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Purpose
This position statement is one of five foundational documents NAEYC has developed in 
collaboration with the early childhood profession. With its specific focus on advancing 
equity in early childhood education, this statement complements and supports the 
other foundational documents that (1) define developmentally appropriate practice, (2) 
set professional standards and competencies for early childhood educators, (3) define 
the profession’s code of ethics, and (4) outline standards for early learning programs.

These foundational statements are grounded in NAEYC’s core values that 
emphasize diversity and inclusion and that respect the dignity and worth of 
each individual. The statements are built upon a growing body of research and 
professional knowledge that underscores the complex and critical ways in which 
early childhood educators promote early learning through their relationships—
with children, families, and colleagues—that are embedded in a broader societal 
context of inequities in which implicit and explicit bias are pervasive.

Developmentally 
Appropriate 

Practice (DAP)
Professional 

Standards and 
Competencies for 
Early Childhood 

Educators

Code of 
Ethical Conduct

Advancing 
Equity in Early 

Childhood 
Education

NAEYC  
Early 

Childhood 
Program 

Standards

NAEYC’s Foundational Documents

https://www.naeyc.org/resources/position-statements/standards-professional-preparation
https://www.naeyc.org/resources/position-statements/ethical-conduct
https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/accreditation/early-learning/overview_of_the_standards.pdf
https://www.naeyc.org/about-us/people/mission-and-strategic-direction
https://www.naeyc.org/resources/position-statements/standards-professional-preparation
https://www.naeyc.org/resources/position-statements/standards-professional-preparation
https://www.naeyc.org/resources/position-statements/standards-professional-preparation
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Advancing equity in early childhood education requires 
understanding this broader societal context, these biases, 
and the ways in which historical and current inequities have 
shaped the profession, as they have shaped our nation. The 
biases we refer to here are based on race, class, culture, 
gender, sexual orientation, ability and disability, language, 
national origin, indigenous heritage, religion, and other 
identities. They are rooted in our nation’s social, political, 
economic, and educational structures. Precisely because 
these biases are both individual and institutional, addressing 
structural inequities requires attention to both interpersonal 
dynamics—the day-to-day relationships and interactions at 
the core of early childhood education practice—and systemic 
influences—the uneven distribution of power and privilege 
inherent in public and private systems nationwide, including 
in early childhood education.

No single individual, leader, or organization has all the 
answers related to equity. NAEYC presents this statement after 
significant reflection and with humility and awareness of our 
own history and limitations, in keeping with our core belief in 
continuous quality improvement. In this statement, we share 
our commitment to becoming a more diverse, high-performing, 
and inclusive organization serving a more diverse, high-
performing, and inclusive profession. Our goal is to nurture 
a more diverse and inclusive generation of young children 
who thrive through their experiences of equitable learning 
opportunities in early learning programs. We commit—both 
individually and collectively—to continuous learning based 
on personally reflecting on how our beliefs and actions have 
been shaped by our experiences of the systems of privilege 
and oppression in which we operate and based on respectfully 
listening to others’ perspectives. Although this statement 

may be useful to an international audience, we caution that 
it is based on the context of early childhood education within 
the United States. In the spirit of learning we have included 
a list of definitions of terms, many of which are referenced in 
the document, as well as others that are often used in equity 
discussions. These definitions begin on page 17.

This position statement outlines steps needed to 

1.	 provide high-quality early learning programs that build on 
each child’s unique individual and family strengths, cultural 
background, language(s), abilities, and experiences and 

2.	 eliminate differences in educational outcomes 
as a result of who children are, where they live, 
and what resources their families have. 

The document begins with the statement of NAEYC’s position 
regarding the importance of equity in early childhood 
education. It then provides recommendations for advancing 
equity, beginning with recommendations for self-reflection 
that apply to everyone. Specific recommendations are also 
provided for early childhood educators; administrators 
of schools, centers, family child care homes, and other 
early childhood education settings; facilitators of educator 
preparation and professional development in higher 
education and other spheres; and public policymakers. The 
recommendations are followed by a synthesis of current early 
childhood education research through the lenses of equity 
and NAEYC core values; this discussion of evidence identifies 
principles of child development and learning and how they are 
impacted by social-cultural contexts.

Purpose continued

http://naeyc.org
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Position
All children have the right to equitable learning opportunities that enable them to 
achieve their full potential as engaged learners and valued members of society.

Advancing the right to equitable learning opportunities 
requires recognizing and dismantling the systems of bias that 
accord privilege to some and are unjust to others. Advancing 
the full inclusion of all individuals across all social identities 
will take sustained efforts far beyond those of early childhood 
educators alone. Early childhood educators, however, have 
a unique opportunity and obligation to advance equity. With 
the support of the early education system as a whole, they can 
create early learning environments that equitably distribute 
learning opportunities by helping all children experience 
responsive interactions that nurture their full range of social, 
emotional, cognitive, physical, and linguistic abilities; that 
reflect and model fundamental principles of fairness and 
justice; and that help them accomplish the goals of anti-bias 
education. Each child will

›› demonstrate self-awareness, confidence, family 
pride, and positive social identities;

›› express comfort and joy with human diversity, use 
accurate language for human differences, and form deep, 
caring human connections across diverse backgrounds;

›› increasingly recognize and have language to describe 
unfairness (injustice) and understand that unfairness hurts;

›› have the will and the skills to act, with others or alone, 
against prejudice and/or discriminatory actions.1

Early childhood education settings—including centers, family 
child care homes, and schools—are often among children’s 
first communities beyond their families. These settings offer 
important contexts for children’s learning. They should be 
environments in which children learn that they are valued by 
others, learn how to treat others with fairness and respect, and 
learn how to embrace human differences rather than ignore or 
fear them.

When early childhood educators use inclusive teaching 
approaches, they demonstrate that they respect diversity 
and value all children’s strengths. Early childhood educators 
can model humility and a willingness to learn by being 
accountable for any negative impacts of their own biases on 
their interactions with children and their families. They can 
work to ensure that all children have equitable access to the 

learning environment, the materials, and the adult–child 
and child–child interactions that help children thrive. Early 
childhood educators can recognize and support each child’s 
unique strengths, seeking through personal and collective 
reflection to avoid biases—explicit or implicit—that may affect 
their decision making related to children.

To effectively advance equity and embrace diversity and full 
inclusion, early childhood educators need work settings that 
also embrace these goals—not only for the children and families 
served but also for the educators themselves. Early childhood 
educators should be well prepared in their professional 
knowledge, skills, and dispositions to teach in diverse, inclusive 
settings. They also need to be supported by, and to advocate 
for, equity- and diversity-focused public policies. Each of these 
areas is addressed more fully in the recommendations below. 
Although the primary focus of this statement is on equitable 
learning opportunities for young children, we stress that 
such opportunities depend on equitable treatment of early 
childhood educators as well. We make these recommendations 
understanding the critical importance of building a recognized 
early childhood profession and a system with sufficient funding 
to ensure that all its members receive equitable compensation 
and professional recognition that reflect the importance of 
their work.

Recognizing that both institutional and interpersonal systems 
must change, our recommendations begin with a focus on 
individual reflection. Across all roles and settings, advancing 
equity requires a dedication to self-reflection, a willingness to 
respectfully listen to others’ perspectives without interruption 
or defensiveness, and a commitment to continuous learning 
to improve practice. Members of groups that have historically 
enjoyed advantages must be willing to recognize the often-
unintended consequences of ignorance, action, and inaction 
and how they may contribute to perpetuating existing systems 
of privilege. It is also important to recognize the many 
reactions associated with marginalization that begin in early 
childhood and range from internalization to resistance.2

The following general recommendations apply to everyone 
involved in any aspect of early childhood education.
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Recommendations for Everyone
1.	 Build awareness and understanding of your 

culture, personal beliefs, values, and biases. 
Recognize that everyone holds some types of bias 
based on their personal background and experiences. 
Even if you think of yourself as unbiased, reflect on 
the impacts of racism, sexism, classism, ableism, 
heterosexism, xenophobia, and other systems of 
oppression affecting you and the people around you. 
Identify where your varied social identities have 
provided strengths and understandings based on 
your experiences of both injustice and privilege.

2.	 Recognize the power and benefits of diversity 
and inclusivity. Carefully observe and listen to 
others (children, families, colleagues). Expand your 
knowledge by considering diverse experiences and 
perspectives without generalizing or stereotyping.

3.	 Take responsibility for biased actions, even if 
unintended, and actively work to repair the 
harm. When you commit a biased action, be ready 
and willing to be held accountable. Resist the urge to 
become defensive, especially as a member of a privileged 
group. Before making judgments, take responsibility for 
recognizing what you don’t know or understand and use the 
opportunity to learn and reflect. Be willing to constructively 
share feedback and discuss alternative approaches 
when observing potentially biased actions by others.

4.	 Acknowledge and seek to understand structural 
inequities and their impact over time. Take action 
when outcomes vary significantly by social identities (e.g., 
lopsided achievement test scores, number and frequency 
of suspensions or expulsions that disproportionately target 
African American and Latino boys, or engagement with 
certain materials and activities by gender). Look deeper 
at how your expectations, practices, curriculum, and/or 
policies may contribute (perhaps unwittingly) to inequitable 
outcomes for children and take steps to change them.

5.	 View your commitment to cultural responsiveness 
as an ongoing process. It is not a one-time matter of 
mastering knowledge of customs and practices, but an 
enduring responsibility to learn and reflect based on direct 
experiences with children, their families, and others.

6.	 Recognize that the professional knowledge 
base is changing. There is growing awareness of the 
limitations of child development theories and research 
based primarily on a normative perspective of White, 
middle-class children without disabilities educated in 
predominantly English-language schools.3, 4 Keep up to 
date professionally as more strengths-based approaches 
to research and practice are articulated and as narrowly 
defined normative approaches to child development 
and learning are questioned. Be willing to challenge the 
use of outdated or narrowly defined approaches—for 
example, in curriculum, assessment policies and practices, 
or early learning standards. Seek information from 
families and communities about their social and cultural 
beliefs and practices to supplement your knowledge.

http://naeyc.org
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Recommendations for Early Childhood Educators5

Create a Caring, Equitable Community 
of Engaged Learners
1.	 Uphold the unique value and dignity of each child 

and family. Ensure that all children see themselves 
and their daily experiences, as well as the daily lives of 
others within and beyond their community, positively 
reflected in the design and implementation of pedagogy, 
curriculum, learning environment, interactions, 
and materials. Celebrate diversity by acknowledging 
similarities and differences and provide perspectives 
that recognize beauty and value across differences.

2.	 Recognize each child’s unique strengths and 
support the full inclusion of all children—
given differences in culture, family structure, 
language, racial identity, gender, abilities and 
disabilities, religious beliefs, or economic class. 
Help children get to know, recognize, and support one 
another as valued members of the community. Take 
care that no one feels bullied, invisible, or unnoticed.

3.	 Develop trusting relationships with children 
and nurture relationships among them while 
building on their knowledge and skills. Embrace 
children’s cultural experiences and the languages and 
customs that shape their learning. Treat each child 
with respect. Eliminate language or behavior that is 
stereotypical, demeaning, exclusionary, or judgmental.

4.	 Consider the developmental, cultural, and 
linguistic appropriateness of the learning 
environment and your teaching practices for each 
child. Offer meaningful, relevant, and appropriately 
challenging activities across all interests and abilities. 
Children of all genders, with and without disabilities, 
should see themselves and their families, languages, 
and cultures regularly and meaningfully reflected in the 
environment and learning materials. Counter common 
stereotypes and misinformation. Remember that the 
learning environment and its materials reflect what you do 
and do not value by what is present and what is omitted.

5.	 Involve children, families, and the community 
in the design and implementation of learning 
activities. Doing this builds on the funds of knowledge 
that children and families bring as members of their 
cultures and communities while also sparking children’s 
interest and engagement. Recognizing the community as 
a context for learning can model citizen engagement.

6.	 Actively promote children’s agency. Provide each 
child with opportunities for rich, engaging play and 
opportunities to make choices in planning and carrying 
out activities. Use open-ended activities that encourage 
children to work together and solve problems to support 
learning across all areas of development and curriculum.

7.	 Scaffold children’s learning to achieve 
meaningful goals. Set challenging but achievable 
goals for each child. Build on children’s strengths and 
interests to affirm their identities and help them gain 
new skills, understanding, and vocabulary. Provide 
supports as needed while you communicate—both 
verbally and nonverbally—your authentic confidence 
in each child’s ability to achieve these goals.

8.	 Design and implement learning activities using 
language(s) that the children understand. 
Support the development of children’s first languages 
while simultaneously promoting proficiency in English. 
Similarly, recognize and support dialectal differences 
as children gain proficiency in the Standard Academic 
English they are expected to use in school.6

9.	 Recognize and be prepared to provide different 
levels of support to different children depending 
on what they need. For example, some children may 
need more attention at certain times or more support 
for learning particular concepts or skills. Differentiating 
support in a strengths-based way is the most equitable 
approach because it helps to meet each child’s needs.

10.	 Consider how your own biases (implicit and 
explicit) may be contributing to your interactions 
and the messages you are sending children. 
Also reflect on whether biases may contribute to 
your understanding of a situation. How might they 
be affecting your judgment of a child’s behavior, 
especially a behavior you find negative or challenging? 
What messages do children take from your verbal and 
nonverbal cues about themselves and other children? 
Recognize that all relationships are reciprocal, and 
thus that your behavior impacts that of children.

11.	 Use multi-tiered systems of support. Collaborate 
with early childhood special educators and other allied 
education and health professionals as needed. Facilitate 
each professional establishing a relationship with each 
child to foster success and maximize potential.
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Establish Reciprocal Relationships with Families
1.	 Embrace the primary role of families in 

children’s development and learning. Recognize 
and acknowledge family members based on how 
families define their members and their roles. Seek 
to learn about and honor each family’s child-rearing 
values, languages (including dialects), and culture. 
Gather information about the hopes and expectations 
families have for their children’s behavior, learning, 
and development so that you can support their goals.

2.	 Uphold every family’s right to make decisions 
for and with their children. If a family’s desire 
appears to conflict with your professional knowledge 
or presents an ethical dilemma, work with the family 
to learn more, identify common goals, and strive 
to establish mutually acceptable strategies.

3.	 Be curious, making time to learn about the families 
with whom you work. This includes learning about their 
languages, customs, activities, values, and beliefs so you 
can provide a culturally and linguistically responsive and 
sustaining learning environment. It requires intentionally 
reaching out to families who, for a range of reasons, may 
not initiate or respond to traditional approaches (e.g., paper 
and pencil/electronic surveys, invitations to open houses, 
parent–teacher conferences) to interact with educators.

4.	 Maintain consistently high expectations for 
family involvement, being open to multiple 
and varied forms of engagement and providing 
intentional and responsive supports. Ask families 
how they would like to be involved and what supports 
may be helpful. Families may face challenges (e.g., 
fear due to immigration status, less flexibility during 
the workday, child care or transportation issues) 
that may require a variety of approaches to building 
engagement. Recognize that it is your responsibility as 
an educator to connect with families successfully so that 
you can provide the most culturally and linguistically 
sustaining learning environment for each child.

5.	 Communicate the value of multilingualism to 
all families. All children benefit from the social and 
cognitive advantages of multilingualism and multiliteracy. 
Make sure families of emergent bilinguals understand 
the academic benefits and the significance of supporting 
their child’s home language as English is introduced 
through the early childhood program, to ensure their 
children develop into fully bilingual and biliterate adults.

Observe, Document, and Assess Children’s 
Learning and Development
1.	 Recognize the potential of your own culture 

and background affecting your judgment when 
observing, documenting, and assessing children’s 
behavior, learning, or development. Approach a 
child’s confusing or challenging behavior as an opportunity 
for inquiry. Consider whether these may be behaviors 
that work well for the child’s own home or community 
context but differ or conflict with your family culture 
and/or the culture of your setting. How can you adapt 
your own expectations and learning environment to 
incorporate each child’s cultural way of being? Also, 
consider the societal and structural perspectives: How 
might poverty, trauma, inequities, and other adverse 
conditions affect how children negotiate and respond to 
their world? How can you help each child build resilience?

2.	 Use authentic assessments that seek to identify 
children’s strengths and provide a well-rounded 
picture of development. For children whose first 
language is not English, conduct assessments in as 
many of the children’s home languages as possible. 
If you are required to use an assessment tool that 
has not been established as reliable or valid for the 
characteristics of a given child, recognize the limitations 
of the findings and strive to make sure they are not 
used as a key factor in high-stakes decisions.

3.	 Focus on strengths. Develop the skill to observe a 
child’s environment from the child’s perspective. Seek to 
change what you can about your own behaviors to support 
that child instead of expecting the child to change first. 
Recognize that it is often easier to focus on what a child 
isn’t doing compared with peers than it is to see what that 
child can do in a given context (or could do with support).

Advocate on Behalf of Young Children, Families, 
and the Early Childhood Profession
1.	 Speak out against unfair policies or practices 

and challenge biased perspectives. Work to 
embed fair and equitable approaches in all aspects of 
early childhood program delivery, including standards, 
assessments, curriculum, and personnel practices.

2.	 Look for ways to work collectively with 
others who are committed to equity. Consider 
it a professional responsibility to help challenge and 
change policies, laws, systems, and institutional 
practices that keep social inequities in place.

http://naeyc.org
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Recommendations for Administrators of Schools, Centers, Family 
Child Care Homes, and Other Early Childhood Education Settings
1.	 Provide high-quality early learning services that 

demonstrate a commitment to equitable outcomes 
for all children. Arrange budgets to equitably meet 
the needs of children and staff. Recognize that high-
quality programs will look different in different settings 
because they reflect the values, beliefs, and practices 
of specific children, families, and communities.

2.	 Take proactive steps with measurable goals to 
recruit and retain educators and leaders who 
reflect the diversity of children and families 
served and who meet professional expectations. 
All children benefit from a diverse teaching and leadership 
staff, but it is especially important for children whose 
social identities have historically been marginalized 
to see people like them as teachers and leaders.

3.	 Employ staff who speak the languages of 
the children and families served. When many 
languages are spoken by the families served, establish 
relationships with agencies or organizations that can 
assist with translation and interpretation services. Avoid 
using the children themselves as translators as much as 
possible. Families may also be able to identify someone 
they are comfortable including in conversations.

4.	 Ensure that any formal assessment tools 
are designed and validated for use with the 
children being assessed. Key characteristics to 
consider include age, culture, language, social and 
economic status, and ability and disability. Assessors 
should also be proficient in the language and culture 
in which the assessment is conducted. If appropriate 
assessment tools are not available for all children, 
interpret the results considering these limitations.

5.	 Recognize the value of serving a diverse group 
of children and strive to increase the range of 
diversity among those served. Race, ethnicity, 
language, and social and economic status are some 
dimensions by which early childhood education 
settings have historically been segregated.

6.	 Provide regular time and space to foster a learning 
community among administrators and staff 
regarding equity issues. Include opportunities for all 
individuals to reflect about their own cultural attitudes 
and behaviors as well as to uncover and change actions 
that reflect implicit bias and microaggressions toward 
children, families, school staff, and administrators.

7.	 Establish collaborative relationships with 
other social service agencies and providers 
within the community. Support and give voice 
to diverse perspectives to strengthen the network of 
resources available to all children and families.

8.	 Establish clear protocols for dealing with 
children’s challenging behaviors and provide 
teaching staff with consultation and support 
to address them effectively and equitably. To 
consider potential effects of implicit bias, regularly collect 
and assess data regarding whether certain policies and 
procedures, including curriculum and instructional 
practices, have differential impacts on different groups of 
children. Set a goal of immediately limiting and ultimately 
eliminating suspensions and expulsions by ensuring 
appropriate supports for teachers, children, and families.

9.	 Create meaningful, ongoing opportunities 
for multiple voices with diverse perspectives 
to engage in leadership and decision making. 
Recognize that implicit biases have often resulted in 
limited opportunities for members of marginalized groups. 
Consider and address factors that create barriers to 
diversified participation (e.g., time of meetings, location of 
meetings, languages in which meetings are conducted).
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Recommendations for those Facilitating Educator 
Preparation and Professional Development
1.	 Prepare current and prospective early childhood 

educators to provide equitable learning 
opportunities for all children. Ensure that 
prospective educators understand the historical and 
systemic issues that have created structural inequities in 
society, including in early childhood education. Ensure 
that their preparation and field experiences provide 
opportunities to work effectively with diverse populations.

2.	 Prepare prospective early childhood educators to 
meet the Professional Standards and Competencies 
for Early Childhood Educators (formerly NAEYC’s 
Professional Preparation Standards). Ensure that 
curriculum and field experiences reflect a focus on diversity, 
full inclusion, and equity within each of the competencies to 
cultivate culturally and linguistically responsive practices.

3.	 Work with students, community leaders, and 
public officials to address barriers to educational 
attainment in the specific community you serve. 
Pay special attention to assumptions about academic 
skill attainment in communities with inadequate public 
schools, transportation barriers (e.g., limited public 
transit), financial constraints (e.g., student loans, tuition 
balances, outstanding bookstore bills), course scheduling 
during the working day, lack of child care, and the like. 
Design educational programs that put students’ needs 
first and take identified barriers into account while also 
working to remove those barriers (e.g., loan forgiveness 
programs, evening and weekend courses, extended 
bus or train service, child care services aligned with 
course and professional development offerings).

4.	 Implement transfer and articulation policies 
that recognize and award credits for students’ 
previous early childhood courses and degrees as 
well as demonstrated competency through prior 
work experience. This will support a wide range of 
students in advancing their postsecondary credentials.

5.	 Work actively to foster a sense of belonging, 
community, and support among first-generation 
college students. Cohorts and facilitated support from 
first-generation graduates can be especially useful.

6.	 Set and achieve measurable goals to recruit and 
retain a representative faculty across multiple 
dimensions. Consider establishing goals related to 
race, ethnicity, age, language, ability and disability, 
gender, and sexual orientation, among others.

7.	 Provide regular time and space to foster a 
learning community among administrators, 
faculty, and staff. Create opportunities for reflection 
and learning about cultural respect and responsiveness, 
including potential instances of implicit bias and 
microaggressions toward both children and adults.

8.	 Ensure that all professional standards, career 
pathways, articulation, advisory structures, 
data collection, and financing systems in state 
professional development systems are subjected 
to review. Assess whether each of the system’s policies 
supports workforce diversity by reflecting the children and 
families served and offering equitable access to professional 
development. Determine whether these systems serve 
to increase compensation parity across early childhood 
education settings and sectors, birth through age 8.

http://naeyc.org
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Recommendations for Public Policymakers
1.	 Use an equity lens to consider policy impacts on 

all children and on the bonds between them and 
their families. Work to change any policy that either 
directly or through unintended negative consequences 
undermines children’s physical and emotional well-being 
or weakens the bonds between children and their families.

2.	 Increase financing for high-quality early learning 
services. Ensure that there are sufficient resources to 
make high-quality early childhood education universally 
accessible. Every setting should have the resources it 
requires to meet the needs of its children and families. 
This includes ensuring equitable access to high-quality 
higher education and compensation for a qualified 
workforce. See the NASEM report Transforming the 
Financing of Early Care and Education for more details.7

3.	 Revise early learning standards to ensure that 
they reflect the culturally diverse settings in 
which educators practice. Provide ongoing, in-depth 
staff development on how to use standards in diverse 
classrooms. Quality rating and improvement systems 
should further the principles of equity across all aspects of 
education, including curriculum, instruction, full inclusion, 
family engagement, program design, and delivery.

4.	 Make sure policies promote the use of authentic 
assessments that are developmentally, culturally, 
and linguistically appropriate for the children 
being assessed and use valid and reliable tools 
designed for a purpose consistent with the intent of 
the assessment. Assessments should be tied to children’s 
daily activities, supported by professional development, 
and inclusive of families; they should be purposefully used 
to make sound decisions about teaching and learning, 
to identify significant concerns that may require focused 
intervention for individual children, and to help programs 
improve their educational and developmental interventions.

5.	 Increase opportunities for families to choose 
early childhood programs that serve diverse 
populations of children. Incentivize these choices 
and seek to provide supports such as transportation. 
These supports will help to reduce the segregation of 
programs (primarily by race, language, ability, and 
class), which reflects segregated housing patterns 
and fuels persistent discrimination and inequities.

6.	 Include community-based programs and family 
child care homes in state funding systems for 
early childhood education. Ensure that these systems 
equitably support community-based programs and engage 
community members and families in activist and leadership 
roles. Support the educators who work in community-based 
programs so they can meet high-quality standards while 
allowing families to choose the best setting for their needs.

7.	 Ensure sufficient funding for, access to, 
and supports for children, teachers, and 
administrators to respond to children’s behaviors 
that others find challenging. Mental health supports 
and prevention-oriented interventions can help meet each 
child’s needs, including mental health challenges, without 
stigmatization, and eliminate the use of suspensions 
and expulsions across all early childhood settings.

8.	 Establish comparable compensation (including 
benefits) across settings for early childhood 
educators with comparable qualifications, 
experience, and responsibilities. Focusing only 
on comparable compensation for those working 
in pre-K settings will deepen disparities felt by 
educators working with infants and toddlers, who are 
disproportionately women of color. Including educators 
working with infants and toddlers in compensation 
policies is a fundamental matter of equity.

9.	 Incorporate the science of toxic stress and adverse 
childhood experiences (ACEs) into federal and 
state policies and programs. Trauma-informed 
care and healing-centered approaches can support 
resilience and help mitigate the effects of toxic stress 
and ACEs, which affect children of all social groups but 
disproportionately affect children of marginalized groups.

10.	 Promote national, state, and local policies that 
promote and support multilingualism for all 
children. This can include funding for early learning dual-
language immersion programs, early childhood educator 
professional development for teaching and supporting 
emergent bilinguals, and the inclusion of multi/dual language 
promotion in quality rating and improvement systems.

11.	 Set a goal of reducing the US child poverty rate 
by half within a decade. A 2019 National Academies 
of Sciences report provides a consensus approach to 
achieving this goal through specific policies such as 
supporting families’ financial well-being and stability, 
ensuring universal child health insurance, and providing 
universal access to early care and education.8
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The Evidence for this Position Statement
The recommendations are based on a set of principles that 
synthesize current early childhood education research through 
the lenses of equity and NAEYC’s core values.9

Supported by hundreds 
of individuals and 

organizations; see the full 
list of endorsements at 

NAEYC.org/equity/
endorsing-organizations
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Principles of Child Development and Learning
1.	 Early childhood (birth through age 8) is 

a uniquely valuable and vulnerable time 
in the human life cycle. The early childhood 
years lay the foundation and create trajectories 
for all later learning and development.10, 11, 12

2.	 Each individual—child, family member, and 
early educator—is unique. Each has dignity and 
value and is equally worthy of respect. Embracing and 
including multiple perspectives as a result of diverse 
lived experiences is valuable and enriching for all.

3.	 Each individual belongs to multiple social and 
cultural groups.13 This creates richly varied and 
complex social identities (related to race, gender, culture, 
language, ability and disability, and indigenous heritage 
identities, among others). Children learn the socially 
constructed meanings of these identities early in life, 
in part by recognizing how they and others who share 
or do not share them are treated.14, 15, 16, 17, 18, 19 Early 
childhood educators and early childhood programs in 
centers, homes, and schools play a critical role in fostering 
children’s development of positive social identities.20, 21, 22

4.	 Learning is a social process profoundly 
shaped by culture, social interactions, and 
language.23, 24 From early infancy, children are 
hardwired to seek human interaction.25 They construct 
knowledge through their interactions with people 
and their environment, and they make meaning of 
their experiences through a cultural lens.26, 27

5.	 Language and communication are essential to the 
learning process. Young children who are exposed to 
multiple linguistic contexts can learn multiple languages, 
which carries many cognitive, cultural, economic, and social 
advantages.28 This process is facilitated when children’s 
first language is recognized as an asset and supported by 
competent speakers through rich, frequent, child-directed 
language as the second language is introduced.29, 30, 31

6.	 Families are the primary context for children’s 
development and learning.32 Family relationships 
precede and endure long after children’s relationships with 
early childhood educators have ended. Early childhood 
educators are responsible for partnering with families 
to ensure consistent relationships between school and 
home. This includes recognizing families as experts 
about their children and respecting their languages.33 
It means learning as much as possible about families’ 
cultures in order to incorporate their funds of knowledge 
into the curriculum, teaching practices, and learning 
environment.34 It also means actively working to support 
and sustain family languages and cultures.35 Finally, it 
means recognizing and addressing the ways in which 
early childhood educators’ own biases can affect their 
work with families, to ensure that all families receive 
the same acknowledgment, support, and respect.36

7.	 Learning, emotions, and memory are inextricably 
interconnected in brain processing networks.37 
Positive emotions and a sense of security promote memory 
and learning. Learning is also facilitated when the learner 
perceives the content and skills as useful because of 
their connection to personal motivations and interests. 
Connections to life experiences and sense of mastery and 
belonging are especially important for young children.

8.	 Toxic stress and anxiety can undermine learning.38 
They activate the “fight or flight” regions of the brain 
instead of the prefrontal cortex associated with higher order 
thinking. Poverty and other adverse childhood experiences 
are major sources of toxic stress and can have a negative 
impact on all aspects of learning and development.39, 40 
Protective factors that promote resilience in the face of 
adversity include supportive adult–child relationships, a 
sense of self-efficacy and perceived control, opportunities 
to strengthen adaptive skills and self-regulatory capacity, 
cultural traditions, and sources of faith and hope.41

9.	 Children’s learning is facilitated when 
teaching practices, curricula, and learning 
environments build on children’s strengths 
and are developmentally, culturally, and 
linguistically appropriate for each child.42, 43, 44, 45, 

46, 47 That is, teaching practices, curricula, and learning 
environments are meaningful and engaging for every 
child and lead to challenging and achievable goals.

10.	 Reflective practice is required to achieve 
equitable learning opportunities. Self-
awareness, humility, respect, and a willingness to 
learn are key to becoming a teacher who equitably 
and effectively supports all children and families.48
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The Social-Cultural Context of Child Development and Learning
It is essential to understand that child development and learning occur within a 
social-cultural, political, and historical context.49 Within that context, each person’s 
experiences may vary based on their social identities and the intersection of 
these identities. Social identities bring with them socially constructed meanings 
that reflect biases targeted to marginalized groups, resulting in differential 
experiences of privilege and injustice.50 These systems can change over time, 
although many have remained stubbornly rooted in our national ethos.

Traditionally, the dominant narrative in the United States—in 
our history, scientific research, education, and other social 
policy and media—has reflected the ways in which society 
has granted or denied privilege to people based on certain 
aspects of their identity. Whiteness, for example, confers 
privilege, as does being male. Other aspects of identity that 
society tends to favor with easier access to power structures 
include being able-bodied, US born, Christian, heterosexual, 
cisgender, thin, educated, and economically advantaged.51 
Conversely, other aspects of identity tend to be associated with 
societal oppression, experienced, for example, by those who 
are members of indigenous societies and those who do not 
speak fluent, standard English. By naming such privilege and 
acknowledging the intersection of privilege and oppression, 
the intent is not to blame those who have benefited, but to 
acknowledge that privilege exists and that the benefits are 
unfairly distributed in ways that must be addressed.

Dominant social biases are rooted in the social, political, and 
economic structures of the United States. Powerful messages—
conveyed through the media, symbols, attitudes, and actions—
continue to reflect and promote both explicit and implicit 
bias. These biases, with effects across generations, stem from 
a national history too often ignored or denied—including 
trauma inflicted through slavery, genocide, sexual exploitation, 
segregation, incarceration, exclusion, and forced relocation. 
Deeply embedded biases maintain systems of privilege and 
result in structural inequities that grant greater access, 
opportunity, and power to some at the expense of others.52

Few men enter the field of early childhood 
education, reflecting the historic marginalization 
of women’s social and economic roles—which has 
had a particularly strong impact on women of color. 
Comprising primarily women, the early childhood workforce is 
typically characterized by low wages.53 It is also stratified, with 
fewer women of color and immigrant women having access 
to higher education opportunities that lead to the educational 
qualifications required for higher-paying roles.54 Systemic 
barriers limit upward mobility, even when degrees and 
qualifications are obtained.55 As a result, children are typically 
taught by White, middle-class women, with women of color 
assisting rather than leading. Some evidence, especially with 
elementary-grade children, suggests that a racial and gender 
match between teachers and children can be particularly 
beneficial for children of color without being detrimental to 
other children.56, 57, 58, 59

The professional research and knowledge base is 
largely grounded in a dominant Western scientific-
cultural model that is but “one perspective on reality and 
carries with it its own biases and assumptions.”60 These 
shortcomings of the knowledge base reflect the historical 
issues of access to higher levels of scholarship for individuals 
of color and the need to expand the pipeline of researchers 
who bring different lived experiences across multiple social 
identities. It is important to consider these biases and 
their impact61 on all aspects of system delivery, including 
professional development, curriculum, assessment, early 
learning standards,62 and accountability systems.

http://naeyc.org
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The research base regarding the impact of implicit 
bias in early childhood settings is growing.63 Teachers 
of young children—like all people—are not immune to such 
bias. Even among teachers who do not believe they hold any 
explicit biases, implicit biases are associated with differential 
judgments about and treatment of children by race, gender, 
ability and disability, body type, physical appearance, and 
social, economic, and language status—all of which limit 
children’s opportunities to reach their potential. Implicit 
biases also result in differential judgments of children’s play, 
aggressiveness, compliance, initiative, and abilities. These 
biases are associated with lower rates of achievement and 
assignment to “gifted” services and disproportionately higher 
rates of suspension and expulsion, beginning in preschool, for 
African American children, especially boys. Studies of multiple 
racial and ethnic subgroups in different contexts point to the 
complexity of the implicit bias phenomenon, with different 
levels and types of bias received by different subgroups.64 
Children’s expression of implicit bias has also been found to 
vary across countries, although some preference for Whites 
was found even in nations with few White or Black residents.65

By recognizing and addressing these patterns 
of inequity, society will benefit from tapping 
the potential of children whose families and 
communities have been systematically marginalized 
and oppressed. Early childhood educators, early learning 
settings, higher education and professional development 
systems, and public policy all have important roles in forging a 
new path for the future. By eliminating systemic biases and the 
structures that sustain them, advancing equity, and embracing 
diversity and inclusivity, we can strengthen our democracy 
as we realize the full potential of all young children—and, 
therefore, of the next generation of leaders and activists.

Find additional 
resources to help bring 
the statement to life at 

NAEYC.org/equity
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Conclusion
A large and well-established body of knowledge demonstrates 
that high-quality early childhood programs promote children’s 
opportunities for lifelong success and that public investments 
in such programs generate savings that benefit the economy.66 
As a result, in the United States and around the world, leaders 
across all political persuasions are making greater investments 
in early childhood services with broad public support. But 
more remains to be done.

We must build on these investments and work to advance 
equity in early childhood education by ensuring equitable 
learning opportunities for all young children. This position 
statement outlines steps needed to (1) provide high-quality 
early learning programs that build on each child’s unique 
set of individual and family strengths, cultural background, 
language(s), abilities, and experiences and (2) eliminate 
differences in educational outcomes as a result of who children 
are, where they live, and what resources their families have. All 
children deserve the opportunity to reach their full potential.
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Definitions of Key Terms
ability—The means or skills to do something. In this position 
statement, we use the term “ability” more broadly than the 
traditional focus on cognition or psychometric properties 
to apply across all domains of development. We focus and 
build on each child’s abilities, strengths, and interests, 
acknowledging disabilities and developmental delays while 
avoiding ableism (see also ableism and disability below).

ableism—A systemic form of oppression deeply embedded 
in society that devalues disabilities through structures 
based on implicit assumptions about standards of 
physical, intellectual, and emotional normalcy.67, 68

agency—A person’s ability to make choices and influence 
events. In this position statement, we emphasize each child’s 
agency, especially a child’s ability to make choices and 
influence events in the context of learning activities, also 
referred to as autonomy or child-directed learning.69, 70

bias—Attitudes or stereotypes that favor one group over 
another. Explicit biases are conscious beliefs and stereotypes 
that affect one’s understanding, actions, and decisions; 
implicit biases also affect one’s understanding, actions, and 
decisions but in an unconscious manner. Implicit biases reflect 
an individual’s socialization and experiences within broader 
systemic structures that work to perpetuate existing systems of 
privilege and oppression. An anti-bias approach to education 
explicitly works to end all forms of bias and discrimination.71

classism—A systemic form of oppression deeply embedded in 
society that tends to assign greater value to middle and upper 
socioeconomic status and devalue the “working” class.

culture—The patterns of beliefs, practices, and traditions 
associated with a group of people. Culture is increasingly 
understood as inseparable from development.72, 73 Individuals 
both learn from and contribute to the culture of the groups to 
which they belong. Cultures evolve over time, reflecting the lived 
experiences of their members in particular times and places.

disability and developmental delay—Legally defined for young 
children under the Individuals with Disabilities Education Act 
(IDEA), disabilities include intellectual disability; hearing, speech 
or language, visual, and/or orthopedic impairment; autism; and 
traumatic brain injury. Under IDEA, states define developmental 
delays to include delays in physical, cognitive, communication, 
social or emotional, or adaptive development. These legal definitions 
are important for determining access to early intervention and 
early childhood special education services. The consequences 
of the definition can vary based on the degree to which they are 
seen as variations in children’s assets or the degree to which they 
are seen as deficits.74 (See also ableism and ability, above.)

diversity—Variation among individuals, as well as within and 
across groups of individuals, in terms of their backgrounds 
and lived experiences. These experiences are related to social 
identities, including race, ethnicity, language, sexual orientation, 
gender identity and expression, social and economic status, 
religion, ability status, and country of origin. The terms diverse 
and diversity are sometimes used as euphemisms for non-
White. NAEYC specifically rejects this usage, which implies that 
Whiteness is the norm against which diversity is defined.

equity—The state that would be achieved if individuals fared 
the same way in society regardless of race, gender, class, 
language, disability, or any other social or cultural characteristic. 
In practice, equity means all children and families receive 
necessary supports in a timely fashion so they can develop 
their full intellectual, social, and physical potential.

Equity is not the same as equality. Equal treatment given to 
individuals at unequal starting points is inequitable. Instead 
of equal treatment, NAEYC aims for equal opportunity. This 
requires considering individuals’ and groups’ starting points, 
then distributing resources equitably (not equally) to meet needs. 
Attempting to achieve equality of opportunity without considering 
historic and present inequities is ineffective, unjust, and unfair.75 

equitable learning opportunities—Learning opportunities 
that not only help each child thrive by building on each one’s 
unique set of individual and family strengths—including 
cultural background, language(s), abilities and disabilities, and 
experiences—but also are designed to eliminate differences in 
outcomes that are a result of past and present inequities in society.

funds of knowledge—Essential cultural practices and bodies of 
knowledge embedded in the daily practices and routines of families.76

gender identity—A social concept that reflects how individuals 
identify themselves. Traditionally viewed as a binary category 
of male/female linked to an individual’s sex, gender identity is 
viewed by current science as fluid and expansive. Cisgender 
individuals develop a gender identity that matches their legal 
designation. Transgender individuals are those whose 
gender identity and/or expression differs from cultural 
expectations based on their legal designation at birth.77

historical trauma—“The cumulative emotional and psychological 
wounding over the lifespan and across generations, emanating 
from massive group trauma experiences.”78 Examples of historical 
trauma include the multigenerational effects of white supremacy 
reflected in colonization, genocide, slavery, sexual exploitation, 
forced relocation, and incarceration based on race or ethnicity.
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inclusion—Embodied by the values, policies, and practices that 
support the right of every infant and young child and their family, 
regardless of ability, to participate in a broad range of activities 
and contexts as full members of families, communities, and 
society. The desired results of inclusive experiences for children 
with and without disabilities and their families include a sense 
of belonging and membership, positive social relationships and 
friendships, and development and learning to help them reach 
their full potential.79 Although the traditional focus of inclusion 
has been on addressing the exclusion of children with disabilities, 
full inclusion seeks to promote justice by ensuring equitable 
participation of all historically marginalized children.80

intersectionality—The overlapping and interdependent systems 
of oppression across, for example, race, gender, ability, and social 
status. Intersectionality encourages us to embrace and celebrate 
individuals’ multiple social identities. It also highlights the complex 
and cumulative effects of different forms of structural inequity 
that can arise for members of multiple marginalized groups.

LGBTQIA+—An acronym for lesbian, gay, bisexual, 
transgender, queer or questioning, intersex, asexual, and 
more, reflecting the expansive and fluid concepts of sexual 
orientation, gender identity, and gender expression.

marginalization—The process by which specific social groups are 
pushed to the edges or margins of society. Marginalized groups are 
treated as less important or inferior through policies or practices 
that reduce their members’ economic, social, and political power.

microaggressions—Everyday verbal, nonverbal, or environmental 
messages that implicitly contain a negative stereotype or are in 
some way dehumanizing or othering. These hidden messages 
serve to invalidate the recipients’ group identity, to question their 
experience, to threaten them, or to demean them on a personal 
or group level. Microaggressions may result from implicit or 
explicit biases. People who commit microaggressions may view 
their remarks as casual observations or even compliments 
and may not recognize the harm they can cause.81

norm, normative—The definition of certain actions, identities, and 
outcomes as the standard (“the norm” or “normal”), with everything 
else as outside the norm. For example, the terms White normativity 
or heteronormative refer to instances in which Whiteness and 
heterosexuality are considered normal or preferred. Such norms 
wrongly suggest that all other races and sexual orientations are 
outside the norm or are less preferable. Art activities focused on filling 
out a family tree, with designated spaces for “mommy,” “daddy,” 
“grandma,” and “grandpa,” for example, may assume a two-parent, 
heterosexual household as the normative family structure. (While 
some research-based norms provide guidance regarding healthy child 
development and appropriate educational activities and expectations, 
these norms have too often been derived through research that 
has only or primarily included nonrepresentative samples of 
children or has been conducted primarily by nonrepresentative 
researchers. Additional research, by a more representative 
selection of researchers and theorists, is needed to develop new 
norms that will support equitably educating all children.)

oppression—The systematic and prolonged 
mistreatment of a group of people.

privilege—Unearned advantages that result from being a 
member of a socially preferred or dominant social identity 
group. Because it is deeply embedded, privilege is often 
invisible to those who experience it without ongoing self-
reflection. Privilege is the opposite of marginalization or 
oppression that results from racism and other forms of bias.

race—A social-political construct that categorizes and 
ranks groups of human beings on the basis of skin color 
and other physical features. The scientific consensus is that 
using the social construct of race to divide humans into 
distinct and different groups has no biological basis.82

racism—A belief that some races are superior or inferior to others. 
Racism operates at a systemic level through deeply embedded 
structural and institutional policies that have favored Whiteness 
at the expense of other groups. On an individual level, racism can 
be seen in both explicit and implicit prejudice and discrimination. 
Both individual and institutional acts of bias work to maintain 
power and privilege in the hands of some over others.83

resilience—The ability to overcome serious hardship or 
adverse experiences. For children, resilience is promoted 
through such protective factors as supportive relationships, 
adaptive skill building, and positive experiences.84

sexism—A belief that some gender identities are superior 
or inferior to others. Sexism operates at a systemic level 
through deeply embedded structural and institutional 
policies that have assigned power and prestige to cisgender 
men and caring and nurturing roles with little economic 
reward to cisgender women, to the detriment of all.

stereotype—Any depiction of a person or group of people that 
makes them appear less than fully human, unique, or individual 
or that reinforces misinformation about that person or group.

structural inequities—The systemic disadvantage of one or 
more social groups compared to systemic advantage for other 
groups with whom they coexist. The term encompasses policy, law, 
governance, and culture and refers to race, ethnicity, gender or 
gender identity, class, sexual orientation, and other domains.85

White fragility—A concept based on the observation that White 
people in North America and other parts of the world live in a social 
environment that protects and insulates them from race-based 
stress, heightening their expectations for racial comfort and lowering 
their ability to tolerate racial stress. Even small amounts of racial 
stress can be intolerable to White people and can trigger defensive 
actions designed to restore the previous equilibrium and comfort.86

xenophobia—Attitudes, prejudices, or actions that reject, 
exclude, or vilify individuals as foreigners or outsiders. Although 
often targeted at migrants, refugees, asylum seekers, and 
displaced persons, xenophobia is not limited to these individuals 
but may be applied to others on the basis of assumptions.

http://naeyc.org
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American Genocide 

White Americans often feared and resented the Indigenous Peoples they encountered. To them, 
American Indians seemed to be an unfamiliar, alien people who occupied land that White settlers 
wanted (and believed they deserved). Some officials in the early years of the American republic, 
such as President George Washington, believed that the best way to solve this “Indian problem” 
was simply to “civilize” the Indigenous Peoples. The goal of this civilization campaign was to 
make Indigenous Peoples as much like White Americans as possible by encouraging them 
convert to Christianity, learn to speak and read English and adopt European-style economic 
practices such as the individual ownership of land and other property (including, in some 
instances in the South, African slaves).  

By the close of the Indian Wars in the late 19th century, fewer than 238,000 indigenous people 
remained, a sharp decline from the estimated 5 million to 15 million living in North America 
when Columbus arrived in 1492. The reasons for this racial genocide were multi-layered. 
Settlers, most of whom had been barred from inheriting property in Europe, arrived on American 
shores hungry for Indian land—and the abundant natural resources that came with it. Indians’ 
collusion with the British during the American Revolution and the War of 1812 exacerbated 
American hostility and suspicion toward them. Disease and murder also led to significant 
decreases in the population of Indigenous Peoples. 

At the beginning of the 1830s, nearly 125,000 Indigenous Peoples lived on millions of acres of 
land in Georgia, Tennessee, Alabama, North Carolina and Florida–land their ancestors had 
occupied and cultivated for generations. By the end of the decade, very few Peoples remained 
anywhere in the southeastern United States. Working on behalf of White settlers who wanted to 
grow cotton on the Native People’s land, the federal government forced them to leave their 
homelands and walk thousands of miles to a specially designated “Indian territory” across the 
Mississippi River. This difficult and sometimes deadly journey is known as the Trail of Tears. 

 

https://www.history.com/topics/native-american-history/native-american-cultures
https://www.history.com/topics/us-presidents/george-washington
https://www.history.com/topics/history-of-christianity
http://www.history.com/topics/native-american-history/american-indian-wars
http://www.history.com/topics/american-revolution/american-revolution-history
http://www.history.com/topics/war-of-1812
https://www.history.com/news/7-things-you-may-not-know-about-the-trail-of-tears


1619: The Beginning of Slavery  

 
Along the banks of the James River, Virginia, during an oppressively hot spell in the middle of 
summer 1619, two events occurred within a few weeks of each other that would profoundly 
shape the course of history. Convened with little fanfare or formality, the first gathering of a 
representative governing body anywhere in the Americas, the General Assembly, met from July 
30 to August 4 in the choir of the newly built church at Jamestown. Following instructions from 
the Virginia Company of London, the colony’s financial backers, the meeting’s principal purpose 
was to introduce “just Laws for the happy guiding and governing of the people.” The assembly 
sat as a single body and was made up of the governor, Sir George Yeardley, his four councilors, 
and twenty-two burgesses chosen by the free, white, male inhabitants of every town, corporation, 
and large plantation throughout the colony. 

A few weeks later, a battered English privateer, the White Lion, entered the Chesapeake Bay and 
anchored off Point Comfort, a small but thriving maritime community at the mouth of the James 
River that was often a first port of call for oceangoing ships. While roving in the Caribbean, the 
ship, together with its companion, the Treasurer, had been involved in a fierce battle with a 
Portuguese slaver bound for Veracruz. Victorious, the two privateers pillaged the Portuguese 
vessel and sailed away northward carrying dozens of enslaved Africans. 

 

 

  



Slave Auctions 

In early March 1859 an enormous slave auction took place at the Race Course three miles 
outside Savannah, Georgia. Four hundred thirty-six slaves were to be put on the auction block 
including men, women, children and infants. Word of the sale had spread through the South for 
weeks, drawing potential buyers from North and South Carolina, Virginia, Georgia, Alabama 
and Louisiana.  

According to a reporter at the time, "The slaves remained at the race course, some of them for 
more than a week and all of them for four days before the sale. They were brought in this early 
so that buyers who desired to inspect them might enjoy that privilege…The negroes were 
examined with as little consideration as if they had been brutes indeed; the buyers pulling their 
mouths open to see their teeth, pinching their limbs to find how muscular they were, walking 
them up and down to detect any signs of lameness, making them stoop and bend in different 
ways that they might be certain there was no concealed rupture or wound; and in addition to all 
this treatment, asking them scores of questions relative to their qualifications and 
accomplishments.” 

“All these humiliations were submitted to without a murmur and in some instances with good-
natured cheerfulness - where the slave liked the appearance of the proposed buyer, and fancied 
that he might prove a kind 'mas'r.'” 

"The buyers, who were present to the number of about two hundred, clustered around the 
platform; while the Negroes, who were not likely to be immediately wanted, gathered into sad 
groups in the background to watch the progress of the selling in which they were so sorrowfully 
interested. The wind howled outside, and through the open side of the building the driving rain 
came pouring in; the bar down stairs ceased for a short time its brisk trade; the buyers lit fresh 
cigars, got ready their catalogues and pencils, and the first lot of human chattels are led upon the 
stand, not by a white man, but by a sleek mulatto, himself a slave, and who seems to regard the 
selling of his brethren, in which he so glibly assists, as a capital joke.” 

The Great Sale went on for two long days, during which time there were sold 429 men, women 
and children.  

  



Post-Civil War and Reconstruction  
 
Formal nationwide codification of emancipation came in December 1865 with ratification of the 
Thirteenth Amendment, which prohibited slavery throughout the United States Several states 
continued to symbolically resist into the twentieth century: Delaware did not ratify the Thirteenth 
Amendment until 1901; Kentucky ratified in 1976; and Mississippi ratified in 1995.  

Instead of facilitating Black land ownership, President Andrew Johnson advocated a new 
practice that soon replaced slavery as a primary source of Southern agricultural labor: 
sharecropping. Under this system, Black laborers worked White-owned land in exchange for a 
share of the crop at harvest minus costs for food and lodging, often in the same slave quarters 
they had previously inhabited. Because Johnson’s administration required that landowners pay 
off their debts to banks first, sharecroppers frequently received no pay and had no recourse.  

Black Codes (Vagrancy Laws) 

Black codes were restrictive laws designed to limit the freedom of African Americans and ensure 
their availability as a cheap labor force after slavery was abolished during the Civil War. Though 
the Union victory had given some 4 million slaves their freedom, the question of freed blacks’ 
status in the postwar South was still very much unresolved. Under black codes, many states 
required blacks to sign yearly labor contracts; if they refused, they risked being arrested, fined 
and forced into unpaid labor. 
 

 
 

Reconstruction Acts of 1867 

In elections for new state governments, Black voter turnout neared 90 percent in many 
jurisdictions, and Black voters—who comprised a majority in many districts and a statewide 
majority in Louisiana—elected both White and Black leaders to represent them. More than six 
hundred African Americans, most of them formerly enslaved, were elected as state legislators 
during this period. Another eighteen African Americans rose to serve in state executive 
positions, including lieutenant governor, secretary of state, superintendent of education, and 
treasurer.  

 



Plessy v. Ferguson  
Plessy v. Ferguson was a landmark 1896 U.S. Supreme Court decision that upheld the 
constitutionality of racial segregation under the “separate but equal” doctrine. The case stemmed 
from an 1892 incident in which Black train passenger Homer Plessy refused to sit in a car for 
Blacks. Rejecting Plessy’s argument that his constitutional rights were violated, the Supreme 
Court ruled that a law that “implies merely a legal distinction” between Whites and Blacks was 
not unconstitutional. As a result, restrictive Jim Crow legislation and separate public 
accommodations based on race became commonplace. 
 
The Plessy v. Ferguson verdict enshrined the doctrine of “separate but equal” as a constitutional 
justification for segregation, ensuring the survival of the Jim Crow South for the next half-
century. Intrastate railroads were among many segregated public facilities the verdict sanctioned; 
others included buses, hotels, theaters, swimming pools and schools.  
 

 

 

 

 

 

 

 

 

 

 

 



Lynchings (1882-1968) 

From 1882-1968, 4,743 lynchings occurred in the United States. Lynchings were violent and 
public acts of torture that traumatized Black people throughout the country and were largely 
tolerated by state and federal officials. These lynchings were terrorism. “Terror lynchings” 
peaked between 1880 and 1940 and claimed the lives of Black men, women, and children who 
were forced to endure the fear, humiliation, and barbarity of this widespread phenomenon 
unaided. 

Lynching profoundly impacted race relations in this country and shaped the geographic, political, 
social, and economic conditions of African Americans in ways that are still evident today. Terror 
lynchings fueled the mass migration of millions of Black people from the South into urban 
ghettos in the North and West throughout the first half of the twentieth century. Lynching created 
a fearful environment where racial subordination and segregation was maintained with limited 
resistance for decades. Most critically, lynching reinforced a legacy of racial inequality that has 
never been adequately addressed in America. The administration of criminal justice in particular 
is tangled with the history of lynching in profound and important ways that continue to 
contaminate the integrity and fairness of the justice system. 

Racial terror lynching was a tool used to enforce laws and racial segregation—a tactic for 
maintaining racial control by victimizing the entire Black community, not merely punishment of 
an alleged perpetrator for a crime. Many victims of terror lynchings were murdered without 
being accused of any crime; they were killed for minor social transgressions or for demanding 
basic rights and fair treatment. 
 

 
 
  



Redlining Practices 

Although informal discrimination and segregation had existed in the United States, the specific 
practice called "redlining" began with the National Housing Act of 1934, which established the 
Federal Housing Administration (FHA).  Racial segregation and discrimination against 
minorities and minority communities pre-existed this policy. The implementation of this federal 
policy aggravated the decay of minority inner-city neighborhoods caused by the withholding of 
mortgage capital, and made it even more difficult for neighborhoods to attract and retain families 
able to purchase homes. The assumptions in redlining resulted in a large increase in residential 
racial segregation and urban decay in the United States.  

In 1935, the Federal Home Loan Bank Board (FHLBB) asked Home Owners' Loan Corporation 
(HOLC) to look at 239 cities and create "residential security maps" to indicate the level of 
security for real-estate investments in each surveyed city. On the maps, the newest areas—those 
considered desirable for lending purposes—were outlined in green and known as "Type A". 
These were typically affluent suburbs on the outskirts of cities. "Type B" neighborhoods, 
outlined in blue, were considered "Still Desirable", whereas older "Type C" were labeled 
"Declining" and outlined in yellow. "Type D" neighborhoods were outlined in red and were 
considered the most risky for mortgage support. These neighborhoods tended to be the older 
districts in the center of cities; often they were also black neighborhoods. Urban planning 
historians theorize that the maps were used by private and public entities for years afterward to 
deny loans to people in black communities. But, recent research has indicated that the HOLC did 
not redline in its own lending activities and that the racist language reflected the bias of the 
private sector and experts hired to conduct the appraisals. 

  

https://en.wikipedia.org/wiki/National_Housing_Act_of_1934
https://en.wikipedia.org/wiki/Federal_Housing_Administration
https://en.wikipedia.org/wiki/Racial_segregation
https://en.wikipedia.org/wiki/Urban_decay
https://en.wikipedia.org/wiki/Federal_Home_Loan_Bank_Board
https://en.wikipedia.org/wiki/Home_Owners%27_Loan_Corporation
https://en.wikipedia.org/wiki/Black_neighborhoods


 

Brown v. Board of Education  
Brown v. Board of Education of Topeka was a landmark 1954 Supreme Court case in which the 
justices ruled unanimously that racial segregation of children in public schools was 
unconstitutional. Brown v. Board of Education was one of the cornerstones of the Civil Rights 
Movement, and helped establish the precedent that “separate-but-equal” education and other 
services were not, in fact, equal at all. 
 
Though the Supreme Court’s decision in Brown v. Board did not achieve school desegregation 
on its own, the ruling (and the steadfast resistance to it across the South) fueled the nascent civil 
rights movement in the United States. 

   

 

https://www.history.com/topics/black-history/civil-rights-movement
https://www.history.com/topics/black-history/civil-rights-movement


The Civil Rights Movement  
The Civil Rights Movement was a struggle for social justice that took place mainly during the 
1950s and 1960s for Blacks to gain equal rights under the law in the United States. By the mid-
20th century, African Americans, along with many whites, mobilized and began an 
unprecedented fight for equality that spanned two decades. 
 
President Lyndon B. Johnson signed the Civil Rights Act of 1964—legislation initiated by 
President John F. Kennedy before his assassination—into law on July 2 of that year. 
King and other civil rights activists witnessed the signing. The law guaranteed equal employment 
for all, limited the use of voter literacy tests and allowed federal authorities to ensure public 
facilities were integrated. 
On March 7, 1965, the Civil Rights Movement in Alabama took an especially violent turn as 600 
peaceful demonstrators participated in the Selma to Montgomery march to protest the killing of 
Black civil rights activist Jimmie Lee Jackson by a white police officer and to encourage 
legislation to enforce the 15th amendment. 
 
As the protestors neared the Edmund Pettus Bridge, they were blocked by Alabama state and 
local police sent by Alabama governor George C. Wallace, a vocal opponent of desegregation. 
Refusing to stand down, protestors moved forward and were viciously beaten and teargassed by 
police and dozens of protestors were hospitalized. The entire incident was televised and became 
known as “Bloody Sunday.”  

 

  

 

  

http://www.history.com/topics/us-presidents/lyndon-b-johnson
http://www.history.com/topics/black-history/civil-rights-act/videos/civil-rights-act-of-1964
http://www.history.com/topics/us-presidents/john-f-kennedy
http://www.history.com/topics/black-history/selma-montgomery-march
http://www.history.com/news/selmas-bloody-sunday-50-years-ago


Michael Brown, Tamir Rice, Trayvon Martin, Atatiana Jefferson, 
Philando Castille, George Floyd, Breonna Taylor….. 
About 1 in 1,000 Black men and boys in America can expect to die at the hands of police, 
according to a new analysis of deaths involving law enforcement officers. That makes them 2.5 
times more likely than White men and boys to die during an encounter with cops. The analysis 
also showed that Latino men and boys, Black women and girls and Native American men, 
women and children are also killed by police at higher rates than their White peers. 
  
A study published in the Lancet last year found that police killings of unarmed Black men were 
associated with an increase in mental health problems such as depression and emotional issues 
for Black people living in the state where the killing took place. 
 
Living in a state of constant fear can lead to chronic stress. Many Black parents have “the talk” 
within their children, a conversation that many Black parents have with their children — 
especially boys — about how to interact with police to avoid being harmed. 
 
The early 20s are a particularly dangerous time for young men, the researchers found. During the 
study period, police use of force accounted for 1.6% of all deaths of black men between the ages 
of 20 and 24. It was also responsible for 1.2% of deaths of Latino and Native American men. 
However, police violence accounted for just 0.5% of deaths of White and Asian American men 
in that age range. 

 

https://www.thelancet.com/journals/lancet/article/PIIS0140-6736(18)31130-9/fulltext


Adultification of Black Boys and Girls 

Adultification is a form of dehumanization, robbing Black children of the very essence of what 
makes childhood distinct from all other developmental periods: innocence. Adultification 
contributes to a false narrative that Black youths’ transgressions are intentional and malicious, 
instead of the result of immature decision making — a key characteristic of childhood. 

An Annie E. Casey-funded report, Girlhood Interrupted: The Erasure of Black Girls’ Childhood, 
found that adults viewed Black girls “as less innocent and more adult-like than White girls of the 
same age, especially between 5–14 years old.” When compared with White girls, Black girls 
were perceived as: 

• needing less nurturing, protection, support and comfort; 
• being more independent; and 
• knowing more about adult topics, including sex. 

The implications of the report’s finding are far reaching, according to Rebecca Epstein, 
executive director of the center. “Simply put, if authorities in public systems view Black girls as 
less innocent, less needing of protection and generally more like adults, it appears likely that they 
would also view Black girls as more culpable for their actions and, on that basis, punish them 
more harshly despite their status as children. 

The study builds on previous research, including studies that found Black boys are seen as older 
and more culpable than their White peers.  

 

  

http://www.law.georgetown.edu/academics/centers-institutes/poverty-inequality/upload/girlhood-interrupted.pdf
https://www.apa.org/pubs/journals/releases/psp-a0035663.pdf
https://www.apa.org/pubs/journals/releases/psp-a0035663.pdf


Gentrification 
Gentrification is a process of changing the character of a neighborhood through the influx of 
more affluent residents and businesses. During gentrification, poorer communities are commonly 
converted to high-end neighborhoods with expensive housing options such as high-rises and 
condominiums. As property prices increase, the original residents of the neighborhood are forced 
out 
  
Gentrification usually leads to negative impacts such as forced displacement, a fostering of 
discriminatory behavior by people in power, and a focus on spaces that exclude low-income 
individuals and people of color. Displacement can lead to stress and depression. The year 
following an eviction, mothers are 20 percent more likely to report depression than their peers. 
At least two years after their eviction, mothers were still experiencing significantly higher rates 
of depression.  
 
Displacement can have myriad negative health impacts on children as well. Outcomes identified 
in association with frequent moves included: higher levels of behavioral and emotional 
problems; increased teenage pregnancy rates; accelerated initiation of illicit drug use; adolescent 
depression; and reduced continuity of healthcare.  
 
 

 
 
  



Mass Incarceration 

Despite making up close to 5% of the global population, the U.S. has nearly 25% of the world’s 
prison population. Since 1970, our incarcerated population has increased by 700% –  2.3 million 
people in jail and prison today, far outpacing population growth and crime.  

One out of every three Black boys born today can expect to go to prison in his lifetime, as can 
one of every six Latino boys—compared to one of every 17 white boys. At the same time, 
women are the fastest growing incarcerated population in the United States. 

awaiting trial and presumed innocent than in  local jailsThere are twice as many people sitting in 
the entire federal prison system. And each year, 650,000 men and women nationwide return 

. They face nearly 50,000 federal, state, and local legal from prison to their communities
     restrictions that make it difficult to reintegrate back into society.  

In the American criminal justice system, wealth—not culpability—shapes outcomes. Many 
people charged with crimes lack the resources to investigate cases or obtain the help they need, 
leading to wrongful convictions and excessive sentences, even in capital cases. 

Racial disparities persist at every level from misdemeanor arrests to executions. The “tough on 
crime” policies that led to mass incarceration are rooted in the belief that black and brown people 
are inherently guilty and dangerous—and that belief still drives excessive sentencing policies 
today.  

More incarceration doesn’t reduce violent crime. Using prisons to deal with poverty and mental 
illness makes these problems worse. People leave overcrowded and violent jails and prisons 
more traumatized, mentally ill, and physically battered than they went in. 

Today, nearly 10 million Americans—including millions of children—have an immediate family 
member in jail or prison. More than 4.5 million Americans can’t vote because of a past 
conviction. And each year, we lose $87 billion in GDP due to mass incarceration.  

  

 

 

https://www.aclu.org/report/womens-mass-incarceration-whole-pie-2017
https://www.aclu.org/blog/mass-incarceration/smart-justice/we-cant-end-mass-incarceration-without-ending-money-bail


To read more, go to: http://ncaeyc.org/about/

WE STRIVE TO UPHOLD THESE VALUES AND BELIEFS  
IN ALL OUR INTERACTIONS AND INITIATIVES:

• 	 Appreciate childhood as a unique 		
	 and valuable stage of the human  
	 life cycle.

• 	 Base our work on knowledge of how 	
	 children develop and learn.

• 	 Appreciate and support the bond  
	 between the child and family.

• 	 Recognize that children are best  
	 understood and supported in the  
	 context of family, culture, community, 	
	 and society.

• 	 Respect the dignity, worth, and  
	 uniqueness of each individual (child, 	
	 family member, and colleague).

• 	 Respect diversity in children, families,  
	 and colleagues.

• 	 Recognize that children and adults 		
	 achieve their full potential in the 		
	 context of relationships that are based 	
	 on trust and respect.

Core Values Core Beliefs
Excellence and Innovation—We are  
imaginative risk takers willing to challenge 
assumptions while being accountable to 
our mission and fiscally responsible.

Transparency—We act with openness  
and clarity.

Reflection—We consider multiple sources 
of evidence and diverse perspectives to 
review past performance, note progress 
and successes, and engage in continuous 
quality improvement.

Equity and Opportunity—We advocate  
for policies, practices, and systems that 
promote full and inclusive participation.  
We confront biases that create barriers 
and limit the potential of children, families, 
and early childhood professionals.

Collaborative Relationships—We share 
leadership and responsibility in our work 
with others. We commit time and effort 
to ensure diverse participation and more 
effective outcomes. We act with integrity, 
respect, and trust.

Our core values are defined in the NAEYC Code of Ethical Conduct  
and are deeply rooted in the early childhood profession. 

As a state affiliate of NAEYC, we seek to be HPIO, a high–performing,  
inclusive organization that is enriched by and continually grows from  

our commitment to diversity, as embodied by our core beliefs.

NCAEYC is committed to advancing the NAEYC Values and Beliefs 
to guide our individual and collective work with and on behalf  

of children, families, and our field.

DONATE NOW!

http://ncaeyc.org/about/
http://ncaeyc.org/donate/


As we engage in individual and collective healing so that we can  
begin to develop strategies, policies, and practices for addressing  

equity in early childhood education, we invite you to reflect.

BRAVE SPACES LEAD TO HEALING PLACES

Enjoy NCAEYC’s Wellness Way List on Spotify!
http://ncaeyc.org/listen-to-our-wellness-way-spotify-playlist/

http://ncaeyc.org/ https://educationalequityinstitute.com/

What emotions are you feeling as you process the content 
and experiences provided over the past 3 days? 

What is the root of these emotions?

http://ncaeyc.org/listen-to-our-wellness-way-spotify-playlist/
http://ncaeyc.org/
https://educationalequityinstitute.com/


BRAVE SPACES LEAD TO HEALING PLACES

http://ncaeyc.org/ https://educationalequityinstitute.com/

We all have a role in equity-based work.   
What is my role? How can I work to disrupt racism  

in my job, my personal life, and in my relationships?

http://ncaeyc.org/
https://educationalequityinstitute.com/


BRAVE SPACES LEAD TO HEALING PLACES

http://ncaeyc.org/ https://educationalequityinstitute.com/

Thoughts, reflections, and commitment

http://ncaeyc.org/
https://educationalequityinstitute.com/


 in Early Childhood Education 
DEFINITIONS RELATED TO EQUITY

ability

The means or skills to do something. In this position statement, we use the term “ability” 
more broadly than the traditional focus on cognition or psychometric properties to apply 
across all domains of development. We focus and build on each child’s abilities, strengths, 
and interests, acknowledging disabilities and developmental delays while avoiding ableism 
(see also ableism and disability)

ableism
A systemic form of oppression deeply embedded in society that devalues disabilities 
through structures based on implicit assumptions about standards of physical, intellectual, 
and emotional normalcy

agency
A person’s ability to make choices and influence events. In this position statement, we 
emphasize each child’s agency, especially a child’s ability to make choices and influence 
events in the context of learning activities, also referred to as autonomy or child-directed 
learning.

bias

Attitudes or stereotypes that favor one group over another. Explicit biases are conscious 
beliefs and stereotypes that affect one’s understanding, actions, and decisions; implicit bi-
ases also affect one’s understanding, actions, and decisions but in an unconscious manner. 
Implicit biases reflect an individual’s socialization and experiences within broader systemic 
structures that work to perpetuate existing systems of privilege and oppression. An  
anti-bias approach to education explicitly works to end all forms of bias and discrimination.

classism A systemic form of oppression deeply embedded in society that tends to assign greater 
value to middle and upper socioeconomic status and devalue the “working” class.

culture
The patterns of beliefs, practices, and traditions associated with a group of people. Cul-
ture is increasingly understood as inseparable from development. Individuals both learn 
from and contribute to the culture of the groups to which they belong. Cultures evolve 
over time, reflecting the lived experiences of their members in particular times and places.

disability and  
developmental delay

Legally defined for young children under the Individuals with Disabilities Education Act 
(IDEA), disabilities include intellectual disability; hearing, speech or language, visual, and/
or orthopedic impairment; autism; and traumatic brain injury. Under IDEA, states define 
developmental delays to include delays in physical, cognitive, communication, social  
or emotional, or adaptive development. These legal definitions are important for  
determining access to early intervention and early childhood special education services. 
The consequences of the definition can vary based on the degree to which they are seen 
as variations in children’s assets or the degree to which they are seen as deficits.  
(See also ableism and ability)



diversity

Variation among individuals, as well as within and across groups of individuals, in terms  
of their backgrounds and lived experiences. These experiences are related to social  
identities, including race, ethnicity, language, sexual orientation, gender identity and  
expression, social and economic status, religion, ability status, and country of origin.  
The terms diverse and diversity are sometimes used as euphemisms for non-White.  
NAEYC specifically rejects this usage, which implies that Whiteness is the norm against 
which diversity is defined.

equity

The state that would be achieved if individuals fared the same way in society regardless 
of race, gender, class, language, disability, or any other social or cultural characteristic. 
In practice, equity means all children and families receive necessary supports in a timely 
fashion so they can develop their full intellectual, social, and physical potential.

Equity is not the same as equality. Equal treatment given to individuals at unequal starting 
points is inequitable. Instead of equal treatment, NAEYC aims for equal opportunity. This 
requires considering individuals’ and groups’ starting points, then distributing resources 
equitably (not equally) to meet needs. Attempting to achieve equality of opportunity  
without considering historic and present inequities is ineffective, unjust, and unfair.

equitable learning  
opportunities

Learning opportunities that not only help each child thrive by building on each one’s 
unique set of individual and family strengths—including cultural background, language(s), 
abilities and disabilities, and experiences—but also are designed to eliminate differences 
in outcomes that are a result of past and present inequities in society.

funds of knowledge Essential cultural practices and bodies of knowledge embedded in the daily practices  
and routines of families.

gender identity

A social concept that reflects how individuals identify themselves. Traditionally viewed as 
a binary category of male/female linked to an individual’s sex, gender identity is viewed 
by current science as fluid and expansive. Cisgender individuals develop a gender identity 
that matches their legal designation. Transgender individuals are those whose gender 
identity and/or expression differs from cultural expectations based on their legal  
designation at birth.

historical trauma

“The cumulative emotional and psychological wounding over the lifespan and across 
generations, emanating from massive group trauma experiences.” Examples of historical 
trauma include the multigenerational effects of White supremacy reflected in colonization, 
genocide, slavery, sexual exploitation, forced relocation, and incarceration based on race 
or ethnicity.

inclusion

Embodied by the values, policies, and practices that support the right of every infant and 
young child and their family, regardless of ability, to participate in a broad range of activi-
ties and contexts as full members of families, communities, and society. The desired results 
of inclusive experiences for children with and without disabilities and their families include 
a sense of belonging and membership, positive social relationships and friendships, and 
development and learning to help them reach their full potential.79 Although the tradi-
tional focus of inclusion has been on addressing the exclusion of children with disabilities, 
full inclusion seeks to promote justice by ensuring equitable participation of all historically 
marginalized children.

intersectionality

The overlapping and interdependent systems of oppression across, for example, race, 
gender, ability, and social status. Intersectionality encourages us to embrace and celebrate 
individuals’ multiple social identities. It also highlights the complex and cumulative effects 
of different forms of structural inequity that can arise for members of multiple marginalized 
groups.

LGBTQIA+
An acronym for lesbian, gay, bisexual, transgender, queer or questioning, intersex,  
asexual, and more, reflecting the expansive and fluid concepts of sexual orientation,  
gender identity, and gender expression.



marginalization
The process by which specific social groups are pushed to the edges or margins of society. 
Marginalized groups are treated as less important or inferior through policies or practices 
that reduce their members’ economic, social, and political power.

microaggressions

Everyday verbal, nonverbal, or environmental messages that implicitly contain a negative 
stereotype or are in some way dehumanizing or othering. These hidden messages serve  
to invalidate the recipients’ group identity, to question their experience, to threaten them,  
or to demean them on a personal or group level. Microaggressions may result from implicit 
or explicit biases. People who commit microaggressions may view their remarks as casual 
observations or even compliments and may not recognize the harm they can cause.

norm, normative

The definition of certain actions, identities, and outcomes as the standard (“the norm” 
or “normal”), with everything else as outside the norm. For example, the terms White 
normativity or heteronormative refer to instances in which Whiteness and heterosexual-
ity are considered normal or preferred. Such norms wrongly suggest that all other races 
and sexual orientations are outside the norm or are less preferable. Art activities focused 
on filling out a family tree, with designated spaces for “mommy,” “daddy,” “grandma,” 
and “grandpa,” for example, may assume a two-parent, heterosexual household as the 
normative family structure. (While some research-based norms provide guidance regarding 
healthy child development and appropriate educational activities and expectations, these 
norms have too often been derived through research that has only or primarily included 
nonrepresentative samples of children or has been conducted primarily by nonrepresen-
tative researchers. Additional research, by a more representative selection of researchers 
and theorists, is needed to develop new norms that will support equitably educating  
all children.)

oppression The systematic and prolonged mistreatment of a group of people.

privilege
Unearned advantages that result from being a member of a socially preferred or dominant 
social identity group. Because it is deeply embedded, privilege is often invisible to those 
who experience it without ongoing self-reflection. Privilege is the opposite of marginaliza-
tion or oppression that results from racism and other forms of bias.

race
A social-political construct that categorizes and ranks groups of human beings on the  
basis of skin color and other physical features. The scientific consensus is that using the 
social construct of race to divide humans into distinct and different groups has no  
biological basis.

racism

A belief that some races are superior or inferior to others. Racism operates at a systemic 
level through deeply embedded structural and institutional policies that have favored 
Whiteness at the expense of other groups. On an individual level, racism can be seen in 
both explicit and implicit prejudice and discrimination. Both individual and institutional 
acts of bias work to maintain power and privilege in the hands of some over others.

resilience
The ability to overcome serious hardship or adverse experiences. For children, resilience  
is promoted through such protective factors as supportive relationships, adaptive skill 
building, and positive experiences.

sexism
A belief that some gender identities are superior or inferior to others. Sexism operates at 
a systemic level through deeply embedded structural and institutional policies that have 
assigned power and prestige to cisgender men and caring and nurturing roles with little 
economic reward to cisgender women, to the detriment of all.

stereotype Any depiction of a person or group of people that makes them appear less than fully  
human, unique, or individual or that reinforces misinformation about that person or group.
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structural inequities
The systemic disadvantage of one or more social groups compared to systemic advantage 
for other groups with whom they coexist. The term encompasses policy, law, governance, 
and culture and refers to race, ethnicity, gender or gender identity, class, sexual orienta-
tion, and other domains.

White fragility

A concept based on the observation that White people in North America and other  
parts of the world live in a social environment that protects and insulates them from  
race-based stress, heightening their expectations for racial comfort and lowering their  
ability to tolerate racial stress. Even small amounts of racial stress can be intolerable to 
White people and can trigger defensive actions designed to restore the previous  
equilibrium and comfort.

xenophobia
Attitudes, prejudices, or actions that reject, exclude, or vilify individuals as foreigners or 
outsiders. Although often targeted at migrants, refugees, asylum seekers, and displaced 
persons, xenophobia is not limited to these individuals but may be applied to others on 
the basis of assumptions.
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