frameworks, their emphasis on inclusive, quality early education aligns with UNESCO’s SDG 4 (United Nations, 2015), which prioritizes inclusive, lifelong learning-focused education. Their analysis of national policy integration further helps link SDG 4’s global goals to local practice and strengthens the link between active learning, child-centered theory, and global educational agendas.
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The HighScope curriculum emerged in the 1960s, David P. Weikart and his colleagues created it as part of the Perry Preschool Project to support the long-term development of disadvantaged children. Later, Hohmann and Weikart (1995) formalizing its defining “active learning” philosophy, which remains the core educational principle. It is explicitly based on active learning, aiming to foster children's independence, decision-making skills and social competencies (Epstein and Schwennhart, 2018).

Child-centered active learning requires specific curriculum design for effective implementation, and the HighScope curriculum provides a well-established reference framework through its clear core principles. Wiltshire (2018) identifies five key principles that collectively build a practical framework for this learning approach: active learning ensures children’s central role in the learning process by centering on hands-on exploration and reflection, and it directly embodies the "child as learner" core of child-centered theory; positive adult-child interactions provide appropriate support as adults communicate respectfully and listen to children’s ideas carefully, while offer "scaffolded help," which keeps a balance between intervention and autonomy that aligns with Murray’s (2014) emphasis on structured freedom; organized learning environments create exploration conditions, because classrooms are divided into distinct interest areas that are stocked with targeted materials, and this setup provides a the foundation for children’s independent learning and peer learning; consistent daily routines balance structure and flexibility as they follow a regular flow while allowing adjustments, which helps children feel secure and provides them with space for exploration driven by curiosity; ongoing assessment connects the curriculum to children’s development as teachers observe daily activities, note progress, and tailor activities to individual needs. This targeted adjustment ensures the curriculum adapts to children rather than the other way around.

These five interrelated principles form a complete, logical system that effectively translates the abstract concept of child-centered active learning into concrete, operable steps. This translation occurs through a carefully designed implementation process where each principle contributes to a cohesive educational experience. The system begins with children's active participation as the core driver of learning, builds upon environmental and relational supports that enable meaningful engagement, and culminates in continuous assessment that ensures developmental appropriateness. This comprehensive approach creates what Flores et al. (2016) describe as a crucial "theory-practice bridge" that demonstrates the importance of practical curriculum tools for promoting high-quality child-centered education.
French (2012) points out that these principles are rooted in the epistemological position that children possess innate learning capacities that develop through structured environmental interactions. This perspective maintains that children are born with cognitive structures that enable them to actively organize and make sense of environmental stimuli. Moreover, these inherent natural learning tendencies require carefully designed social and physical environments to reach their full potential. This philosophical foundation aligns with two classic educational theories: Piagetian constructivism (Jhon, 2025), which argues children build their understanding through hands-on experiences, and Vygotskian sociocultural theory (Vygotsky, 1978), which emphasizes learning through social interactions and scaffolded support. (reflected in HighScope’s emphasis on positive adult-child/peer interactions and scaffolded support).

The principles of ongoing assessment and scaffolded interactions receive firmly theoretical support in the literature as essential mechanisms for addressing individual differences. Epstein & Schweinhart (2018) conceptualize ongoing assessment not merely as periodic evaluation but as a continuous process of pedagogical documentation, where teachers systematically record children's learning processes to inform individualized instructional decisions. Similarly, Hohmann & Weikart (1995) establish scaffolded interactions as the foundation of the adult's role, emphasizing the dynamic adjustment of support based on moment-to-moment observations of children's understanding. This theoretical foundation is further reinforced by contemporary research, such as Zeng et al.'s (2025) findings that teachers' curriculum competence, including assessment and scaffolding skills, both of which significantly modulate the relationship between teachers' self-efficacy and their effective support for different learners. Moreover, Cade's (2023) study on child-centered pedagogy for children with special needs demonstrates how targeted scaffolding strategies within the HighScope framework can effectively address specific learning challenges, providing empirical validation for these core principles.

Though this robust theoretical and empirical foundation, significant gaps emerge in the existing literature when examining the practical implementation of these principles and their long-term impact. While existing literature recognizes "ongoing assessment" and "scaffolded interactions" as primary mechanisms for supporting individual differences, it provides insufficient detail about how teachers specifically put these strategies into practice. This represents a critical gap in understanding the practical application of HighScope's core principles. Furthermore, despite HighScope's origins in the Perry Preschool Project which emphasized sustained developmental outcomes, contemporary research mainly examines short-term instructional effects. This focus creates another significant gap regarding how HighScope's core principles specifically influence children's long-term developmental track.

This literature review addresses these gaps by systematically synthesizing existing evidence to identify both the documented teacher practices for supporting individual differences and the specific limitations in current understanding of long-term impacts. Through this systematic analysis, the review establishes a foundation for answering the core research questions regarding teacher support strategies and the academic significance of existing research gaps.
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The theoretical principles of active learning and child-centered education, as have been established in the prior sections. The HighScope Curriculum has implemented these principles in the most systematic and explicit manner. Although this theoretical framework provides the philosophical rationale for why active learning matters, the HighScope model operationalizes these principles into a concrete, replicable educational educational practice through its distinctive “Plan-Do-Review” cycle. This structured process forms the core mechanism through which children develop autonomy, goal-setting abilities, and executive functions, which directly translating abstract learning theory into observable educational outcomes. The following section examines how this cycle structures active learning experiences, with particular attention to the specific roles teachers play in facilitating each phase of the process.

The structure of active learning in HighScope revolves around the "Plan-Do-Review" cycle. It is a structured core process that empowers children to take ownership of their learning (Herman & Rusmayadi, 2018; Wiltshire, 2018). In this process, children first articulate their intentions for play or exploration during the "Plan" phase. They engage in hands-on activity in the "Do" phase, and teachers observe and support them during this process. Finally, children reflect on their experiences either verbally or through documentation in the "Review" phase. Hohmann and Weikart (1995) note that this process fosters key skills. These skills include children’s autonomy, goal-setting abilities, and executive functions such as planning, self-regulation, and metacognition. All these skills align with HighScope’s principal goal of supporting holistic development, and they are critical for children’s later academic success (Johnaon, 2025).

Supporting this structure are three educational tenets that Epstein and Schweinhart (2018) have clearly outlined support this structure. The first tenet is active learning through hands-on exploration. The second one is adult scaffolding that extends children’s thinking. The third tenet is a focus on Key Developmental Indicators (KDIs) that span cognitive, social, and emotional domains. The implementation of these tents relies heavily on teachers’ scaffolding practices. Margolis (2020) explains that teachers’ scaffolding role aligns with the "zone of proximal development" theory. According to this theory, educators first identify the gap between a child’s current abilities and potential. Then they provide targeted support to bridge that gap, and such support can be modeling skills or offering adaptive materials. A concrete example of this approach comes from Delgado’s (2018) case study, which integrated scaffolding strategies with KIDs. In the study, a HighScope demonstration teacher used visual aids to support non-verbal children and those with language delays in the Plan-Do-Review cycle. These visual aids are a tool aligned with KDIs, and this practice directly advances SDG 4’s focus on equitable participation.
Within this framework, teacher in HighScope play a unique, non-instructive role, Herman and Rusmayadi (2018) observe that teacher act as “facilitators” and “co-learner” in this role (Delgado et al., 2018). From the perspective of early childhood education practices, HighScope teachers do not simply impart knowledge. Instead, they focus on children’s interests, ask open-ended questions to expand children’s thinking, and provide targeted scaffolding support based on each child’s Zone of Proximal Development (ZPD) (Margolis, 2020). The foundational practices for this facilitator role were systematically outlined by Holt (2010) in earlier scholarship, who summarized four key practices for teachers in this role: (1)Setting up a print-rich, organized environment with accessible materials; (2) Carrying out intentional teaching by introducing new concepts or skills through natural interactions; (3) Recording children’s work (e.g., photos or anecdotes) to inform future teaching planning; (4) Collaborating with families to align learning experiences at home and school. Among these practices, the fourth practice was highlighted in Holt’s (2010) early work and has been further supported by Wakabayashi et al. (2025) in their recent empirical research.

However, implementing this ideal teachers’ role faces significant practical challenges. Christopher (2021) points out that this teaching role requires teachers to balance observation and intervention. This balance is widely regarded by educators as a major challenge in the practical application of HighScope, especially when adapting to the diverse needs of children in the classroom. However, the practical challenges of implementing this teacher role go beyond this balance. Margolis (2020) highlights that supporting diverse learners needs teachers to develop adaptive strategies. These learners include non-verbal children or those with language barriers. Visual aids for the Plan-Do-Review cycle are one example of such strategies. Unfortunately, Christopher (2021) also notes that many teachers lack systematic training in this area. Therefore, within the same HighScope program, the expected outcomes often vary between experienced teachers and those with insufficient training. 

Teachers’ insufficient training is a major problem, which is made worse by lack of resources in their schools. Cai (2022) points out that overcrowded classrooms and insufficient learning materials further exacerbate these challenges. When there are 15 or more children for pre teacher, it becomes difficulty to provide individualized scaffolding. It also becomes hard to document each child’s progress, which are Holt (2010) once recommended these two practices. These practices are essential for HighScope curriculum, because scaffolding is the primary mechanism for ensuring learning aligns with each child's developmental level, and documentation provides the essential evidence base for tailoring subsequent interactions. Without these linked practices, the curriculum's cyclical process of plan-do-review loses its capacity for individualized responsiveness.  

The cumulative effect of these barriers, including inadequate training, overcrowding, and scarce materials, which is a systematic departure from HighScope's core educational principles. As a result, many teachers back to the more traditional teacher-directed teaching approach. While most research (e.g., Herman & Rusmayadi, 2018; Christopher, 2021) acknowledges the value of HighScope’s teacher role, some scholars raise critical perspectives. For example, Delgado et al. (2018) argue that the emphasis on "intentional teaching" may inadvertently increase teachers’ workload, as it requires ongoing observation and prompt respond to children’s needs, which cannot be realized in under-resourced preschools.

Despite HighScope theoretical strengths, its faces significant challenge between its ideals and implementation, particularly regarding the Plan-Do-Review cycle and inclusive practices, as reflected in existing research. Firstly, the “Plan-Do-Review” cycle has limitations in inclusivity. As noted by Margolis (2020) and Delgado (n.d.), the cycle relies heavily on children’s verbal expression and sequential reasoning abilities. This creates barriers for non-verbal children or those with weak language development. Even if these children have cognitive or creative capacities, they may not fully participate in the cycle. And then, the cycle raises requirements for teachers to apply. To support diverse learners, teachers need to design adaptive tools on their own, such as visual aids (materials). But Christopher (2021) and Murray (2014) highlight that most teachers lack of formal training in this area. This leads to inconsistent results in adapting the cycle for different children. Lastly, there is a debate about whether the cycle matches young children’s developmental stages. Herman and Rusmayadi (2018) observe that even some typically developing children struggle to connect planning, execution, and review. The cognitive demands of the cycle may be too high for the age group it targets.
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Section 2.4.2 has outlined the basic structure and theoretical vale of HighScope’s Plan-Do-Review (PDR) cycle, its practical implementation relies on teachers’ ability to flexibly adapt this framework to address learners’ individual differences. This ability is a core focus of teacher practices in active learning. From a developmental psychology perspective, Cahya Dewi (2021) highlights that early childhood individual differences span multiple dimensions, including cognitive abilities, language proficiency, motor skills, and learning readiness, and these differences are dynamically shaped by environmental factors (e.g., teacher support). It is crucial that this environment also include the child's cultural and linguistic background, which influences their learning styles, modes of expression, and ways of interacting with the world (Gay, 2018). This theoretical foundation underscores why teachers’ adaptive practices are not just pedagogical choices but necessary responses to the inherent diversity of young learners.

A review of relevant research shows that effective adaptive strategies are not about simplifying content for learners. Instead, they involve building appropriate scaffolding. Meanwhile, they maintain the core principles of active learning, which are autonomy, exploration and reflection. These principles come from constructivist learning theories. Piaget (1952) and Vygotsky (1978) proposed these theories, and they form the philosophical basis of HighScope. Neverthless, a truly child-centered approach must connect by culturally sustaining. Gay (2018, p. 32) defines culturally responsive teaching as "using the cultural knowledge, prior experiences, frames of reference, and performance styles of ethnically diverse students to make learning encounters more relevant to and effective for them." This perspective expands the constructivist concept, which is not enough to match support to a child's cognitive level, teachers should also connect learning to the child's cultural context, thereby making the process of meaning-making more real and powerful.

Mishra (2023) analyzed constructivist pedagogy in early childhood education. He emphasized, “adapting structured learning frameworks to individual needs is not a deviation from core principles but a realization of them”. He explained that the core of constructivism is learning through active meaning-making, which means teachers need to match their support to each child’s unique cognitive level, instead of using a one-size-fits-all model. This view aligns with Wiltshire (2018)’s comprehensive overview of the HighScope approach. In his overview, HighScope’s “flexible adherence to the PDR cycle” is a direct translation of constructivist ideals into practice. He argues that if teachers rigidly follow the cycle’s steps without adaptation, they would contradict HighScope’s child-centered roots. Cade (2023) emphasized that “targeted adaptations to structured cycles like PDR are critical for ensuring inclusivity, particularly for children with language or cognitive differences,” and this view, which highlights the importance of adapting the PDR cycle to all children’s unique developmental characteristics including those of typically developing preschoolers, directly supports the above arguments. Gunn et al. (2020) extend this argument for inclusivity to cultural and linguistic diversity. They found that when teachers intentionally incorporate multicultural literature, music, and props into the learning environment (the "Do" phase), they create a more inclusive space where all children feel represented and capable of full participation. Furthermore, during the "Review" phase, teachers can use culturally familiar communication patterns, such as call-and-response or storytelling, to help children from diverse backgrounds express and reflect on their experiences more effectively.

The process of identifying key individual difference types that most influence teachers’ support practices in HighScope active learning. begins with screening potential dimensions through theoretical frameworks. It is followed by verifying these dimensions’ relevance against HighScope-specific practical requirements. From a theoretical standpoint, HighScope’s constructivist foundation highlights cognitive abilities and language proficiency as particularly critical. This foundation is rooted in Piaget (1952)’s emphasis on cognitive development as a learning driver and Vygotsky (1978)’s focus on language as a meaning-making tool. This aligns with Cahya Dewi (2021)’s identification of these two dimensions as foundational to early childhood differences. They directly determine children’s capacity to engage in the PDR cycle: cognitive abilities enable independent planning, logical problem-solving, and deep reflection. Language proficiency supports articulating plans, peer communication in the “Do” phase, and sharing insights during review. This focus is reinforced by Cade (2023) and Wiltshire (2018). They note that cognitive and language differences are the most prominent barriers to inclusive PDR process. This marks these dimensions as priorities for teacher support.

There are other potential dimensions of individual diversity. The discussion now focuses on how these dimensions impact engagement in HighScope active learning. Social-emotional skills and attention emerge as a set of dimensions with direct relevance to the PDR cycle. This is consistent with Holt (2010)’s guidance, which frames social-emotional competence and attention as prerequisites for meaningful active learning. Kuhl & Quirin (2025)’s research on self-regulation and attention further clarifies this. Individual variations in self-regulation, which is a core social-emotional skill to help children stay focused on planning. They also help children persist through “Do” phase challenges and manage peer interaction emotions. Stable attention ensures children complete the cycle’s sequential steps without distraction. Ayers, Ross & Clarke (2013) also confirm that these differences are common challenges. They require targeted adaptation, as they directly affect whether all children can benefit from HighScope’s model. In contrast, dimensions like motor skills have less direct ties to the PDR cycle’s cognitive and interactive demands. Though they are important for overall development, they are not core individual difference dimensions.

Through this analysis, two key types of individual differences are determined to be most critical for teachers’ support practices. These two key types are cognitive and language differences, and social-emotional and attention differences. They include the primary factors that enable or hinder children’s effective participation in HighScope active learning. The following sections (2.5.1 and 2.5.2) will elaborate on how teachers operationalize these adaptive practices in real-world settings, by two key types of individual differences: cognitive and language differences, as well as social-emotional and attention differences.
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Supporting cognitive and language differences in HighScope active learning requires teachers to differentiate their facilitation strategies while upholding the curriculum's core principles. Ayers et al. (2013) emphasize that assessment is the first step. Teachers must use observational data to identify individual cognitive strengths, such as spatial reasoning, and also identify cognitive weaknesses like cognitive gaps, for instance, the young children will exhibit difficulties with symbolic play, as well as language proficiencies like bilingualism or expressive language delays. This observational data refers to objective records of children’s specific behaviors. For instance, how they solve problems, express their plans or respond to instructions, which teachers collect through daily classroom observations. Kashiya Deve (2021) described this assessment process as "the foundation of practices suitable for children's development", because cognitive and language differences are one of the most prominent individual differences among young children.
For children with cognitive differences, Mishra (2023) recommends adapting the "Plan-Do-Review" cycle. For example, using visual aids (e.g., picture cards) to support planning for children with limited verbal skills, or extending the "Do" phase for children who need more time to process experiences. Building on this, Carranza-Pinedo & Diprossimo (2025) add that such adaptations should be “dynamic”: teachers should gradually reduce scaffolding (e.g., phasing out picture cards) as a child’s cognitive abilities improve, in order to avoid fostering their dependence.

While paying attention to development of cognitive skills, teachers also need to make adaption according to differences in language differences, Cai (2022) highlights integrating multilingual resources in the learning environment is crucial, for instead, providing books in children’s home languages and using non-verbal communication like gestures, facial expressions to support comprehension. Macintyre (2010) adds that teachers can scaffold language development by modeling complex vocabulary during active play, for example, when a child is balancing blocks, the teacher might ask, “You’re balancing the blocks—what happens if you add one more?”, beyond this, teachers can also encourage peer interactions, which provide natural opportunities for language practice. Pakarinen and Kikas (2019) note that child-centered, active learning approaches like HighScope are particularly effective for children with cognitive or language differences, as they allow learning to occur at the child’s pace and through their preferred modalities.

However, there is a crucial balance to strike here. As Miller and Pound (2011) warned over-reliance on teacher-designed scaffolding can be risky and harmful to learners. It may inadvertently weaken learners’ autonomy and spontaneous exploration in HighScope curriculum. Thus, the most skillful teaching practice lies in judging when to offer support and when to step back, allowing and providing opportunity to children to struggle through their own thinking and make breakthroughs. Therefore, scaffolding effectiveness depends on whether teachers view them as a medium to unlock children’s own ideas and discover their potential, rather than just give a tool to impart preset knowledge passively.
[bookmark: _Toc212671969][bookmark: _Hlk212583721]2.5.2 Responding to Social-Emotional and Attention Differences
Addressing social-emotional and attention differences in HighScope active learning requires teachers to prioritize emotional safety and create structured flexible environments. A key dimension of these differences is self-regulation, a capacity where Kuhl and Quirin (2025) identify two distinct orientations: “action-oriented” children who adjust behavior independently to reach goals and “state-oriented” children who struggle with emotional interference and need external support. This distinction helps explain why a one-size-fits-all approach to social-emotional support is ineffective in HighScope classrooms.

For children with social-emotional differences, such as difficulty sharing or managing frustration, Cade (2023) recommends explicitly teaching social skills through guided play. For example, teachers can facilitate a group project where children collaborate to build a structure with blocks, and coach them through conflicts by asking questions like, “How do you think Mia (child’s name) feels when you take the block without asking?” Teachers also use the "Review" phase to reflect on social interactions, helping children recognize their own emotions and those of others. For children who are state-oriented, Kuhl and Quirin (2025) suggest adding “emotion check-ins” during the "Plan" phase; a common example is when teachers ask, “How are you feeling about this activity today?” to help these children anticipate and regulate potential stressors.

While paying attention to development of social-emotional skills, teachers also need to make adjustments according to differences in attention. For example, difficulty sustaining focus, Holt (2010) suggests adapting the environment and routine in three key ways: firstly, creating quiet, low-stimulation spaces for children who need to regulate their attention; secondly, breaking down activities into shorter, manageable segments; thirdly, using high-interest materials like sensory tables to engage and maintain focus. Delgado et al. (2018) emphasize that HighScope’s consistent daily routine provides a sense of security for children with attention differences, while the flexibility of the "Do" phase allows them to transition between activities at their own pace. And Carranza-Pinedo & Diprossimo (2025)’s scaffolding model is particularly relevant, as they note that sensory-based scaffolding for attention differences, such as fidget tools, which must be tailored to a child’s sensory preferences. For example, some children may benefit from soft stress balls, while others find them distracting, which strengthen the need for individualized teacher observation and adaptation. Macintyre (2010) suggest that hands-on, multisensory nature, is more engaging for children with attention challenges than passive instruction, reducing inattentive behavior and increasing participation in active learning. 

Additionally, the specific settings and regular design in the HighScope classroom also provide a framework for supporting Social-Emotional and Attention Differences. Cade et al. (2022)’s multi-case study of child-centered pedagogy highlights how HighScope teachers foster emotional regulation through the "calm-down corner", which allows children to self-regulate during the "Do" phase. This approach aligns with HighScope’s focus on social-emotional learning as essential to active learning and long-term character development. For children with varying attention spans (a common developmental variation), Herman and Rusmayadi (2018) suggest structuring the "Do" phase with short, focused activities and frequent movement breaks, adaptations that fit different attention patterns while keeping children engaged, which ensure children can better engage in the subsequent activities.

Among various strategies for supporting social-emotional and attention, the role of the "Review" phase is worth to in-depth analysis. beacuse its value extends far beyond a simple activity summary, it becoming a core tool for supporting these two key individual variations. When teachers use this phase to acknowledge children’s focused behaviors, as described by Flores et al. (2016), they are doing far more than just managing behavior. They are actively guiding children to engage in "metacognition", thinking about their own thought processes. By helping children connect their actions in the "Do" phase with outcomes in the "Review" phase, teachers are fostering self-awareness and executive function, which advanced mental skills by Johnaon (2025) emphasizes are crucial for future academic success. 

However, not all literature aligns with this view of the "Review" phase as a universal support tool. Lee and Park (2024) argue that for children with severe attention differences, the "Review" phase is often a group activity requiring verbal reflection and can overwhelm children with severe attention differences, as it demands sustained focus and expressive language skills they may not possess. They note that such children may disengage from metacognitive reflection, reducing the phase’s effectiveness. Similarly, Chen (2023) cautions that overemphasizing "action-outcome linkage" in the "Review" phase for socially anxious children might inadvertently increase their self-criticism, especially if they perceive their "Do" phase efforts as "unsuccessful."

These various viewpoints emphasize the need for certain flexibility when applying the "review" stage. It is not a one-size-fits-all tool but requires adaptation, like offering individual reflection time for attention-differenced children or non-verbal prompts such as picture cards for socially anxious ones, to truly support diverse needs. Ultimately, this shapes HighScope’s "Plan-Do-Review" cycle into a dynamic support system, and the "Review" phase helps children link actions to results, placing them at the center of their learning and transforming daily experiences into meaningful lessons when tailored to their unique differences.
[bookmark: _Toc212671970]2.6 Long-Term Impacts of HighScope Active Learning: Research Gaps and Significance
After systematically sorting out the HighScope curriculum framework and the specific paths of teacher practices in supporting individual differences in active learning, the literature review now focus to the research on the effects of HighScope active learning. While existing studies have laid a foundation for understanding its short-term implementation effects, there remains a lack of in-depth discussion on whether these short-term active learning outcomes can translate into long-term developmental benefits for children, which is not only aligns with the "long-term impact gaps" but also helps further contextualize the practical value of teacher support for “individual differences” by linking it to long-term developmental goals.
[bookmark: _Toc212671971]2.6.1 Focus on Short-Term Outcomes in Existing Research
Existing research on HighScope active learning has predominantly focused on short-term developmental outcomes, particularly in the preschool years. For example, Herman and Rusmayadi (2018) extend this by showing that the "Plan-Do-Review" cycle enhances early science capabilities, such as observation and prediction in kindergarten children. Cai (2022) further finds that HighScope active learning positively impacts early literacy and numeracy skills, with children demonstrating higher levels of letter recognition and counting proficiency compared to peers in teacher-directed programs. As noted, French (2012) synthesizes evidence that participation in HighScope associate with gains in problem-solving skills and peer interaction, which emphasis on immediate developmental gains. But, Schweinhart and Weikart (1999) document early gains from the Perry Preschool Project, including improved cognitive skills, social competence, and school readiness. Notably, this study tracked participants into their 40s but findings limited to a single, historically specific individual, whose generalizability in today’s diverse society demands cautious consideration.

This concentration on short-term outcomes is not accidental. As Epstein and Schweinhart (2018) note that much of this research centers on immediate academic and social outcomes such as standardized test scores or teacher-rated behavior within the first 1–3 years of participation. Christopher (2021) attributes this focus to practical constraints. Evaluating short-term effects of components like the "Plan-Do-Review" sequence on young children’s skills is methodologically honest, requires fewer resources, and aligns with policymakers’ priorities for measurable results like school readiness, which makes it more likely to satisfy funders. Beyond practice pressures, this focus also reflects a long-term feature of instrumental rationality within the field, a propensity to quantify educational value into measurable, short-term cognitive and behavioral metrics to demonstrate return on investment (Miller & Pound, 2011).

Even as research dimensions broaden, the short-term still persists. Recent studies, such as Wakabayashi et al.’s (2025) conducted an in-depth analysis of parental engagement and Johnaon’s (2025) exploration of higher-order thinking skills linked to HighScope participation. Nevertheless, these studies are still confined to the timeframe of early childhood. This effectively highlights a deeper limitation of existing research. The research is largely restricted to the immediate period when the intervention is implemented and fails to adequately track the delayed emergence and long-term evolution of educational impacts. The processes are inherently characterized as “slow” in early childhood development. Snyder (2019) has already been proposed this critique in literature reviews, arguing that the narrow focus on short-term outcomes overlooks the long-term and transformative potential of HighScope’s active learning approach.
[bookmark: _Toc212671972]2.6.2 Gaps in Long-Term Research and Their Academic Value
Despite the Perry Preschool Project’s made a contribution that HighScope participants showed long-term benefits such as higher high school graduation rates and lower crime rates, Schweinhart & Weikart (1999) highlight a significant gap in contemporary long-term research on HighScope active learning. Epstein and Schweinhart (2018) note that most follow-up studies end in elementary school, and few track outcomes into adolescence or adulthood. Additionally, existing long-term research often focuses on socioeconomically disadvantaged populations, which leaves gaps in understanding how HighScope impacts children from diverse backgrounds such as middle-class families and children with special needs over time.

Another critical gap is the lack of research on the long-term impacts of teacher practices in HighScope. While studies like Johnson (2025) link HighScope’s active learning to higher-level mental skills in early childhood, no recent research explores how these skills persist into secondary education or the workforce. Herman & Rusmayadi (2018) suggests that active learning fosters lifelong learning dispositions, but researchers have not specifically studied this in the context of HighScope. The current research gaps directly point to the unfulfilled, while theoretically promised long-term value of the HighScope curriculum. These gaps are not merely about "whether it works," but more crucially about "how it sustains its effectiveness" and "under what conditions it works."

There are still three areas that have not been fully studied which further exacerbate these disparities, and each of these areas holds significant academic importance.

To start with, the lack of research on "academic resilience" undermines HighScope’s ability to engage in dialogue with contemporary learning theories. In this context, the core meaning of "Academic Resilience" is the inherent ability of children, after they entering primary school to apply the active learning skills which developed in early childhood to adapt to new and more challenging learning environments and effectively cope with academic pressure. HighScope emphasizes children’s initiative and key developmental experiences, which align with Vygotsky’s concept of the "Zone of Proximal Development," particularly the idea of adults scaffolding children’s learning (Margolis, 2020). However, existing research rarely tracks on how the active learning capacities fostered during early childhood translate into the intrinsic resilience required to adapt to new academic challenges, such as children will face more structured instructional environments and exam pressure when they entering primary school. This resilience defined as the ability to adapt to new learning contexts and manage academic stress, serves as a critical bridge connecting early experiences to lifelong learning.

Next, neglect of "lifelong learning dispositions" noted an unresolved core question in the curriculum’s philosophy. One of HighScope’s final goals is to cultivate "lifelong learners" (Epstein & Schweinhart, 2018). Its design aims to inspire intrinsic curiosity, persistence, and reflective abilities. but if research end at the preschool stage, we cannot determine whether these dispositions are brief behavioral manifestations or have been internalized as stable personality traits. From a critical theory perspective (Matias, 2021), uncritically assuming that an educational approach automatically produces enduring "excellent qualities" may overlook the powerful shaping influence of subsequent structural factors, such as formal school education, family, and social environments. Thus, the lack of long-term studies prevents us from clarifying the true significance of early education in an individual’s long developmental track.

Finally, the shortage of data on cultural applicability exposes the potential Western-centered limitations of its theoretical model. Cai’s (2022) research in the Chinese context offers a valuable perspective on HighScope’s non-Western application, but the absence of long-term data leaves its conclusions speculative. The HighScope places great emphasis on children’s autonomy and freedom of choice, which may conflict with the collectivist cultural values that prioritize interdependence and respect for authority (Christopher, 2021). Meanwhile, What are the long-term implications of such cultural differences? Does the active learning model strengthen these tensions, or can it successfully integrate with local cultures to generate unique positive outcomes? Addressing these questions is not only practically significant but also crucial for testing and enriching the universality of the HighScope curriculum.
[bookmark: _Toc212671973]2.7 Conclusion 
This literature review has established the theoretical, practical, and empirical foundations of active learning within the HighScope curriculum. At the beginning, by situating active learning in constructivist and sociocultural theory, highlighting its consistency with the child-centered curriculum principles, which place emphasis on children's autonomy and developmental needs. And then, the review examined HighScope’s origins, core principles, and structured "Plan-Do-Review" cycle, emphasizing the teacher’s role as a facilitator of active learning. It further explored how teachers adapt HighScope to support individual differences in cognitive, language, social-emotional, and attention domains, drawing on strategies like differentiation, scaffolding, and environmental adaptation.

Crucially, the review identified a significant gap in existing research. It is an overemphasis on short-term outcomes, with limited exploration of HighScope’s long-term impacts on children’s development, particularly across diverse populations and in relation to lifelong learning skills. Addressing these gaps is not only academically valuable but also practically relevant, as it can provide guidance for curriculum improvement, teacher training, and education policy. By building on the strengths of HighScope’s active learning framework and addressing its research limitations, educators and researchers can better utilize the curriculum to support equitable, high-quality early childhood education that prepares children for lifelong success.





[bookmark: _Toc212671974]Chapter 3 Discussion
[bookmark: _Toc212671975]3.1 Introduction
This chapter aims to systematically discuss the findings derived from the systematic literature review, guided by the thematic analysis method proposed by Braun & Clarke (2023). Through an iterative process of reading, coding, and interpretation, the analysis generated two central theses that are interpreted in the following sections and build upon the foundation laid in Section 2.5 & 2.6. The chapter first presents these theses to directly answer how teachers support individual differences and what long-term impact gaps exist. And then contrasts these findings with existing literature to clarify points of consensus and divergence, thereby validating the rationality of the identified theses and gaps. Finally, by synthesizing these insights, the chapter provides a comprehensive response to the research questions and establishes a basis for the subsequent discussion of implications in Chapter 4.
[bookmark: _Toc212671976]3.2 Discussion of Thesis 1: Teacher Strategies for Supporting Individual Differences in HighScope
A central challenge identified in the existing literature is the fragmented understanding of how HighScope teachers support individual differences. As Wiltshire (2018) notes, while the HighScope approach champions active learning, it provides limited systematic guidance on implementing differentiated support, leading to unsystematic and isolated teaching strategies in practice.

The early research area reflects this challenge, characterised by studies that offer valuable but isolated strategies segmented across developmental domains. For instance, some scholars focused on cognitive and language adaptations, such as Christopher's (2021) work on task simplification or Cai's (2022) and Macintyre's (2010) explorations of multilingual resources and play-based language scaffolding. Similarly, research in the social-emotional domain, including Cade et al. (2022) on calm-down corners and Herman & Rusmayadi (2018) on short-focused activities, identified effective but context-specific strategies. Although these studies are of great significance, this series of work collectively underscored an important gap: the absence of a unified framework for holistically supporting the child.

In response to this gap, a discernible shift in the literature emerged, steering the research agenda toward integration and theoretical consolidation. Scholars began seeking unifying principles to connect disparate practices. The work of Delgado (2018) on visual aids, alongside Mishra (2023) and Carranza-Pinedo & Diprossimo's (2025) concept of "dynamic scaffolding," exemplifies this shift. Their contributions moved beyond introducing new techniques, instead proposing coordinating principles for support. These integrative efforts found robust theoretical grounding in Vygotsky's zone of proximal development, particularly through the lens of contextually responsive scaffolding as emphasized by Margolis (2020) and Bodrova & Leong (2024). This synergy between emerging practical principles and established theory marked a significant evolution in the field's understanding, affirming that supporting individual differences requires a coherent, multi-faceted approach.

However, the movement toward more systematic support, as documented in the literature, itself unveiled a new and critical tension. Miller & Pound (2011) aptly cautioned against over-reliance on scaffolding, a concern that echoes the child-centered autonomy principle central to HighScope (Epstein & Schweinhart, 2018; Hohmann & Weikart, 1995). This scholarly debate clearly elucidates the fundamental dilemma at the heart of the first research question: How can educators provide consistent, structured support without undermining the child-initiated learning that is the cornerstone of the HighScope philosophy?

Based on these sequential developments within the body of literature, this study proposes a cohesive, dual-dimensional framework to answer the question of how teachers can effectively support individual differences. The first dimension addresses cognitive and language needs by systemising strategies, such as task simplification, tactile materials, and dynamic scaffolding into a coordinated sequence. This process is initiated through the observation and assessment by teachers. The second dimension focuses on socio-emotional and attentional needs by embedding strategies like calm-down corners and short-focused activities directly into the "Plan-Do-Review" cycle. By organizing support in this way, the framework provides a systematic and actionable model for teachers, which can ensure that interventions are both evidence-traceable and contextually rooted, at the same time, its structure also preserves child-centered approach by making support responsive and situational. Therefore, this analysis establishes that teacher support in HighScope is not a collection of fragmented tactics, but can be understood as an integrated system that strategically balances targeted intervention with foundational pedagogical principles, thereby fully addressing the first research question.
[bookmark: _Toc212671977]3.3 Discussion of Thesis 2: characteristics of Long-Term Impact Gaps in HighScope Active Learning
The foundational challenge in evaluating HighScope's long-term efficacy was established by seminal work such as the Perry Preschool Project (Schweinhart & Weikart, 1999). Confronted with the need to prove the sustainable value of early childhood intervention, these researchers pioneered a powerful approach, who defined long-term success through objective, macroeconomic indicators like adult employment and income. This solution is of pioneering significance, providing compelling and quantifiable evidence that early education is a worthy investment for society, and thereby establishing the dominant paradigm in this field.

This initial model had a significant impact on the subsequent research directions, leading to the formation of two major research branches. One strand of research embraced this focus on measurable outcomes but applied it to the short-term, investigating gains within the preschool years. Studies like French (2012), which tracked thinking skills over six months, and Johnaon (2025), which followed children until kindergarten, all reflect this research focus. Their work effectively documented the curriculum's ability to produce immediate, measurable gains in cognitive and academic competencies. Another strand continued the effort to track these measurable outcomes into adulthood.

However, a crucial contradiction emerges, when these two research approaches, which focus on short-term competencies and other focus on long-term socioeconomic outcomes, are comprehensively examined. While evidence exists for both immediate gains in skills like problem-solving (French, 2012; Johnaon, 2025) and later-life advantages in employment and income (Schweinhart & Weikart, 1999), the developmental processes that connect them remain unobserved. As Reynolds & Temple (2019) explicitly argue, the almost complete absence of long-term tracking into primary and secondary school creates a severe evidential gap. This gap, which this thesis terms the Temporal Short-Term Focus, undermines the developmental tracking. It makes it impossible to determine the sustainability of early advantages or to identify the mechanisms through which they might translate into later outcomes, thereby fundamentally undermining the claim of "laying a foundation for lifelong learning" (Hohmann & Weikart, 1995).

This temporal gap has been further exacerbated by another more profound contradiction, namely, the conflict between the dominant research metrics and the curriculum's core philosophy. The HighScope approach, centered on the "Plan-Do-Review" cycle, is inherently designed to foster intrinsic qualities like curiosity, self-directed learning, and academic resilience (Hohmann & Weikart, 1995). Therefore, it is necessary to distinguish these foundational learning dispositions from the academic skills they may ultimately support. But, the research paradigm, inherited from its predecessors and systematically overlooks these outcomes in favor of academic and economic metrics. This creates a critical misalignment: we assess whether this process of cultivating lifelong learners is successful by measuring a number of distinct indicators. This Conceptual Narrowness ensures that even if a study like the 50-year follow-up by Baulos et al. (2024) tracks outcomes over time, it may be looking for the wrong evidence of success, resulting in an incomplete and potentially misleading outcomes.

In summary, this study identifies the core problem not as a mere lack of data, but as a systematic dual discontinuity in the evidence chain. The Temporal Short-Term Focus and Conceptual Narrowness are not isolated flaws but are interconnected parts of a vicious cycle that prevents a valid assessment of HighScope's long-term impact. The temporal gap prevents us from seeing if effects last, while the conceptual gap ensures we wouldn't fully recognize the most meaningful effects even if we saw them. Therefore, the primary contribution of this analysis is to move beyond listing individual gaps and to propose this coherent, dual-framework for understanding the overarching flaw in the research landscape, thereby providing a clear and systematic answer to the second research question.
[bookmark: _Toc212671978]3.4 Addressing Gaps: Contrasting Findings with Existing Literature
Based on the detailed discussion in section 3.2 & 3.3. This section synthesizes how the study’s core findings converse the existing literature. It highlights points of consensus to establish validity and explaining points of divergence to clarify this study's unique contributions of Thesis 1& 2, demonstrating how they address specific gaps and synthesize fragmented debates within the field.

In relation to the first thesis on teacher strategies, the findings of this study both align with and advance existing knowledge. There is a strong consensus in the literature that the teacher's role in HighScope is one of scaffolding to guide, respect and encourage child-initiated learning (Margolis, 2020; Hohmann & Weikart, 1995). All the individual strategies identified in the coded literature from Christopher's (2021) task simplification to Delgado's (2018) visual aids and Cade et al.'s (2022) calm-down corners are recognized manifestations of this guiding principle. This consensus validates the individual components that constitute the findings of this study.

However, this study does not only list isolated strategies, by resolving a key divergence in the literature regarding scaffolding intensity. Existing research presents a tension between, on one hand, providing substantial support to ensure equity for children with special needs (e.g., Christopher, 2021) and, on the other, minimizing intervention to preserve child autonomy (e.g., Delgado, 2018). This divergence often attributed to differing research contexts (e.g., inclusive vs. general settings), has previously led to a fragmented and seemingly contradictory understanding of practice.

This study's primary contribution is to address this fragmentation by proposing a cohesive and dual-dimensional framework (Thesis 1). This framework demonstrates that the apparent divergence in scaffolding intensity is not a contradiction but a reflection of a responsive and nuanced teaching system. The framework shows that support is not a matter of more or less, but of applying the right type of strategy within a specific dimension and context. For instance, robust cognitive adaptations ensure participation (addressing Christopher's concern), while socio-emotional support is embedded within the "Plan-Do-Review" cycle to empower rather than control (aligning with Delgado's emphasis). By synthesizing these scattered strategies into a coherent model, this study provides a systematic framework that clarifies how teachers operationalize inclusivity without departing from the child-centered essence of HighScope.

A similar thesis of consensus and advancement is evident in the analysis of long-term impact research, which is directly related to the second thesis.The analysis for the second research question reveals a clear consensus among scholars that significant gaps exist in the long-term research on HighScope impacts. The coded literatures extensively mention the limitations of the research, such as short study durations (French, 2012; Johnaon, 2025) and a narrow focus on academic outcomes (Schweinhart & Weikart, 1999). Reynolds & Temple (2019) explicitly confirm the systemic lack of K-12 long-term tracking.

This integrated perspective offers a potential explanation for the limitations observed in even recent, long-term studies. For instance, the work of Baulos et al. (2024), while valuable in extending the temporal scope, may not fully capture HighScope's impact because its focus on economic outcomes arguably perpetuates the issue of Conceptual Narrowness. The framework presented in this study suggests that addressing the temporal and conceptual discontinuities in isolation may be insufficient to evaluate the curriculum's comprehensive impact. Therefore, the primary contribution of this analysis lies not in revealing previously unknown gaps, but in proposing a more synthesized model for understanding their interconnected nature. This model highlights the need for future research that is both longitudinally extensive and conceptually broad to more adequately assess the curriculum's promise of fostering lifelong learning.
[bookmark: _Toc212671979]3.5 Conclusion
This chapter has addressed the study's two research questions. The analysis identified a structured system of teacher strategies (Thesis 1) that systematically supports individual differences, thereby answering the "how" question. Meanwhile, it revealed critical discontinuities in long-term impact research (Thesis 2), characterized by temporal short-term and conceptual narrowness. These gaps are significant because they limit a full assessment of the curriculum's efficacy. Then, it compares these findings with other existing studies, analyzing where there are consensus and divergence in relevant research. 

These synthesized findings, contextualized within existing literature, provide a direct foundation for discussing implications in the final chapter.










[bookmark: _Toc212671980]Chapter 4 Conclusion and Recommendations
[bookmark: _Toc212671981]4.1 Summary of Main Findings 
This study systematically reviews and analyzes research on the HighScope curriculum, with four core findings summarized as follows:

Regarding teachers’ strategies for supporting individual differences in HighScope active learning, existing research reaches a consensus that "scaffolding" is the core approach, but diverges in scaffolding intensity across educational settings. In inclusive kindergartens (serving children with special needs), strategies prioritize task simplification to ensure equity. In general, early childhood settings, they emphasize minimizing intervention to protect children’s autonomous learning. To address the gap of scattered strategies lacking a systematic framework in existing studies, this research constructs a two-dimensional coding model covering cognitive-language and social-emotional-behavioral dimensions, providing a unified operational tool for practice.

Additionally, Long-term impact research on HighScope has two interrelated gaps. The Temporal Short-Term Focus reflects a discontinuity in evidence due to the absence of tracking beyond the preschool stage, making it impossible to verify whether early learning effects persist into primary/secondary school or adulthood. The Conceptual Narrowness represents another form of discontinuity, indicates that over-reliance on academic performance (e.g., literacy scores) or economic indicators (e.g., reduced welfare dependence in adulthood), while neglecting the assessment of lifelong learning literacy, which is a core goal of early childhood education. These two discountinuties reinforce each other: without extending tracking (Temporal Short-Term Focus), lifelong learning literacy (a missing dimension in the Conceptual narrowness) cannot be evaluated. Without expanding outcome indicators (Conceptual narrowness), long-term tracking risks focusing on irrelevant metrics.

Comparisons with existing research reveal both consensus and divergence. There is shared opinion that scaffolding is a key teacher strategy and significant discontinuities exist in long-term impact research. However, divergences exist in specific explanations: this study's systematic characterization of gaps as Temporal Short-Term Focus and Conceptual Narrowness provides a more structured framework than prior literature. Similarly, while explanations for the persistence of long-term gaps vary between limited research funding and complexity of tracking methodologies, this analysis highlights how these discontinuities collectively constrain a comprehensive understanding of curriculum efficacy.

The study reshapes the understanding of HighScope research. Teacher strategy divergences are not "contradictions in research results" but "context-adapted choices" based on educational setting, and economic and academic indicators cannot replace lifelong learning literacy when measuring HighScope’s long-term value; and the Temporal and Conceptual narrownesss are not isolate but interrelated systemic issues. These insights clarify the core contradictions and development directions of current HighScope research.
[bookmark: _Toc212671982]4.2 Direction for Further Research
Future research should explore the alignment between each phase of HighScope’s "Plan-Do-Review" cycle and core concepts of constructivist and sociocultural theories. While HighScope’s framework is rooted in these theories, no existing studies have systematically linked specific cycle phases to theoretical core ideas. This range of research will clarify how practice embodies theory, ensuring HighScope’s implementation remains consistent with its theoretical foundations and helping researchers/teachers understand "why" the cycle works, not just "how" to use it.

Besides, Future studies can conduct long-term tracking to assess HighScope’s impact beyond preschool. Existing research only documents short-term outcomesor limited mid-term effects. At present there is no evidence of how HighScope influences children’s development in upper primary school and beyond. Future research should track HighScope participants from preschool through at least   the upper primary school, measuring outcomes such as primary school learning adaptability, peer collaboration abilities, emotional regulation, and lifelong learning literacy. This will verify the sustainability of HighScope’s effects and address the Temporal Short-Term Focus in current research.
[bookmark: _Toc212671983]4.3 Recommendation
Based on the study’s findings, including teacher strategies for supporting individual differences and the identified gaps (temporal short-term focus, conceptual narrowness) in HighScope’s short-term and long-term impact research, below are targeted recommendations for early childhood education practice and future studies.

Take the two-dimensional coding model as the core to develop teacher training programs. Design workshops focusing on "scaffolding adaptation for different scenarios" (e.g., how to adjust strategies between inclusive and general classes) and establish a "HighScope individual difference support case library" with collect and share effective teacher practices. This will promote the transition from "scattered strategies" to "systematic practice" in HighScope implementation and improve the overall quality of early childhood education.

Prioritize empirical studies to address the Conceptual Narrowness and strategy adaptation for disabled children. Develop measurable indicators for lifelong learning literacy, such as frequency of voluntary skill exploration and ability to adjust learning methods. By integrating them into long-term impact research to conduct classroom observations or action research, after that test the effectiveness of adapted "Plan-Do-Review" strategies for children with learning disabilities. These studies will provide direct evidence to fill current research gaps and enhance the practical relevance of HighScope research.
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