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Abstract
Kindergarten curriculum construction occupies a pivotal position in early childhood education, as the decisions made regarding curriculum content, design logic, and foundational starting points carry far-reaching implications for children's development, learning trajectories, and long-term life outcomes. This review examines the theoretical and empirical literature on the logic and starting points that underpin kindergarten curriculum construction, synthesising diverse perspectives drawn from developmental psychology, sociocultural theory, comparative education, and curriculum studies. Using a narrative review approach, the paper analyses peer-reviewed and policy-related literature selected from major academic databases to identify recurrent curriculum logics, foundational starting points, and points of tension across international scholarship. Drawing on scholarly work spanning multiple national contexts, the review identifies four principal starting points for curriculum construction: the child as a developing being, sociocultural and community contexts, structured knowledge domains, and value-laden educational goals. Its main analytical contribution is to bring these starting points into a single comparative framework and to show how they interact with competing curriculum logics rather than functioning as isolated or mutually exclusive foundations for curriculum design. The dominant logics shaping curriculum design — including child-centred, subject-centred, play-based, and emergent curriculum logics — are analysed alongside the tensions and complementarities between these perspectives. Comparative analyses of curriculum models from Nordic, Anglo-Saxon, East Asian, and Reggio Emilia traditions illuminate how socio-political contexts shape curriculum philosophy and practice. Contemporary challenges, including the growing pressure for academic readiness, the demand for inclusive and equitable curricula, and the implications of digitalisation, are also addressed. The review concludes that a coherent and ethically grounded logic for kindergarten curriculum construction must integrate developmental appropriateness, cultural relevance, professional agency, and a holistic conception of the child as simultaneously a being and a becoming.
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1. Introduction
The construction of kindergarten curriculum stands at the intersection of competing philosophical traditions, empirical knowledge bases, and sociopolitical imperatives. It is a domain in which questions about what children are, what they need, and what society expects of them converge in complex and often contested ways. Curriculum construction in the early years is never a purely technical exercise; it is always simultaneously a moral and political act, reflecting assumptions about childhood, learning, and the purpose of education (Moss, 2007). Understanding the logic and starting points of kindergarten curriculum construction, therefore, requires sustained engagement with foundational questions: What is the nature of the young child? What constitutes worthwhile learning in the early years? Who holds the authority to determine curriculum content and structure? And on what basis should curriculum decisions be made?
Over the past several decades, early childhood education (ECE) has attracted increasing attention from researchers, policymakers, and international organisations, driven in large part by a growing body of evidence on the formative significance of the early years for cognitive, social, emotional, and physical development. The landmark work of Heckman (2006) demonstrated that investment in high-quality early childhood programmes yields exceptionally high returns in terms of long-term educational attainment, employment outcomes, and reduced social costs, lending economic weight to arguments for prioritising the early years. Similarly, longitudinal research such as the Abecedarian Project demonstrated that well-designed early childhood interventions could produce enduring benefits for children at risk of poor developmental outcomes (Campbell et al., 2002), while more recent experimental studies have confirmed that structured preschool programmes can significantly enhance children's academic and socio-emotional readiness for formal schooling (Weiland & Yoshikawa, 2013). These findings have intensified debates about the goals of kindergarten education and the curriculum structures best suited to achieving them.
Yet the expansion of interest in ECE has not resolved longstanding tensions about curriculum design. On the contrary, it has, in many cases, sharpened them. The pressure to demonstrate measurable outcomes and school readiness, driven partly by accountability frameworks and partly by well-intentioned policy goals, has generated considerable concern among scholars and practitioners who worry that a narrowly instrumental curriculum logic may crowd out the more expansive, child-centred, and play-based approaches that have historically characterised high-quality early years provision (Wood, 2014; Yelland, 2011). Simultaneously, growing recognition of the diversity of children's linguistic, cultural, and socioeconomic backgrounds has prompted calls for curricula that are genuinely inclusive, responsive to community funds of knowledge, and attentive to issues of equity and justice (Hedges et al., 2011; Grieshaber, 2008).
Against this background, the question of what constitutes the appropriate logic and starting point for kindergarten curriculum construction has taken on renewed urgency. Whilst curriculum theory in the compulsory schooling sector has a long and well-developed tradition, early childhood curriculum theory remains comparatively underdeveloped, characterised by fragmentation across disciplinary boundaries and significant divergence between national and regional traditions (Kagan & Roth, 2017). This review seeks to contribute to this literature by synthesising theoretical perspectives and empirical findings on the logic and starting points of kindergarten curriculum construction, drawing on diverse international scholarship spanning developmental psychology, sociocultural theory, critical pedagogy, and comparative curriculum studies. Its central contribution is to develop a comparative analytical framework that brings four recurring starting points of kindergarten curriculum construction into relation with the dominant logics of curriculum design, thereby clarifying how these orientations intersect, overlap, and sometimes conflict in contemporary early childhood scholarship.
1.1 Scope and Objectives of the Review
This review focuses on the theoretical and conceptual dimensions of kindergarten curriculum construction, with particular attention to the logic that guides curriculum design decisions and the starting points from which curricula are conceived and developed. The term 'kindergarten' is used broadly to encompass organised educational provision for children approximately between three and six years of age, acknowledging variation in national terminology and institutional arrangements across different countries and systems. The review does not seek to evaluate specific national curricula or to prescribe a single optimal approach; rather, it aims to map the intellectual landscape of this field, identify areas of convergence and divergence across scholarly traditions, and highlight implications for future research and practice.
The specific objectives of this review are as follows: to critically analyse the theoretical foundations of kindergarten curriculum construction; to examine the dominant logics informing curriculum design in early childhood settings; to identify and evaluate the principal starting points invoked in kindergarten curriculum development; to explore comparative perspectives across different cultural and educational traditions; to discuss contemporary challenges and their implications for curriculum construction; and to identify directions for future research and practical development in this field.
2. Methods for Literature Selection
This paper adopts a narrative review design. A narrative review was considered more appropriate than a systematic review because the aim of the paper is not to estimate the effect size of a tightly defined intervention, but to synthesise and interpret a conceptually diverse body of scholarship on the logic and starting points of kindergarten curriculum construction. The field of early childhood curriculum studies spans multiple disciplinary traditions, including developmental psychology, sociology of education, curriculum theory, comparative education, and policy studies. As a result, the relevant literature includes theoretical, interpretive, comparative, and empirical contributions that are not easily captured through the narrower inclusion logic typically associated with systematic review methodologies.
2.1 Search strategy and search period
The literature search was conducted between January 2026 and March 2026, with the final search completed on 25 March 2026. Searches were undertaken in Web of Science, Scopus, ERIC, Google Scholar, and PubMed. Although PubMed yielded fewer directly relevant results than the education databases, it was included to capture interdisciplinary work related to child development and early learning. The principal search terms included combinations of: “kindergarten curriculum,” “early childhood curriculum,” “curriculum construction,” “curriculum design early years,” “play-based curriculum,” “curriculum logic,” “starting point curriculum,” “child-centred curriculum,” “emergent curriculum,” and “kindergarten curriculum policy.” Searches focused primarily on literature published from 2005 to 2026, while earlier sources were included selectively where they were widely recognised as foundational or historically significant to the development of curriculum theory in early childhood education.
2.2 Screening and selection process
The database searches initially yielded approximately 420 records. After the removal of obvious duplicates and clearly irrelevant items on the basis of title and abstract, approximately 165 records were retained for closer examination. Full-text screening was then undertaken for these sources, with attention to their relevance to one or more of the paper’s core concerns:
1. the conceptualisation of curriculum in kindergarten and early childhood settings; 
2. the logic informing curriculum construction; 
3. the starting points used to justify curriculum design; 
4. comparative or policy perspectives on curriculum models; and 
5. contemporary debates concerning play, readiness, inclusion, digitalisation, and teacher agency. 
Following full-text review, approximately 78 sources were retained as the main evidentiary base for the narrative synthesis. These were supplemented by a small number of classic and policy-oriented sources identified through backward reference searching. Because this is a narrative review rather than a systematic review, the purpose of screening was not exhaustive retrieval of every publication on the topic, but the construction of a conceptually rich and analytically useful body of literature capable of supporting interpretation across major traditions and debates.
2.3 Inclusion and exclusion criteria
Sources were included where they met one or more of the following criteria: they addressed the theoretical foundations of kindergarten or early childhood curriculum; they examined the principles, logics, or models of curriculum design in the early years; they discussed the starting point of curriculum construction, whether in terms of the child, culture, knowledge, or values and they offered comparative, policy, or empirical insights relevant to curriculum construction in kindergarten settings. The review prioritised peer-reviewed journal articles, together with a limited number of official reports from major intergovernmental organisations such as the OECD, UNESCO, and UNICEF, because such documents have played a significant role in shaping contemporary curriculum discourse internationally.
The review excluded: publications focused exclusively on primary or secondary school curriculum without clear relevance to early childhood education; studies concerned narrowly with single classroom techniques or interventions that did not bear on broader curriculum construction; unpublished theses, conference papers, and non-scholarly opinion pieces; and sources for which the full text could not be accessed. 
2.4 Rationale regarding books and book chapters
One limitation of the selection strategy is that books and book chapters were not systematically included. This decision was made primarily to maintain a manageable and relatively consistent corpus centred on peer-reviewed journal scholarship and major policy documents, which are more easily searchable across databases and more comparable in scope and review status. However, because early childhood curriculum theory has important intellectual roots in book-length and historically foundational works, some classic thinkers whose ideas are often transmitted through books — such as Froebel, Dewey, Piaget, and Vygotsky — are discussed indirectly through peer-reviewed scholarship that interprets and applies their work to contemporary curriculum debates.
This means the review should be understood as a narrative synthesis of journal-led and policy-relevant scholarship, rather than as a fully comprehensive intellectual history of early childhood curriculum thought. The exclusion of books, therefore, improves coherence and manageability, but it also narrows the range of theoretical sources represented. This limitation is acknowledged explicitly in the final section of the paper.
2.5 Analytic organisation and coding of the literature
After selection, the retained literature was read and organised using a thematic coding process. The coding was not statistical in nature, but interpretive and concept-led. Each source was examined for the main assumptions it made about:
· what should serve as the starting point of curriculum construction; 
· how curriculum should be organised or justified; 
· the role of the teacher, child, and broader social context; 
· and the extent to which the source aligned with particular curriculum traditions or policy orientations. 
Through iterative reading and comparison, sources were grouped into four recurring starting points: the child as a developing being; society and culture; structured knowledge domains and educational values and goals. 
At the same time, sources were also organised according to their dominant curriculum logics, including: child-centred logic, subject- or knowledge-centred logic, play-based logic, and emergent curriculum logic. These categories were not treated as mutually exclusive. Many sources reflected more than one starting point or logic. The purpose of the coding process was, therefore, analytic clarification rather than rigid classification. The categories were used to identify patterns of emphasis, points of tension, and areas of convergence across the literature, and they provided the organising structure for the synthesis presented in later sections of the paper.
2.6 Limits of the review method
As a narrative review, this study does not claim exhaustive coverage of all relevant literature, nor does it employ formal appraisal tools or meta-analytic techniques. Its purpose is interpretive: to synthesise key scholarly conversations, clarify the principal logics and starting points used in kindergarten curriculum construction, and identify implications for policy, practice, and future research. The review, therefore, privileges breadth of conceptual coverage and analytical synthesis over exhaustive retrieval.
3. Conceptual Foundations: Defining Curriculum in Early Childhood Contexts
3.1 The Concept of Curriculum in Kindergarten Settings
Before examining the logic and starting points of kindergarten curriculum construction, it is necessary to clarify what is meant by 'curriculum' in the context of early childhood education, since the term carries different connotations in different scholarly and practitioner communities. In its broadest sense, curriculum refers to the totality of planned and unplanned experiences that children encounter within an educational setting, encompassing the content of learning, the pedagogical processes through which that learning is facilitated, the organisation of time and space, and the relationships between children, educators, and families. This broad conception is particularly important in the kindergarten context, where the boundaries between learning and living, between play and work, and between the formal and the informal are less sharply drawn than in compulsory schooling (Pramling Samuelsson & Asplund Carlsson, 2008).
A narrower conception of curriculum, more prevalent in school-based discourse, treats curriculum primarily as a document specifying prescribed learning outcomes, content areas, and assessment procedures. Whilst such documents play an important role in shaping practice, scholars working in the early childhood field have generally argued that a purely prescriptive, content-driven conception of curriculum is inadequate for the early years, given that young children's learning is characterised by holism, embodiment, relationality, and unpredictability (Moss, 2007). The tension between broader and narrower conceptions of curriculum is itself one of the central fault lines in debates about kindergarten curriculum construction and reflects deeper philosophical disagreements about the nature of childhood and the purposes of early education.
The concept of the 'emergent curriculum' represents one influential attempt to navigate this tension, emphasising the role of children's interests, questions, and investigations in shaping the content and direction of learning, within a framework provided by the educator's professional knowledge and values (Hedges et al., 2011). This approach draws on the sociocultural insight that learning is a co-constructed process, shaped by the interactions between children, educators, materials, and cultural practices, rather than a linear process of transmission from a knowledgeable adult to a novice child. The recognition that curriculum in the early years is simultaneously planned and emergent, structured and responsive, is a theme that recurs throughout the international literature on kindergarten curriculum construction.
3.2 Historical Evolution of Kindergarten Curriculum Thinking
The historical development of kindergarten curriculum thought reveals a long-standing dialogue between contrasting visions of childhood and education. Friedrich Froebel, the nineteenth-century German educator who coined the term 'kindergarten', conceived of early childhood education as a process of unfolding the child's innate potential through structured play with carefully designed materials — the so-called 'gifts' and 'occupations' — in a harmonious relationship with nature and community. Froebel's vision was explicitly holistic, integrating cognitive, moral, aesthetic, and physical dimensions of development, and his influence can still be detected in contemporary curriculum frameworks that emphasise creativity, nature, and child-initiated activity (Brostrom, 2006).
John Dewey's progressive educational philosophy provided another foundational strand of kindergarten curriculum thought. Dewey argued that education must begin with the child's existing experience and interests, proceeding through purposeful activity and problem-solving to deepen understanding and extend capabilities. His emphasis on experience, inquiry, and democratic participation has profoundly shaped child-centred approaches to early childhood curriculum, particularly in Anglo-American contexts. Although Dewey's primary contributions were elaborated in book form, his ideas have been extensively theorised and applied in subsequent journal scholarship and continue to shape debates about the purposes of kindergarten education (Brostrom, 2006).
The mid-twentieth century saw the growing influence of developmental psychology, particularly the cognitive-developmental theory of Jean Piaget and the sociocultural theory of Lev Vygotsky, on kindergarten curriculum construction. Piaget's stage theory, which posited a sequence of qualitatively distinct stages of cognitive development through which all children pass, had significant implications for curriculum design, suggesting that content and learning experiences should be matched to the child's current developmental stage. Vygotsky's concept of the zone of proximal development, emphasising the importance of social interaction and guided support in extending children's cognitive capacities, provided the theoretical basis for more collaborative and dialogic approaches to early childhood pedagogy (Fleer, 2009; Siraj-Blatchford, 2009).
4. Theoretical Frameworks Underpinning Kindergarten Curriculum Construction
4.1 Developmental Perspectives
The developmental psychology tradition has exerted the most pervasive influence on kindergarten curriculum construction in Western contexts, providing both a scientific rationale for child-centred approaches and a framework for thinking about what constitutes age-appropriate content and pedagogy. The concept of developmentally appropriate practice (DAP), elaborated and periodically revised by the National Association for the Education of Young Children in the United States, represents perhaps the most institutionalised expression of this developmental logic, articulating principles for curriculum design based on knowledge of child development, the characteristics of individual children, and the social and cultural contexts in which children live (Grieshaber, 2008).
The developmental perspective has, however, been critiqued on several grounds. Scholars working in poststructuralist, feminist, and critical traditions have argued that developmental psychology's universalising claims mask culturally specific assumptions about childhood, learning, and the normal developmental trajectory, which reflect the experience of predominantly white, Western, middle-class children and marginalise alternative ways of being a child (Moss, 2007; Ailwood, 2003). The association between developmental appropriateness and a particular set of child-centred, play-based practices has also been questioned, with critics arguing that this association is historically and culturally contingent rather than scientifically determined (Grieshaber, 2008; Wood, 2014). These critiques do not invalidate the insights of developmental psychology but rather call for a more reflexive and culturally sensitive application of developmental knowledge in curriculum construction. Recent curriculum-theoretical work has extended this critique by arguing that developmentally appropriate practice should be understood not simply as a set of age-based prescriptions, but as a contested curricular discourse that requires democratic, critical, and context-sensitive professional judgement (Kessler & Castner, 2024).
4.2 Ecological Systems Theory
Bronfenbrenner's ecological systems theory, initially outlined in a foundational paper in the American Psychologist (Bronfenbrenner, 1977) and subsequently elaborated in his bioecological model, offers a valuable framework for understanding the multiple layers of context that shape children's development and, by extension, the contexts that kindergarten curriculum must account for. Bronfenbrenner's model identifies a series of nested systems: the microsystems of immediate settings such as family and school in which the child is directly involved; the mesosystems of interconnections and relationships between those microsystems; the exosystems of community organisations, neighbourhoods, parental workplaces, and other settings that affect the child indirectly; and the macrosystems of broader culture, ideology, and national policy — all of which interact dynamically to shape the child's developmental trajectory. This framework draws attention to the fact that curriculum construction never takes place in a vacuum; it is always situated within and shaped by specific ecological contexts, including the socioeconomic circumstances of families, the cultural values of communities, the professional traditions of educators, and the policy frameworks of national governments (Kagan & Roth, 2017).
The ecological perspective has been particularly influential in informing family-inclusive and community-responsive approaches to kindergarten curriculum, emphasising the importance of partnership with families, sensitivity to cultural diversity, and alignment between the curriculum of the early childhood setting and the learning environments of home and community (Alvestad & Duncan, 2006). It also underpins systems-level thinking about curriculum quality, recognising that the characteristics of individual curriculum documents cannot be separated from the broader professional, institutional, and policy systems within which they are implemented (Slot et al., 2015).
4.3 Sociocultural and Critical Perspectives
Vygotskian sociocultural theory, as elaborated and extended by subsequent scholars, has become an increasingly influential framework for kindergarten curriculum construction, offering a relational account of learning that emphasises the mediating role of language, symbols, tools, and social interaction in cognitive development (Fleer, 2009). From a sociocultural perspective, curriculum construction is not primarily a matter of matching content to individual developmental stages but rather of creating rich zones of proximal development through which children, guided by more competent others, can extend their understanding and capabilities. This perspective draws attention to the pedagogical relationship between child and educator as itself a curricular resource, and to the importance of the quality of teacher–child interaction — including what Siraj-Blatchford (2009) characterised as 'sustained shared thinking' — as a key determinant of curriculum quality.
Critical and poststructuralist perspectives, drawing on the work of Foucault and feminist scholars, have introduced a further dimension to kindergarten curriculum theory, highlighting the ways in which curriculum construction is embedded in relations of power and serves particular social interests. From this perspective, decisions about curriculum content and structure are never politically neutral; they involve choices about whose knowledge, values, and ways of being are recognised and valued, and whose are marginalised or excluded (Moss, 2007; Ailwood, 2003). These perspectives have been particularly productive in drawing attention to issues of gender, race, class, and disability in early childhood curriculum, and in opening up space for critical reflection on the taken-for-granted assumptions that inform curriculum construction.
5. The Logic of Kindergarten Curriculum Construction
5.1 Child-Centred Logic Versus Subject-Centred Logic
One of the most enduring debates in early childhood curriculum concerns the relative priority to be given to the child's interests, developmental needs, and self-initiated activity, on the one hand, and to the structured domains of disciplinary knowledge, on the other. The child-centred tradition, rooted in the progressive educational philosophies of Froebel and Dewey and subsequently supported by developmental psychology, holds that curriculum should take its starting point from the child's existing experience, interests, and modes of engagement with the world, building outward from these to encompass broader domains of knowledge and skill. This logic prioritises intrinsic motivation, active exploration, and the integration of learning across domains, and is typically associated with play-based and project-based approaches to curriculum design (Pramling Samuelsson & Asplund Carlsson, 2008).
The subject-centred or knowledge-based approach, by contrast, holds that the organisation of curriculum around structured bodies of disciplinary knowledge — such as mathematics, language, science, and the arts — provides a more reliable foundation for the systematic development of the cognitive capacities and knowledge structures that children will need for success in formal schooling and beyond. Proponents of this view argue that leaving curriculum organisation entirely to children's spontaneous interests risks leaving significant gaps in children's knowledge and skill development, particularly for children from disadvantaged backgrounds who may have had less exposure to the literate and numerate practices that schools reward (Nores & Barnett, 2010; Weiland & Yoshikawa, 2013).
The dichotomy between child-centred and subject-centred logic, whilst analytically useful, can be misleading in its suggestion that these represent mutually exclusive alternatives. In practice, most thoughtful approaches to kindergarten curriculum construction seek to integrate insights from both traditions, organising learning experiences that are responsive to children's interests and developmentally appropriate whilst also ensuring systematic attention to the knowledge and skill domains that are judged to be important for children's long-term flourishing. The challenge of curriculum construction lies precisely in achieving this integration in a principled and coherent way, one that is grounded in a clear understanding of the educational goals being pursued and the means most likely to achieve them.
5.2 Integrated Versus Fragmented Curriculum Design
A related dimension of curriculum logic concerns the degree of integration or fragmentation in curriculum design. The fragmented, subject-based curriculum structure that dominates formal schooling is widely regarded as inappropriate for the early years, given that young children's experience of the world is fundamentally integrated and that artificial disciplinary boundaries can impede the holistic, relational learning that characterises early childhood (Pramling Samuelsson & Asplund Carlsson, 2008; Brostrom, 2006). Integrated curriculum models seek to organise learning around meaningful themes, projects, or problems that draw on multiple domains of knowledge and skill simultaneously, thereby preserving the holistic character of early learning whilst still ensuring systematic attention to key areas of development.
The Reggio Emilia approach, developed in northern Italy following the Second World War and now internationally influential, represents perhaps the most fully articulated integrated curriculum model, organising learning around long-term projects — or 'progettazione' — that emerge from children's questions and investigations and are pursued through a rich variety of 'languages', including visual arts, music, movement, and dramatic play. The Reggio approach illustrates how an integrated curriculum can be simultaneously structured, intellectually rigorous, and responsive to children's interests, challenging the assumption that structure and child-centredness are inherently in tension (Yelland, 2011). The success of integrated curriculum models, however, depends critically on the professional knowledge and pedagogical creativity of educators, who must be capable of identifying the disciplinary connections within children's investigations and using them to extend children's learning in productive directions.
5.3 Play as a Curricular Logic
Play occupies a uniquely central position in debates about kindergarten curriculum logic, functioning simultaneously as a valued activity in its own right, as a medium for learning, and as a pedagogical approach. The claim that play is the 'work' of young children, which can be traced through the entire tradition of progressive early childhood education, has been given renewed theoretical elaboration through sociocultural theory, which positions play as a leading activity in the sense of being the primary context within which children's higher psychological functions are developed (Fleer, 2009). In play, particularly in the complex forms of imaginative and rule-governed play that develop in the kindergarten years, children practise and extend language, self-regulation, social understanding, creative thinking, and representational capacity simultaneously, making play an extraordinarily rich curricular resource (Pramling Samuelsson & Asplund Carlsson, 2008; Yelland, 2011). Recent school-level research likewise reports that game-based learning can improve kindergarten pupils’ language and literacy performance, adding further support to the curricular value of structured playful pedagogy (Lojero, 2025). New evidence continues to support this position: a scoping review of 51 peer-reviewed studies reported broad cognitive, academic, and socio-emotional benefits of play-based learning, while a cross-case study of children transitioning from a Reggio Emilia-inspired play-based setting found that they entered kindergarten as capable learners, explorers, communicators, and empathisers (Mohammed et al., 2026; Fyffe et al., 2024).
However, the relationship between play and curriculum has been the subject of considerable critical scrutiny. Wood (2014) has argued that the concept of 'free play' as an unambiguously liberating force in early childhood education is ideologically complex, serving partly as a regulatory mechanism through which children's activities are organised and governed according to adult-defined norms of appropriate childlike behaviour. The distinction between child-initiated and adult-led activity, central to many curriculum frameworks, has been questioned as empirically unstable and theoretically problematic, given that all activity in educational settings is shaped to some degree by adult structuring of the environment, time, and available resources (Wood, 2014; Ailwood, 2003). These critiques call for a more nuanced understanding of play as a curricular logic, one that acknowledges both its genuine educational value and the ways in which it is constructed and deployed within broader relations of educational governance.
5.4 Pedagogical Documentation and Emergent Curriculum Logic
The concept of pedagogical documentation, developed within the Reggio Emilia tradition and widely adopted in Nordic and other progressive curriculum frameworks, represents an important innovation in the logic of kindergarten curriculum construction. Pedagogical documentation involves the systematic collection, analysis, and presentation of evidence of children's learning processes — through photographs, recordings, written observations, and examples of children's work — as a basis for reflecting on and developing curriculum. Unlike assessment-focused documentation, which seeks to measure children's attainment against predetermined standards, pedagogical documentation is oriented towards making children's learning visible and opening it up for collective reflection by educators, children, and families (Sheridan et al., 2014).
The logic of emergent curriculum, closely associated with pedagogical documentation, holds that the curriculum cannot be fully predetermined but must be responsive to the specific interests, questions, and experiences of the particular group of children in a specific context. This logic does not entail the absence of structure or intentionality on the part of the educator; rather, it requires a particular kind of professional agency, characterised by attentive observation, openness to surprise, willingness to follow children's lines of inquiry, and ability to connect these with broader educational goals (Hedges et al., 2011; Siraj-Blatchford, 2009). The emergent curriculum logic has significant implications for the role of the teacher in curriculum construction, positioning the educator not as a deliverer of a predetermined curriculum but as a co-constructor of learning alongside children.
6. Starting Points in Kindergarten Curriculum Construction
The question of the starting point of kindergarten curriculum construction is fundamentally a question about the primary referent or foundation on which curriculum decisions are grounded. Different theoretical traditions and practical approaches have emphasised different starting points, and a coherent logic of curriculum construction requires clarity about which starting point, or combination of starting points, is most defensible and educationally productive. Four principal starting points can be identified in the literature: the developing child, society and culture, knowledge domains, and educational values and goals.
6.1 The Child as the Starting Point
The most influential starting point in the Anglo-American and Nordic early childhood traditions is the developing child, conceived as an active, capable, and curious learner whose interests, experiences, and developmental characteristics should provide the primary orientation for curriculum construction. This starting point draws on both developmental psychology, which provides knowledge about the typical sequence and characteristics of early childhood development, and sociocultural theory, which emphasises the importance of beginning from children's existing cultural practices and social relationships (Fleer, 2009; Pramling Samuelsson & Asplund Carlsson, 2008).
Taking the child as the starting point for curriculum construction does not imply that curriculum should be simply reactive or that children's momentary preferences should determine all curricular decisions. Rather, it implies a commitment to understanding children's perspectives and experiences, to respecting children's agency and voice in curriculum processes, and to designing learning experiences that are responsive to and build upon children's existing competencies and motivations. The child-as-starting-point logic is associated with a view of the child as a 'rich child', capable and competent, a perspective articulated with particular clarity in the Reggio Emilia philosophy and in the New Zealand curriculum framework Te Whāriki (Alvestad & Duncan, 2006; Yelland, 2011).
The concept of 'funds of knowledge', drawn from cultural anthropology and applied to early childhood curriculum theory by Hedges et al. (2011), provides a particularly productive elaboration of the child-as-starting-point logic. Funds of knowledge refers to the historically accumulated, culturally developed bodies of knowledge and skills that are essential for household functioning and wellbeing, which children bring to educational settings from their homes and communities. By taking children's funds of knowledge as a curricular starting point, educators can build curricula that are simultaneously intellectually challenging and culturally affirming, connecting children's school learning with their lived experience and cultural identity.
6.2 Society and Culture as Starting Points
An alternative starting point for kindergarten curriculum construction, more prominent in East Asian educational traditions and in sociologically oriented curriculum theory, locates the foundation of the curriculum not in the individual child but in the social and cultural world into which the child is being inducted. From this perspective, the primary purpose of kindergarten curriculum is not to develop the individual child's innate potential but to initiate the child into the values, knowledge, practices, and ways of being that are considered important in the particular society and culture. This logic gives greater emphasis to the transmission of cultural heritage, socialisation into community norms, and the development of the social and moral competencies that will enable the child to function as a contributing member of society (Kagan & Roth, 2017).
The society-and-culture-as-starting-point logic has been criticised for potentially prioritising social conformity over individual flourishing and for uncritically reproducing existing social inequalities. However, scholars in the sociocultural tradition have argued that the dichotomy between individual development and cultural transmission is itself false, since children's development is always already a process of cultural formation (Fleer, 2009). Ecological perspectives similarly draw attention to the importance of community and cultural context as a starting point for curriculum construction, emphasising that curricula should be responsive to the specific social, economic, and cultural contexts of the communities they serve rather than applying universal templates (Kagan & Roth, 2017). This consideration is particularly important in contexts of cultural and linguistic diversity, where a failure to acknowledge children's home languages and cultural practices in the curriculum can undermine children's sense of belonging and impede their learning (Grieshaber, 2008; Hedges et al., 2011).
6.3 Knowledge Domains as Starting Points
A third starting point for kindergarten curriculum construction places disciplinary knowledge domains — such as mathematics, literacy, science, the arts, and social studies — at the centre of curriculum design. From this perspective, the fundamental question for curriculum construction is what knowledge and skills children need to acquire during the kindergarten years in order to build the foundations for subsequent learning, and how this knowledge can be structured and sequenced in ways that are accessible and meaningful for young children. This starting point is associated with a more explicit attention to content and learning outcomes than is characteristic of child-centred approaches, and has gained prominence in the context of growing policy concern about school readiness and educational achievement.
Proponents of a knowledge-domain starting point argue that research on early learning in specific domains, such as numeracy, language, and scientific thinking, has made substantial progress in identifying the foundational concepts and skills that underpin later achievement, and that curriculum construction should be guided by this evidence base (Nores & Barnett, 2010; Weiland & Yoshikawa, 2013). The Head Start REDI programme, for example, demonstrated that a curriculum with a strong emphasis on language, literacy, and social-emotional competencies, delivered through structured teacher-facilitated activities alongside more open-ended play, produced significant gains in children's school readiness (Bierman et al., 2008). Critics of the knowledge-domain starting point, however, warn that it can lead to the inappropriate 'schoolification' of the early years, in which the curriculum logic of primary and secondary schooling is imported into settings that should be organised according to a different, more developmentally appropriate educational logic (Brostrom, 2006; Wood, 2014). The Organisation for Economic Co-operation and Development has itself noted this tension, cautioning against the downward extension of school-based curriculum models into the early years and advocating instead for approaches that balance structured learning with child-initiated play and exploration (OECD, 2017).
6.4 Values and Goals as Starting Points
A fourth starting point for kindergarten curriculum construction takes educational values and goals as the primary orientation for curriculum design. From this perspective, the fundamental question is not what children are like developmentally, what society needs, or what the knowledge disciplines contain, but rather what kind of human beings, relationships, and society we wish to create through education. This value-laden starting point is articulated most clearly in Moss's (2007) argument for ethics and politics as the foundation of early childhood education, and in the Reggio Emilia philosophy's insistence on a particular image of the child as rich, capable, and co-creator of knowledge.
The values-as-starting-point logic does not preclude attention to developmental knowledge, cultural context, or disciplinary content, but insists that these are always already shaped by, and must be evaluated in relation to, prior commitments about what is good and valuable in human life and education. In this sense, all curriculum construction involves implicit or explicit value choices, and the task of curriculum theory is partly to make these choices explicit and to subject them to critical examination (Moss, 2007; Ailwood, 2003). UNICEF's emphasis on children's rights as a framework for early childhood education policy can be understood as an example of this starting point, grounding curriculum construction in a normative commitment to the full realisation of children's rights to participation, protection, and provision (UNICEF, 2019). UNESCO has similarly articulated a rights-based and holistic vision of quality early childhood education that integrates care, education, and the development of the whole child (UNESCO, 2015).
7. Comparative Perspectives on Kindergarten Curriculum Models
7.1 The Nordic Tradition
The Nordic countries — Denmark, Finland, Norway, and Sweden — are widely regarded as offering some of the most child-centred, play-based, and holistically oriented approaches to kindergarten curriculum in the world. The Nordic tradition is characterised by a strong commitment to the intrinsic value of childhood, a distrust of formal academic instruction in the early years, a high regard for outdoor play and contact with nature, and an emphasis on the democratic participation of children in the life of the early childhood setting (Sheridan et al., 2014; Brostrom, 2006). The Swedish curriculum framework for preschool exemplifies these values, articulating a vision of the early childhood setting as a democratic community in which children's perspectives and rights are taken seriously and the development of democratic values and ways of being is a central curricular goal.
Research on Nordic early childhood settings has provided important evidence on the relationship between curriculum philosophy, structural quality, and children's learning and wellbeing. Sheridan et al. (2014) found that group size and organisational conditions significantly influenced the quality of children's learning experiences in Swedish preschools, highlighting the importance of structural factors in supporting the realisation of curriculum goals. The Nordic tradition also illustrates the significance of a well-qualified and appropriately remunerated professional workforce in achieving high-quality curriculum outcomes, a point strongly emphasised in comparative research on early childhood education and care quality (OECD, 2017).
7.2 Anglo-Saxon Approaches
The Anglo-Saxon world, encompassing the United Kingdom, Australia, New Zealand, and the United States, presents a more internally diverse landscape of kindergarten curriculum, reflecting significant variation in policy context, professional tradition, and curriculum philosophy. In England, the Early Years Foundation Stage framework represents a hybrid approach that combines child-centred principles with a structured set of learning goals and assessment requirements, reflecting the tension between developmental appropriateness and accountability that runs through much contemporary ECE policy (Soler & Miller, 2003). New Zealand's Te Whāriki curriculum, first published in 1996 and revised subsequently, is internationally recognised as an innovative example of a sociocultural and bicultural curriculum framework, grounded in the indigenous Māori concept of a woven mat on which all may stand, and emphasising the development of four broad principles: empowerment, holistic development, family and community, and relationships (Alvestad & Duncan, 2006; Yelland, 2011).
The United States presents yet another variant, characterised by significant state-level variation in early childhood curriculum policy, a strong tradition of academic research on school readiness, and ongoing debates about the appropriate balance between structured academic instruction and play-based learning (Nores & Barnett, 2010; Bierman et al., 2008). The influence of Developmentally Appropriate Practice guidelines has been significant but has also been contested by scholars who argue that the concept of developmental appropriateness functions as a normalising discourse that marginalises culturally diverse approaches to early childhood learning (Grieshaber, 2008; Ailwood, 2003). Across Anglo-Saxon contexts, a recurring tension can be observed between the educational aspirations embedded in curriculum documents and the assessment and accountability structures within which they are implemented.
7.3 East Asian Paradigms
East Asian kindergarten curriculum approaches, drawing on Confucian traditions of collective orientation, respect for authority, and emphasis on academic achievement, present a distinctive contrast to both Nordic and Anglo-Saxon models. In countries such as China, Japan, South Korea, and Singapore, kindergarten curriculum has historically placed greater emphasis on collective activities, teacher-directed instruction, and the development of social and moral competencies than on individual child-initiated play and exploration. These patterns should be understood as broad tendencies rather than uniform regional characteristics, since considerable variation exists within and across East Asian systems. However, significant reforms have been undertaken in several East Asian countries in recent decades, reflecting both internal critiques of overly prescriptive and academically oriented approaches and the influence of international child-centred and play-based models (Kagan & Roth, 2017).
China's national kindergarten curriculum guidelines, revised substantially in 2001 and further developed since, represent a particularly significant example of curriculum reform in a large and diverse national context, shifting the emphasis from teacher-led academic instruction towards child-centred, play-based, and activity-oriented learning. The logic of these reforms reflects a complex negotiation between international ECE discourses, domestic developmental psychology research, and Chinese cultural and educational values, illustrating the way in which curriculum construction at the national level involves a translation and adaptation of global models within specific cultural and political contexts (Kagan & Roth, 2017). These reform processes are ongoing and uneven, with significant variation between urban and rural settings in the extent to which play-based and child-centred approaches have been realised in practice.
7.4 The Reggio Emilia Approach
The Reggio Emilia approach, originating in the Italian city of the same name in the work of Loris Malaguzzi and the municipal early childhood system developed after the Second World War, deserves special attention as a curriculum model that has had exceptional international influence whilst resisting institutionalisation as a formal curriculum framework. The Reggio approach is premised on a particular image of the child as naturally curious, socially oriented, and capable of constructing knowledge through multiple expressive languages, including visual arts, music, drama, and symbolic representation. The curriculum, such as it exists, is organised around long-term, in-depth projects that emerge from children's interests and questions and are pursued through collaborative investigation (Yelland, 2011).
The Reggio approach has been particularly influential in drawing attention to the physical environment as a 'third teacher', alongside the child and the educator, and in promoting the practice of pedagogical documentation as a tool for making children's learning visible and for developing collective professional reflection on curriculum quality. Recent work on kindergarten regional activity space similarly emphasises that the organisation and continual adjustment of the environment can shape children’s social-emotional interaction and developmental opportunities (Liqiu, 2025). The international diffusion of Reggio ideas has prompted ongoing debate about the translatability of a curriculum model so deeply embedded in a specific cultural and political context, and has generated rich scholarly discussion about the conditions under which productive curriculum borrowing across cultural boundaries is possible (Soler & Miller, 2003). These debates illuminate the broader question of how universal principles of early childhood curriculum quality relate to the particular cultural expressions they take in specific settings.
8. Contemporary Challenges and Debates
8.1 The Tension Between Academic Readiness and Holistic Development
Perhaps the most persistent and contentious challenge in contemporary kindergarten curriculum discourse is the tension between pressures for academic readiness — driven by accountability policies, parental aspirations, and research evidence on the predictive power of early literacy and numeracy for subsequent school achievement — and commitments to holistic, play-based, and child-centred approaches rooted in developmental and sociocultural theory. Evidence from large-scale preschool intervention studies has consistently demonstrated the benefits of structured, intentional curricula with clear learning goals in particular domains, especially for children from disadvantaged backgrounds (Weiland & Yoshikawa, 2013; Nores & Barnett, 2010; Bierman et al., 2008). This concern is reinforced by evidence from Malawi showing that the quality of transition from early childhood development settings to primary school depends not only on children’s prior participation, but also on continuity of support, learning materials, and coordination between early childhood and primary educators (Bwezani et al., 2022). At the same time, concerns have been raised that narrowly academic curricula in the early years may have negative effects on children's motivation, social-emotional development, and enjoyment of learning, and that short-term academic gains associated with drill-based instruction may not be sustained over time (Wood, 2014; Yelland, 2011).
The OECD's Starting Strong series has played an important role in shaping international discourse on this tension, documenting the diversity of approaches across member countries and providing comparative evidence on the relative outcomes of different curriculum philosophies. The OECD (2017) has advocated for a 'curriculum guidance' model that combines a clear framework of goals and learning areas with significant professional autonomy for educators to adapt and enrich the curriculum in response to the specific needs and interests of individual children and groups. This model attempts to transcend the binary opposition between structured and unstructured, academic and play-based approaches, by embedding professional judgement and pedagogical responsiveness within a framework of shared goals and values. Whilst this represents a productive direction, its realisation in practice depends on the quality of professional preparation and ongoing development available to early childhood educators.
8.2 Inclusion, Diversity, and Equity
Growing awareness of the diversity of children's backgrounds, languages, cultures, abilities, and experiences has intensified demands for kindergarten curricula that are genuinely inclusive and equitable. The evidence base on the importance of high-quality ECE for reducing inequality and promoting social mobility, compellingly articulated by Heckman (2006) and Nores and Barnett (2010), has focused particular attention on the provision available to children from disadvantaged and marginalised backgrounds. However, access to high-quality ECE is not in itself sufficient if the curriculum of that provision fails to recognise and build upon children's diverse cultural and linguistic resources (Hedges et al., 2011; Grieshaber, 2008). Recent research sharpens this concern by showing that educators in culturally and linguistically diverse settings often rely more on experiential knowledge than on formal preparation, while a recent scoping review argues that inclusion in early years education is increasingly being conceptualised in transformative, equity- and social-justice-oriented terms (Veliz et al., 2025; Rahman et al., 2026).
The concept of culturally responsive curriculum has gained increasing traction in early childhood education research, emphasising the importance of incorporating children's home languages, cultural practices, and community knowledge into the curriculum, rather than treating these as deficits to be overcome. UNESCO has consistently emphasised the importance of mother-tongue instruction and culturally relevant content in early childhood education as foundational to children's cognitive development and sense of identity (UNESCO, 2015). UNICEF's global early learning framework similarly emphasises that quality early childhood education must be contextually responsive and attentive to the specific circumstances and aspirations of diverse communities (UNICEF, 2019). Relatedly, recent evidence suggests that culturally responsive social-emotional learning remains unevenly understood in early childhood settings, with teachers reporting substantial variation in whether existing programmes meaningfully attend to culture, relevance, and diversity (Mahfouz et al., 2025). The inclusion of children with disabilities and developmental differences also poses significant challenges and opportunities for curriculum construction, requiring frameworks that are sufficiently flexible and responsive to accommodate the full range of learners whilst ensuring that all children have meaningful access to rich and stimulating learning experiences.
8.3 Digitalisation and New Literacy Demands
The rapid advance of digital technologies and the growing ubiquity of screen-based media in young children's lives have introduced new dimensions of complexity into kindergarten curriculum construction. Questions about the appropriate role of digital technologies in early childhood settings, about the new forms of literacy and competence that digital environments demand, and about the ways in which digital tools might be integrated into play-based and inquiry-based curricula without undermining their essential character, are now prominent in ECE curriculum discourse (Yelland, 2011). Recent classroom-based evidence also suggests that stronger technology integration is positively associated with better instructional planning and instructional practice among early childhood teachers (Albores et al., 2025). Current review evidence suggests that digital integration in the early years is most defensible when it is framed through age-appropriate instructional design: a systematic review of computational thinking in early childhood found that young children can develop early computational concepts alongside communication, collaboration, and problem-solving skills, while also highlighting persistent challenges around assessment, tool selection, and pedagogical design (Su & Yang, 2023). The COVID-19 pandemic, which necessitated a rapid shift to remote and hybrid provision in many countries, further accelerated engagement with digital tools and raised important questions about equity of access and the suitability of digital learning environments for the youngest children.
Curriculum frameworks in several countries have begun to incorporate digital literacy and computational thinking as learning areas, recognising that preparation for life and citizenship in the twenty-first century requires familiarity with digital tools, critical understanding of digital information, and the ability to use technology creatively and purposefully. However, scholars and practitioners have emphasised the importance of a critical and pedagogically grounded approach to digital integration, resisting the temptation to equate technology use with educational quality and ensuring that digital tools serve the broader educational goals of the curriculum rather than displacing them (Yelland, 2011). The challenge for curriculum construction is to articulate a principled and evidence-informed position on the place of digital technologies in kindergarten education, one that is neither uncritically enthusiastic nor reflexively resistant.
8.4 Teacher Agency and Curriculum Autonomy
A recurrent theme in the literature on kindergarten curriculum construction is the centrality of teacher agency and professional knowledge in translating curriculum frameworks into high-quality learning experiences. This dependence on professional capacity is not merely conceptual: evidence from Hong Kong kindergartens indicates that instructional leadership, collegial trust, and teacher self-efficacy are all positively associated with teachers’ intentions to implement play-based learning (Yin et al., 2022). The quality of early childhood provision depends not only on the content and logic of the curriculum framework but also on the professional competence, relational sensitivity, and pedagogical creativity of the educators who enact it (Sheridan et al., 2014; Siraj-Blatchford, 2009). Research has consistently found that the quality of teacher–child interaction, characterised by sensitive responsiveness, cognitive stimulation, and warm emotional support, is among the strongest predictors of children's learning and development, regardless of the specific curriculum model in use (Slot et al., 2015).
The degree of autonomy afforded to teachers in curriculum construction varies significantly across national contexts, with some systems providing detailed prescriptive curricula that leave little room for professional adaptation, and others offering broad frameworks of goals and principles within which teachers exercise substantial creative latitude. The Nordic tradition, with its emphasis on professional autonomy and collegial reflection, has been associated with high levels of curriculum quality and child wellbeing (Sheridan et al., 2014; OECD, 2017). By contrast, highly prescriptive, assessment-driven curriculum systems have sometimes been found to constrain teachers' pedagogical creativity and responsiveness, undermining the quality of the learning experiences they are able to offer (Wood, 2014; Moss, 2007). The challenge for curriculum policy is to provide sufficient structure to guide and support professional practice whilst preserving the space for the kind of professional judgement and relational sensitivity on which high-quality early childhood education fundamentally depends.
9. Implications for Policy and Practice
The scholarship reviewed in this paper carries a number of important implications for those involved in designing, implementing, and evaluating kindergarten curricula. At the level of curriculum philosophy, the literature strongly supports a pluralist and integrative approach that resists the reduction of curriculum logic to any single starting point or principle. A curriculum that takes the child as its primary starting point must also be attentive to cultural and community context, to knowledge and disciplinary content, and to explicit educational values; these are not competing starting points but complementary dimensions of a coherent curriculum logic (Kagan & Roth, 2017; Hedges et al., 2011).
At the level of curriculum content and design, the evidence base strongly favours approaches that integrate play-based and inquiry-based learning with intentional pedagogical support, creating rich environments in which children can pursue their own interests and questions whilst being guided towards deeper understanding and broader knowledge by skilled and knowledgeable educators (Pramling Samuelsson & Asplund Carlsson, 2008; Siraj-Blatchford, 2009). The quality of teacher–child interaction, and specifically the presence of sustained shared thinking, language-rich conversation, and sensitive emotional support, emerges from multiple research strands as a crucial mediator between curriculum design and child outcomes (Siraj-Blatchford, 2009; Slot et al., 2015).
At the policy level, both the OECD and UNESCO have emphasised that investment in early childhood education yields the highest returns when it is directed not only towards expanding access but also towards improving the quality of provision, and that quality depends critically on the professional qualification, ongoing development, and adequate remuneration of the early childhood workforce (OECD, 2017; UNESCO, 2015). Curriculum construction, in this light, is inseparable from investment in the professional capacities of those who will enact the curriculum, and curriculum reform that is not accompanied by sustained professional development is unlikely to achieve its intended goals. The importance of family and community involvement in kindergarten curriculum construction is also strongly supported by the ecological perspective and by evidence from diverse cultural contexts (Alvestad & Duncan, 2006; Kagan & Roth, 2017).
10. Conclusions
This review has examined the theoretical and empirical landscape of kindergarten curriculum construction, with particular focus on the logics and starting points that underpin curriculum design decisions. The literature reveals a rich and complex field, characterised by genuine diversity of perspectives, vigorous scholarly debate, and significant variation in national and cultural approaches. Several key findings emerge from this synthesis.
First, there is no single correct logic or starting point for kindergarten curriculum construction; rather, coherent and educationally productive curricula typically integrate insights from multiple theoretical traditions and draw on multiple starting points simultaneously. The developing child, sociocultural context, disciplinary knowledge, and explicit educational values are all legitimate and important starting points, and the task of curriculum construction is to articulate a principled and coherent relationship between them rather than to choose one at the exclusion of others.
Second, play occupies a uniquely important position in kindergarten curriculum logic, not as an alternative to learning but as its most appropriate medium in the early years. However, play-based curriculum requires skilled and knowledgeable professional support to realise its full educational potential, and the quality of pedagogical interaction is a crucial mediator between curriculum design and child outcomes. The romanticisation of play as inherently educational without critical attention to its pedagogical scaffolding represents a significant gap in much curriculum practice.
Third, curriculum construction is always a moral and political act, embedding particular values, assumptions, and power relations in the choices made about what is taught, how it is taught, and to whom. Critical reflection on these embedded values and their implications for equity and inclusion is an essential component of responsible curriculum development. The growing body of scholarship on culturally responsive curriculum provides important resources for this reflexive work.
Fourth, comparative analysis reveals both the diversity and the convergence of global kindergarten curriculum approaches, suggesting that productive dialogue across cultural boundaries is possible whilst underscoring the importance of contextual adaptation and cultural sensitivity in curriculum borrowing. No single national model can be straightforwardly transplanted into a different cultural and institutional context; what can be shared are principles, questions, and a spirit of critical inquiry.
Finally, the intensifying pressures of accountability, academic readiness, and digitalisation pose significant challenges for kindergarten curriculum construction, requiring ongoing critical engagement from scholars, practitioners, and policymakers to ensure that the essential character of high-quality early childhood education is preserved and enriched rather than diminished. The central challenge for the field is to articulate a curriculum logic that is simultaneously responsive to legitimate concerns about children's learning and development, respectful of children's rights and agency, and sensitive to the diversity of cultural contexts in which kindergarten education takes place.
11. Limitations
This review has several limitations that should be acknowledged. First, as a narrative rather than a systematic review, it does not claim to be an exhaustive account of the entire literature on kindergarten curriculum construction, and the selection of sources inevitably reflects particular scholarly perspectives and linguistic limitations. The review draws predominantly on English-language scholarship, and perspectives from non-English-speaking countries, including those with rich and distinctive ECE traditions in East Asia, Latin America, and Africa, are likely to be under-represented despite efforts to include comparative material.
Second, the breadth of the topic necessarily entails some sacrifice of depth in particular areas. In addition, because books and book chapters were not systematically included, the review should be understood primarily as a synthesis of journal-based and policy-oriented scholarship rather than as a comprehensive intellectual history of early childhood curriculum thought. The review cannot do full justice to the rich internal debates within each theoretical tradition discussed, nor to the full complexity of any particular national curriculum context. Readers wishing to pursue specific aspects of the topic in greater depth are encouraged to consult the primary sources cited and to seek out scholarship in languages other than English.
Third, the rapid pace of change in early childhood education policy and practice means that some of the curriculum frameworks and research findings discussed may have evolved since the sources cited were published. Readers should consult the most recent versions of national curriculum frameworks and policy documents for current information on specific national contexts.
Fourth, the review does not include systematic primary empirical research on the outcomes of different curriculum approaches, relying instead on existing theoretical analyses and empirical studies retrieved through the literature search. Future research could usefully employ systematic meta-analytic methods to synthesise the quantitative evidence base on the comparative effectiveness of different curriculum logics and starting points, whilst also employing qualitative comparative methods to explore the conditions under which particular approaches are most effectively implemented across diverse cultural and institutional contexts. 
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