
>> I'm Joan Horton.  I am the Early Intervention Early Learning Consultant title 80 miles long, EIELC at 

the Central--EIEIO, you know, we work preschool, we know these things.  I work at the Central 

Susquehanna Intermediate Unit in Lewisburg.  And training with me or presenting with me today is Jen 

Evans.  Jen is a BSC at Laurel Creek Counseling, also in Lewisburg.  And what we want to share with 

you today is our work towards a community-driven approach to using Positive Behavior Supports.  So it's 

a little bit different, maybe, than some things that have been going in your area.  I need the clicker.  Ah.  I 

told you, my left is my right.  I work preschool for some really good reasons.  I need these to count and 

used to know which is my left hand and right hand.  Okay.  So to get us started, what's in it for you guys 

to come listen to us?  What's in PBS for you?  Everybody we know working in preschool works really, 

really hard, okay?  This let's us work harder together, better results for our families or children, and our 

staff.  This decrease stress for all of the people that we work with and our staff.  And also, we're looking at 

the idea of a system that works for all kids along the continuum.  You're not in it alone.  We're working 

with challenging kids in our classroom.  We have a classroom based-team that includes families, support 

staff, Wrap staff, EI staff all working together so none of us are out there by ourselves.  What's in it for our 

community?  Okay.  We have better three, four, and five-year-old citizens, because if we look at social 

skills instruction, and actually, education, the whole point to what we do everyday is that we have an 

informed citizen rate.  So we're looking at the idea of raising citizens who are competent and have social 

skills to get along with each other.  We're also looking at the idea of a more prepared work force, 

teachers, and teaching assistants who have the skills that they need to deal with more challenging kids 

overtime, and the challenges that our families faced with.  We also want families that have the skills to 

deal with challenging kids and kids along the continuum because we know that we have some families 

who come to us that are having issues, and we go to look at what's going on, and the issue is the parent 

needs some parenting skills.  So supports from--for families who have kids who are a little bit challenging 

that I really don't know how to deal with my child, all the way through kids that challenge all of us.  We're 

also looking at the idea of shared resources for reduced stress, fewer jump around families, because if 

we're all using the same information--I work in a five county area.  It's not uncommon for families to move 

from one county to the next county, to another county, to another county because it takes children and 

youth or the landlord, logger to catch up with you.  So we have families that jump around.  But if the 

system stays the same every place they go, at least they're not jumping to get different supports.  It also 

gives us a consistent approach that the families get better and the agencies can be speaking a common 

language.  I need one more hand.  So I'm going to talk today about how we got to where we are because 

we've been working with the PBS resources at this point.  I think we're in our eighth year.  So we'll give 

you a little bit of our history of how we got to where we are and what we've got going on, and then Jen is 

going to talk specifically about how the interaction between her agency and my agency and our Head 

Start programs works because it might be a little bit different than what you're used to seeing.  So we 

started our journey with a question from Phil.  Phil Keating is the head of CMSU MHMR Unit.  So he is our 

MHMR Director for four of the counties that I work with.  He pulled all of us from early childhood, early 



intervention together, and said, "We got all of these preschoolers getting TSS.  Do they really need it?  

Who's falling through the cracks?  Who's getting services that they don't need?  Who's not getting 

services that they do need?"  And we talked for about three and a half hours and went [makes noise] "We 

don't know." because we really didn't have a good way of looking at our classrooms to say, "Is this a 

teaching issue?  Is this child struggling in this classroom because the teacher doesn't have the skills she 

needs?  Is this a mental health issue in the child?  A mental health issue in the family?"  So we really had 

tons and tons of conversation to come up with that conclusion.  At that meeting, two of our Head Start 

Directors said to the intermediate unit, "Okay.  So we want an evidence-based approach to looking at 

behavior in our classrooms because we've got to start somewhere.  So what can we build off of that 

would give us a good foundation?"  Response to Intervention was just starting to come about, so more of 

an RTI response or look at behavior dealing with preschoolers.  I called Sue Ziders.  Sue said there's a 

stuff called Safol.  We were like, "What the heck's a Safol?"  But we went to the website, pulled the 

resources, and put together a training team.  So our first year, we had a pilot project.  We had people 

from Columbia-Sullivan Head Start, Danville Area Head Start, and Northumberland Area Head Start 

working along with us.  Columbia-Sullivan did a building, Danville Head Start did their entire program, and 

Northumberland picked a couple of classrooms.  We did training on all the modules and began to use the 

teaching pyramid approach in our programs.  Year one, that got us some ways.  Then we got a PBS 

grant.  So we added more classrooms, shifted things around.  So year one, we did with no funding.  So 

when you start talking about coaching, we banged our heads against--we did--got really good information 

on coaching today, so I'm looking forward to going back and using that.  But we struggled with our 

coaching pieces, looking at what needs to be put into place, banged our heads against supervisory 

issues, and all sorts of other crazy things, but really worked hard at pulling things across our four counties 

to make things work.  Year two, we added more classrooms, including the IU Pre-K Counts program, 

which is three classrooms that we do the happy dance because they've all been recognized for 

implementing with fidelity at this point, and we're looking forward to getting some of our other programs 

there for next year.  Using those three pieces got us to the point that we were dealing with most of the 

behaviors we were dealing with, except for our most challenging kids.  So we saw that as a real 

improvement in what was going on in our classrooms, more predictive ability about what worked, what 

didn't work, getting our classrooms--teacher's feet on the ground, and using some good universal 

strategies to make things work.  With that being said, then we also had kids in our programs that we had 

one of our psychologist work along with us that we spent forty-five minutes prompting a behavior before 

we got it.  So we got our Tier 1 and Tier 2 kids under control but then we've got the Tier 3 kids beginning 

to perk out.  And they're a different ballgame.  Okay.  So along with this, we needed more than behavioral 

strategies because we were looking at a group of kids that for some of them the behavioral pieces work.  

There are other kids that we're dealing with that we ran into more troubles because we have to, like, hire, 

like, Dr. Jennifer Hixson, Jen was a school psychologist with our program, she's also a licensed clinical 

psychologist, who worked with us looking at a relationship model and trauma-informed care in terms of 



dealing with our preschoolers.  So we added that piece of information.  If you heard Kelly Erb present this 

morning, some of the resources that she presented are pieces that Jen Helped us pull in, really looking at 

window of tolerance, and teaching kids more directly how to deal with their emotions, calming strategies, 

self-regulation pieces that we found were a piece that we were really, really missing.  Along with that, we 

look--began to look more inter-agency collaboration.  So as we began to work within our community, we 

were inviting our Wrap services providers to join us for trainings because we need partners to work along 

with us.  As we started that, it used to be that if TSS came to our programs, they came with their plan, we 

had our plan, heaven forfend that they should actually meet because sometimes they didn't.  They might 

be using ignore for a strategy, that when you try to ignore it in the classroom with 18 other kids, that didn't 

work. 

>> Uh-hmm. 

>> So really looking at how those pieces come together, we went looking for partners to work along with 

us.  Also, as we began to implement Tier 1 and Tier 2 strategies, when we got with Tier 1 and Tier 2 in 

place solidly for kids, that group of kids who was most challenging, we really needed TSS support in the 

classroom to help prompt that child and learn and use the skills that we were teaching in our skills 

sessions to be able to learn self-regulation and those pieces in the classroom.  Did that make sense?  

That just came out like [makes noise].  Okay.  Redirect me if I get off the target.  Okay.  But as we began 

to do those pieces, we had kids that this is what they need more practice with.  We have a teacher, and a 

teaching assistant, and 18 kids.  We had no extra hands to be able to do that piece.  So really working 

with our Wrap agencies to have TSS support for them to practice those pieces became valuable.  We 

also have some funding for all of our programs--two--three of our programs.  It's community-based 

funding that pays for some part-time additional staff who come into the classrooms and support teachers 

so that we have an extra set of hands at various times within our programs that can help teachers on the 

days that we might not have TSS or for the larger group of kids, particularly at the start of the year when 

we're getting things up and running.  To go along with that, two years ago I think it was at this point, we 

were invited to participate in a Head Start grant that led to some meetings around the state partnering 

with some programs, really looking at what could this begin to look like if we made it community-based or 

community-driven.  So we went to those meetings.  We were asked to pull leaders from across our 

programs as we got the group together.  We had Wrap agencies.  I had the privilege of working with Jen 

at that point.  We asked her to attend.  We had people from BHARP, from Community Care? 

>> All right. 

>> Okay.  Who is our, yeah, managed care person or managed care groups.  So we had managed care, 

some provider agencies, Head Start programs, child care programs, Sue Ziders was there and Brandy 

Fox from the state to facilitate, but we had a long conversation about what could this look like?  I'm sorry, 

Birth to Three, in addition to early intervention, our early Head Start programs, some conversations about 

what could Positive Behavior Supports look like if we took it to all of our communities and all of our 



agencies?  So our dream became how do we make that happen?  So we continued to meet at the 

leadership level across our counties with an action plan to begin to pull other agencies together.  Our 

target for our overall group right now is getting children and youth involved across all five counties so that 

we're all speaking the same language and it's starting to bear some interesting fruit.  Okay.  So this is kind 

of our pathway to get where we are.  Okay.  I'm going to share what's going on in one of our success 

stories.  Okay.  Things that we know that work because you need good tools for your tool kit.  We're 

finding that there has to be administrative buy-ins.  So if you're trying to do anything with these resources 

and there's no administrative buy-in, it doesn't happen.  Okay.  If they're doing it, "Yeah, yeah, that's nice, 

we're going to do this."  "Oh I have no training time.  I can't get my teachers together.  I can't make this 

happen"  Or I've got a scenario right now that I know of that school district wants to--doesn't want to play, 

so children and youth doesn't want to play and enjoy using the resources together because if they're not 

going to work together, what's the point?  So we get some interesting combinations as we begin to look at 

things.  Benchmarks of quality.  Okay.  If you've seen that, there's also, we have one that we used for the 

programs.  There's also a community based one.  So we've pulled that, began to look at pieces of it, but it 

becomes the tool that become--can become your action plan for all of your area that you're trying to deal 

this--do this with.  We're having better success with some of our counties than others.  We decided to 

work at an intermediate unit level, so it's five counties working together, but that also means we're getting 

uneven development.  Some places where people are going like, "Oh, that's interesting.  Let's try some 

more."  Other places where it's like, you're not going to, we're not going to and we've got walls.  So we 

continue to work on those.  Okay.  Teaching Pyramid Observation Tool, the TPOT, for use in classrooms, 

also the Inventory of Practices, I'm finding that as a coach, I like the Inventory of Practices better because 

it gives me more concrete ideas for classrooms.  TPOT gives you numbers.  If you need numbers to 

report for your grant, it's really good, but I don't get as many arguments if I use the Inventory of Practices 

when I'm observing in classrooms and just do the I saw, I saw, I saw, I saw, I saw, I saw.  I didn't see 

those.  Did I miss them?  And most of the time, teachers would go like, "Yeah, on that one, but no, I don't 

have those things."  And then it can become more of a discussion to widen things out.  We're also finding 

that the leadership module from the Teaching Pyramid is really valuable in terms of agency buy-in across 

the board.  There are pieces that are in that module that you don't get anywhere else in the modules, 

talking about why this is important.  What's the research and the statistics on preschoolers who don't get 

help dealing with challenging behavior in their families.  So those pieces are there.  Also when you begin 

to look at resources and that this is a systems change, that's the place that that information is and we're 

finding that as we work through that with directors, we get better buy-in.  So when we started to 

implement working with our partners, one of the biggest things is talking and sharing the resources.  As 

we began to work with the TSS rep agencies, even in the very beginning before we were up and running 

well that very first year, as we were out talking with TSS and doing child meetings on specific kids, 

"Here's the resources, here's where you find them.  Get them online.  Take a closer look.  These pieces 

are already put together for you."  So we worked really hard at selling the resources to our partners.  We 



offered to share trainings.  The very first year--second year, we had two rep agencies who joined us for 

trainings.  Laurel Creek was one of them and it gave us then that more information, us more information 

for some common times and thoughts to work together on.  Multiple times to talk because this isn't a 

process that happens overnight and as TSS people are working in our classrooms and our classrooms 

get practicing with more fidelity, they need predictably what they're going to see when they come into 

classrooms.  Our people need to know predictably what the TSS people are going to provide and we 

need to be working back and forth on that.  We also need kids to puzzle over because you can put 

anything in place in theory.  When you actually get the kids, is when the rubber begins to hit the road.  We 

also--something that I thought of after we put this together is the behavior procedure.  So within the IU 

and across our programs, how do we move kids or begin to look at resources from Tier 1, Tier 2, to Tier 

3?  And what's our path for making sure that those things--those things happen within our programs?  We 

also had to learn to play nicely together.  Okay.  We asked our kids to do that.  We've been talking a lot 

about parallel processes.  It's a parallel process in this area too.  Okay.  Sharing resources, we did a lot of 

that.  How does it match?  That it is still a good ABA model.  It's appropriate for preschool.  The resources 

that we have will go in that way.  Like I said, we invited the two agencies to our module training.  We also 

got buy-in from Laurel Creek as they began to use the resources and see their value.  That's another 

place I have to give Jen Hixon credit.  Jen also worked part time for Laurel Creek and began talking with 

the supervisor, owners there about what resources we had and what things were going on in classrooms 

and what were the possibilities.  So Jen's information and influence at that level I think really helped us 

begin to work together on putting these resources in place for kids.  We also then began to collaborate on 

goals.  Okay.  In the classroom, we usually build off IEP goals.  So if it's a child that we have in the 

classroom that we're referring for services, when Jen's program comes and begins to talk to us, we're 

looking at the jump off point being what's already going on in the classroom and how can that work.  Then 

we're looking at how do those goals connect for home and then how do they fit in the community because 

a lot of our kids, we have a very intensively inclusive program.  Most of our EI kids are in some kind of a 

community program, not usually a specialized classroom.  So how does that team and our team come 

together to make them all work?  Okay.  Looking at what's in place.  Also then for some of the kids who 

are in Head Start, most likely not going to be eligible for EI services, but how do we begin to work on 

those pieces together too?  Better, I think.  Would you like to click?  Would you like me to click? 

>> [inaudible] 

>> Okay. 

>> [inaudible] 

>> Okay. 

>> I'm Jennifer Evans, just to remind you because it's been a long time.  I work for Laurel Creek 

Counseling and I am a behavior specialist consultant.  And Jen has told you the story of how I came to be 



a part of this, so I thank you for the opportunity to speak with you guys today about what we're using 

that's working.  And in terms of what I feel we're doing in our area that could be replicated in really any 

area, it's exactly which I'm speaking of, which is just learning to play nicely with everybody, inviting 

everybody to the table to have a discussion.  You know, it does take a village to raise a child and in 

particular to the Tier 3 type of child, you need a lot of collaboration.  You need a lot of cooperation.  You 

need to get in the home, get the family onboard.  The one thing that we're doing is learning to speak with 

one voice.  I was raised in an era where children did their thing, Juvenile Justice did their thing, and 

Mental Health did their thing, and there was not a whole lot of collaboration between the three.  I was able 

to understand that government head moved, and things had really improved, and now I'm glad to see that 

not only is Mental Health working with children and youth and probation better, but Mental Health is now 

working with education better, so I think we're in a lot better position than they were 15 years ago in 

regards to this issue.  What we do with families is we try to really do a no-blame or a no-shame.  If you 

are a parent and your child is a Tier 3, how do you feel?  You're going to feel pretty defeated.  You're 

going to feel like people think it's your fault that you're not a good parent.  And so if you're walking into 

that type of parent and we're having another meeting about my child's behavior and how it's just so, I'm 

going to feel pretty defeated.  So we do a no-blame or no-shame, you know, we invite children and youth 

to the in home meeting that we have and I'm jumping a little bit ahead just to let you know the picture of 

this as one of transparency.  The family service plan from children and youth works in conjunction with 

the treatment plan of the Behavioral Health service, works in conjunction with the IEP and the goals in the 

classroom.  So it's everybody working together as partners and it's really transparent for the families.  In 

terms of what we do, we have to listen to each other.  Joan really had spoken a bit about how we learn to 

share nicely, but we needed to learn what is it that you bring to the table that you do differently than I do.  

For doing the same thing, one of us isn't necessary for the family.  So what is it that you're going to do?  

What is it that I'm going to do?  And just collaborating and understanding everybody's roles and 

responsibilities, including the parent's role and responsibility, the [inaudible] role and responsibility.  

Theirs are conversations that are better had than un-had.  And at one point, those were not discussions 

that people were having in our area on a regular basis.  So I think that's been a huge improvement.  I 

think that just sitting down at a table and having your child discuss is pretty intimidating.  So for the 

parents to come to the table and leave feeling supported was one of our primarily goals, to leave feeling 

like we listened, we acknowledged, we validate their feelings, and we came up with a plan that they could 

invest it, something that they could believe in, something that could instill hope in them and empower 

them.  Something that reminded them that they already have the one thing they need to regulate their 

child's behavior for the next 15 years and that's relationship.  And that's really what all of this goes back 

to, it's about relationship.  You always want to start with your relationship and your core building and that 

goes back to the pyramid model.  If we start with the basics, we're always going to start with a 

relationship.  And that's our relationship with one another.  And I think that several of the early 

intervention and early childhood education teachers, it was something about the relationship with them.  



And there's one that is a good example in the crowd and I don't think she'd mind me mentioning.  You 

know, Kelly Erb has been a teacher that I've had the privilege of working with.  And you got to the point in 

your stress response system and we start talking about our, "I'm going a little red and, you know, maybe 

you need to deal with the behavior right now because I need to, you know, you just get to the point where 

you can be human, you can have a bad moment.  A kid can push your buttons and you need a break, 

take a deep breathe, calm down.  So when you're saying to the parents, "Hey, you're human, you have a 

stress response system.  Your kid has one too.  If he's not calm, he can't make a good choice for himself, 

or she can't make a good choice for herself."  It suddenly takes away some of the stigma of not being able 

to control your child's behavior.  It becomes human behavior.  It becomes instinctual fight or flight.  It 

becomes the blame it on the brain game, which is what I do all the time.  I do a lot of brain based parent 

training.  I do a lot of relationship 101 stuff.  We think these parents have it.  Sometimes they came from 

the, that's not an example of what a relationship is.  If I don't know what a healthy relationship is, how can 

I perform one?  So maybe for some of these families, for some of these parents, you're the first healthy 

relationship they've ever had.  So I think that's important to regulate and to talk about as well.  It's just 

setting those boundaries that maybe the parents haven't had that you can give them feedback and you're 

not judging them, that you can grow and learn together.  They're going to be the expert in their child.  

They live it.  They don't want to be living in what they're living.  They want to change.  So we talk a lot 

about the basics, you know, a schedule with the family.  What's a schedule?  What's a routine?  What's a 

secure attachment?  How can you tell if your relationship with your child is going well?  What's that going 

to look like?  Some of those things.  In terms of where we started, we started with saying the early 

childhood teacher is going to be the one who creates this environment, who's going to do the initial 

instruction or using second step curriculum.  So Tier 1 is well established.  Tier 2, we're doing a little bit of 

group work.  We have a Tier 3 kid.  If a TSS comes in and has no idea Tier 1 or Tier 2 or what curriculum, 

how effective can they be?  They're going to be probably less than 50% as effective.  The TSS need to be 

trained in it.  They need to know the curriculum.  The foundation work is being laid, an emotional 

vocabulary.  So if I have happy, sad, mad, scared, those are the four basic first ones that most toddlers 

will learn.  If I have those four and the way you know them, experiencing one of the negative ones is a big 

fit.  And a big fit can go forty-five minutes, it can go three hours.  I have one kid at 50 hits an hour, all over 

the place.  Those are the Tier 3 kids.  They're the extreme ones.  And you don't know what it is.  You 

don't know if it's the environment, you don't know if the home, you don't know if it's the mental health 

issue.  So how do you work through all of that?  That's where some of the psychological evaluation stuff 

comes in.  That's where the psychologist knowing what the IU has already done.  They have Tier 1 in 

place there.  They're a high fidelity PBS.  Our psychologist knows that, so she will know what came to be 

and what they've tried before coming in to be evaluated and that's very helpful because the doctors are 

not just going to prescribe a TSS because the parent shows up and says, "Hey, my kid needs a TSS."  So 

it helps to know what's going on in the learning environment.  In terms of--how are we on time?  We're 

good.  Okay.  And in terms if the role of the BSC, traditional BSC tends to be a little bit different.  They 



tend to look more at the ABA functional behavior.  We do something a bit different at Laurel Creek and we 

look at function and foundation because sometimes the function doesn't give you the trauma issue from 

home, the past abuse that's creating it, the fetal alcohol syndrome.  It doesn't give you that when you're 

just looking at the functional behavior.  So when you look beyond the functional behavior and look at 

foundation and you're in the home every week and you're--we do teach model coach a little bit different, 

but very similar.  So we teach the skill, we model it, we coach, we ask them to practice it, we always give 

homework, we're back weekly in the home.  So if the TSS can assist in the facility, if the foundation of the 

skills are late, there is daily or almost daily rehearsal.  If I go in the home, I teach the family, I coach the 

family, they do their homework, it doesn't take long before they're realizing, "Hey, it's in my benefit to keep 

this up.  I'm feeling good about my relationship with my child.  I'm feeling confident in my ability to handle 

their behavior."  So it doesn't take long for families to start feeling better.  When we start to feel better, we 

start to behave better.  The child feels better about the relationship with their parent.  Suddenly, instead of 

saying what a little devil child they are, the parent are saying positive things.  That changes the game 

right there.  And I wish I were making up the devil child analogy, but that's a family.  They were referring 

to the youngest child as the devil child.  So this was really going on.  Honestly, just to have a parent who 

is so stressed out, who's so defeated that their feeling ineffective, and then what does PBIS bring for 

them, it brings hope, it brings the empowerment, and that's all from a very simple free concept with free 

materials that were just shared.  So you truly can use it to change lives in big ways.  In terms of the last 

thing that I really want to talk about and discuss, its how we kind of were able to bring children and youth 

which was kind of a dream and hope in one county in particular and--should I not mention the name or 

mention the name?  Okay.  Well, I would like to just--they're not here of course, but just toot the horn of 

Union County Children and Youth a little bit just for a second to tell you that the above and beyond 

performance of a caseworker from a county who says, "Oh, you're doing this with IU and this is what 

you're doing and--okay.  So early elementary teacher teaches it or early childhood.  Okay.  So they teach 

it and then you practice it and then you take it home.  Okay.  And you're meeting monthly?"  I said, "Yeah, 

why don't you come to a meeting?  Why don't you come at home?  Why don't you make that part of family 

service plan?  Why don't you see, you know, maybe what we can accomplish?  Maybe we can be 

transparent.  Maybe we can talk about some of those."  And so we started with just kind of this idea of, 

"Well, let's all go to the kitchen table.  Let's all go to the home.  Let's have Children and Youth be there 

too."  And it has developed into a program specialist job at the county where this caseworker in particular 

was promoted and now, not only can do that generally speaking in terms of the program specialization, 

but can ensure that all caseworkers on all open cases attend at least once a month out of the four times 

that the BSC would be in the home weekly.  So at least once a month, we have the children and youth 

worker onboard checking the goals, checking the sustainability, checking the progress, and we're actually 

seeing initially that we're closing cases quicker because families are more compliant.  They feel more 

empowered.  They feel less judged.  They're less likely to cancel session.  "Do I really want to have 

another parenting session with Children and Youth that are just telling me what I do wrong?  I don't.  But if 



they're telling all the things I'm doing right and they're telling me all the strengths and all the positive 

development, I want to hear that."  So just the change in that alone has been huge for some of our 

families, so what a great opportunity.  And with the right people and the right place at the time, we're 

making a lot of difference and I think it can be replicated in any area.  So thank you, guys.  At this point, 

do you have any questions? 

>> So contact information, do you have anything? 

>> So our contact information, if you have any questions overtime.  We're really pleased with the results 

we're getting.  We have more agencies locally that are beginning to send out feelers or we're working with 

more consistently in some of our other counties that we're starting to get some--same kind of interest 

from, so we're looking forward to replicating this as many places as possible.  Thank you. 

>> Hi.  I am Jennifer Potter and I'm from Lancaster Head Start.  I am the Education Behavior And 

Disabilities Specialist for the program.  And additionally, I am the PBIS facilitator for the program.  And 

we're here today to talk a little bit about how we implement the universal level of the teaching pyramid and 

how that impacts as we move up that pyramid and the overall FBA process.  We're going to be focusing 

primarily on the universal level.  So of course, you know, what does look like?  And I would like to point 

out that we're going--while we're focusing on the universal level, I should give you a little background 

about our program.  We have been working with the teaching pyramid for upwards of 10 years and we 

have been part of the PBIS network since about 2010.  And we are at this point, full program-wide with 

PBIS and we're proud to say we had two centers recognized here at the Implementers Forum for their 

first year and one center of their second year.  So, we're very proud of that.  One of the things that is 

unique about our program is that we tend to kind of push our pyramid down a little bit.  And when I say 

that what I mean is that a lot of the things that you may hear and see that are considered targeted 

practices, we actually utilized them at the universal level for all children.  And we start working with small 

groups of targeted children at that level.  So when we get to what we--what we refer to as the targeted 

level, we're starting to look at the individual child and start putting some things in place.  So our pyramid 

looks a little different.  So as I go through these slides and you see some pictures and I talk a little bit, you 

may start wondering why some of the things that you see, you often time see at the targeted level.  So I 

just wanted to give that little bit of background.  So what does it look like?  What do our kids look like?  

Our kids look like this.  They look like this.  How many of kids that look like this?  Just for the record, that's 

my little one.  She is very expressive.  Believe it or not, I did not have to ask her for any of those.  They 

are natural, so I had to put here in there.  Okay.  So I'm going to be focusing on a few main topics.  So 

again, this is not everything.  I could do an entire day on what we do at the universal level, but I decided 

to pair it down and focus on a few things.  So the first thing that I want to focus on, are the program-wide 

expectations, and what that looks like, and how important that is.  So when we're talking about program 

wide expectations, we're talking about broad--broadly stated statements, best way to say it.  We should 

have three to five of those.  In some programs, you may have less, depends on the needs of your 



children.  They should be simply stated.  They should be easily defined, easily taught, easily understood 

by the children.  For example, in our program our three expectations are Be Safe, Be a Friend, and Work 

Together.  You want to make sure they're very broad because you need to be able to relate everything 

that you do back to that expectation.  The rules define the expectation.  So if sharing was something in 

your program that you were really having difficulty with, you probably don't want to have that as an 

expectation because it would be very hard to relate anything aside from sharing back to that.  So where 

would sharing fall?  It could fall under being a friend.  It could fall under working together.  But everything 

that you're doing is relating directly back to that, those three expectations.  And also, as I said, as you go 

through your day, everything that you're doing, all the rules that you have for your structures of the day, 

for the areas of your room, every should--everything should be able to be directed and relate back to 

those program-wide expectations.  So here, I have a couple of photos for you.  The one on the left you'll 

see is a poster that's in one of our rooms.  And if you go into any of our rooms, you should see a very 

similar poster.  It will have the three expectations written or printed or cut out very--in very large lettering.  

And then underneath, you will find rules that directly relate to those expectations.  And I know it's kind of 

hard to see.  Under Be Friend--Be a Friend, it says we share, we are super friends, we work together.  

Under Be Safe, it says we follow directions, we use gentle hands and feet, we follow the rules.  And under 

Work Together, it says we help each other, we clean up, and we're super friends.  So some of those 

rules, obviously, can relate to more than one expectation.  What I like about the sign on the right is that 

that's actually the rules for the dry table.  And they have imbedded those expectations right into--the 

program-wide expectations right into the expectations for that area.  So if you can't see it, it says, "Be safe 

and please keep the bird seed and the tools inside the dry table.  Be a friend and share the materials with 

one another.  If you make a mess, work together to use the dustpan to clean it up."  So they're really 

imbedding those expectations in everything that they're doing.  There's another example of a sign.  So 

again, we have to Be Safe, Work Together, Be a Friend, and rules that define those expectations.  And 

the rules will vary from classroom to classroom and setting to setting.  In our largest center, we actually 

had parents last year that were so excited about this initiative that they wanted to do something and they 

wanted to do something with our expectations.  And so we worked together with one of our--actually one 

of our bus drivers, who's quite artistic, and she drew that on the wall and the parents came in and painted 

it.  And then they got some of the children to come and put handprints on there.  So we're really proud of 

that.  And so when you walk into that building, that's what greets you and it's just such a nice feeling.  We 

also have a lot of languages represented in our program.  And so we have asked parents to help us do 

some translation.  We have languages that we don't have any staff that speak those languages, so we do 

need to help--have the help of the families and they've been very gracious in giving us their time and 

really, again, working together with us to meet everyone's needs.  So that is actually in Nepali, so I'm glad 

that they actually wrote out the expectation in English beside it because I would not be able to tell you 

which one is which.  You will see down that the other three pictures there, the Be Safe, Work Together 

and Be a Friend, we had an outside organization that wanted to donate some time.  And again, they were 



really excited about what our initiative was and so they came and they actually put that on the playground 

and it takes up the entire wall.  So it's probably 20, 30 feet long when it's all said and done.  So that was 

really exciting.  Then these are some other expectations that we have, that again, can relate directly back 

to those program-wide expectations.  And when we talk about expectations, we want to talk about what 

children need to be doing.  We want to talk about what they should be doing, rather than what they 

shouldn't be doing.  And what I really like about some of these, if you look at the one on the top left, it's 

actually sign-in.  It's a sign-in table and the children come in every morning and they sign their name and 

that sign greets them.  And what it says, it has a picture of little hands holding a writing utensil and writing 

and at the top it says, "What should you be doing?"  And at the bottom it says, "I should be writing my 

name."  So it's really setting that expectation that a teacher doesn't have to be right there, handing them 

the writing utensil, telling them what they need to be doing.  They can actually, instead, be focusing on 

the task at hand, in terms of helping children to actually learn about letters and learn about writing.  And 

they don't have to take the time with the routine pieces of everything.  The one of the right says, "Writing 

center rules."  And that is posted at the writing center and it just outlines what should be happening.  We 

use one piece of paper at a time.  We should try to use the front and back of each paper.  We respect our 

friends and toys.  When we're done playing in the writing center, it should look like--and then there's 

pictures of what everything should look like when it's all cleaned up.  So that's very explicit.  And then the 

bottom picture that kind of spans the whole way across, you will find those icons in each one of our 

classrooms and those are our group time expectations, our whole group expectations.  So we have your 

body as sitting in your space, your hands are on your lap, your eyes are on the speaker, your ears are 

listening, mouth is quiet so your brain can think, and raise your quiet hand.  So those again, are 

expectations that are set out to all children in the setting of a whole--of a whole group.  And they're 

reviewed every time the children come to that whole group and you will actually see a video where a 

teacher is doing these with the children.  One of the other pieces that go along with the program-wide 

expectation is some sort of reinforcement for children who are following those expectations.  What are we 

doing to recognize the fact that they are doing what we want them to do?  In our program, we actually 

implemented this system this year.  And we had input from the entire staff.  We garnered ideas from all 

our different leadership teams.  We then put those ideas all onto one nice piece of paper and we send it 

out to all staff and we ask them to vote.  So when they came back, what we found was that we were 

looking for--we were looking at something along the lines of what we call a Pompom system.  And the 

way that works is when you see a child who was following one of the expectations and it could be 

something that the classroom is focusing on.  It could be any of the three.  It really can vary from 

classroom to classroom and setting to setting.  But when somebody sees a child doing something that is 

following that expectation, they give them a pompom and they tell them, "Go ahead and put the pompom 

in the jar."  And believe it or not, the kids get so excited.  And in addition, they're also given some sort of 

token, in writing, that let's them know what they did and that can vary from classroom to classroom.  And 

there's a couple examples there.  One classroom was using clover.  I'm guessing that was March.  



Another one had a fish that they posted all of those on, so it was supposed to be like a little gill.  I've seen 

flower petals.  I've seen leaves for trees.  But they're displayed for everyone to see and the teachers 

actually revisit those with all the children and then the child gets to take that home.  When the classroom 

reaches a goal that they've set of how many pompoms go into this jar, then they have some sort of 

incentive.  And it's something as simple as a pajama day or something along those lines.  But the other 

piece of it is once the classroom has reached their goal, they get to put a big pompom in a center jar.  

And when the center reaches their goal, then the whole center does something together.  So again, it 

could be something like--one of our centers did a Clifford Day.  They brought in Clifford and all the 

children got to go and see Clifford and talk to Clifford.  They write Clifford books.  You know, it was a 

really, really fun day.  Okay.  So this is a video.  And I'm sorry it's a little bit dark, but this is one of our 

teachers who was going over the program-wide expectations with her classroom. 

[VIDEO BEGINS] 

>> Work together cha-cha-cha, be a friend, be safe, work together cha-cha-cha, these are our rules and 

expectations, cha-cha-cha, be a friend, be safe, work together cha-cha-cha [inaudible] 

[VIDEO ENDS] 

>> Okay.  So that's just one example.  And you can hear the children are saying them, they know what 

the rules are that go with those expectations.  It's clear that this teacher has been implementing these, 

and with fidelity, and that the children are very aware of what is expected of them.  This next video is 

actually of a teacher that's going over those group time expectations that I showed you.  And I am going 

to hold the microphone up because she's whispering in the beginning as a great strategy to get 

everyone's attention.  So I'm not sure if this is going to play. 

[VIDEO BEGINS] 

>> Crisscross applesauce, our eyes are on the speaker, our ears are listening, our ears are listening, our 

hands are on out laps, our mouths are closed [inaudible] 

[VIDEO ENDS] 

>> So again, that is something that every teacher does at every group setting.  And all the children know 

what's expected and it's amazing to see all these little bodies go crisscross applesauce, hands are in the 

lap, they're pulling at their ears, they're showing their eyes, so it's really neat to see.  Okay.  The second 

thing I wanted to talk about are transitions.  And transitions are an area that we find in our program is one 

of the hardest times of day for our teachers.  It's when they see the most behaviors.  It's when children 

seem to really not quite know what's going on, what they should be doing.  And so that's when all those 

challenging behaviors come out.  So when we talk about transitions, they should be very clear to children, 

very concise.  They should be transparent.  They should know exactly what they should be doing.  They 

should know when do I start it, what do I do while I'm doing it and how is it going to end.  There should be 



a warning prior to that transition.  "Okay.  Boys and girls, five minutes until it's time to clean up" or "When 

we finish the story, we're going to start to get ready to line up to go outside."  "In five minutes, we're going 

to finish eating lunch, we're going to put our dishes away, and we're going to go to group rug" but there 

should be some sort of warning.  There should also be a pre-correction in there.  And when I say pre-

correction, it's not a, "Don't run to the rug."  But it's, "In five minutes, we're going to put our dishes away, 

and go to the group rug, and we're going to make sure we use our walking feet."  So you're already giving 

that pre-correction to what might often times be an issue for you.  So that should be a part of the 

transition.  And then the children should be able to answer these four questions.  What am I supposed to 

be doing?  How do I know I'm making progress?  How do I know I'm done?  What's going to happen 

next?  Think about this conference and all the transitions that we have gone through as we--as we 

proceed through these two days.  Every time this--a session ends, you have to go somewhere else.  So 

think about what that's been like for you.  I know from my experience that, "What I'm supposed to be 

doing?  I don't know.  They did not give me a map and I am not good."  So thinking about that when 

you're planning transitions, we should be thinking about those questions.  If I had to do this transition, 

would I know what I'm supposed to be doing?  Would I know that I'm making any progress in that?  How 

do I know I'm done with it and what's coming up?  Children need to know that.  So those are some really 

important questions to consider.  And I think I went the wrong way.  I did.  Okay.  So this is a transition 

tool that one of our teachers used and you're going to see a video next of her actually using it.  And I love 

this because she uses it with all children.  But there are those kiddos in her classroom that really, really 

need this.  And so she makes sure that she is so explicit with those children when she's going around and 

using this.  And what she does is when it's time to clean up, she goes to every group of children and she 

kneels down and she walks them through that transition.  And each finger is a piece of that transition.  So 

the first one is stop, stop and listen to what I'm saying.  Number two is clean up your toys.  Three, help 

your friends.  Again, we're working together, going back to that expectation.  Four, your name stick goes 

in the pocket chart.  And number five, you go sit on the carpet.  So just in that, she has answered all four 

of those questions just using that tool.  So it really is a thing of beauty and the kids say it right along with 

there.  And she actually has children that she will sometimes say, "Hey, can you--can you do the 

transition hand?"  And they walk around and they walk the children through that.  So that's what the next 

video clip is.  Oh, I'm sorry.  The one on the left here is the back of that.  And again, when she gets to that 

first thumb that says stop, what it really means is stop, look, and listen.  So she shows them that. 

[VIDEO BEGINS] 

>> [inaudible] 

[VIDEO ENDS] 

>> Okay.  So can you see how those children will know exactly what to do?  And what I love about is at 

the end of hers, on that last finger, she changed it because they were doing tooth brushing, so she 

wanted to make sure they knew what is happening next.  So she put a little icon over top of that for tooth 



brushing, so they knew exactly what they needed to do.  Okay.  This next one is another transition and 

this is one of our teachers who's getting the children ready for tooth brushing.  So it's just a really quick 

song, but it's a way that she has set it up, so that when the children hear that song, they know.  "I need to 

move to the table and get myself ready."  And by the time she finishes that song, they're ready to go. 

[VIDEO BEGINS] 

>> [inaudible] 

[VIDEO ENDS] 

>> Okay.  And then she starts walking them through, but those last few children are already making it to 

the table.  They hear that song and know.  "I got to go."  Okay.  Then we have our quiet area of the 

classroom.  And I've heard this called many different things.  When I was in Florida at the--at the 

conference in April, I really loved they called it the safety zone.  I love that.  But we've had a lot of different 

names, so I'm just going to generalize it as a quiet area of the classroom.  It's a place for children to go 

and just kind of unwind, feel their emotions, you know, have a soft place, just be alone if they'd like to.  It 

should be small.  It should only fit one, maybe two children.  It should be cozy, some place that children 

want to go.  It should have a lot of materials available related to emotions.  So there may be some--their--

Tucker Turtle might be there.  There may be the emotions posters that we get from the teaching tool kit.  

There should be some emotional literacy there, so we should have books related to emotions.  We should 

have stuffed animals, pillows, things that are soft and cozy and welcoming.  And it's really important that 

this is never touted as a timeout and used as a punishment.  This is an area for any child to go.  They can 

be the happiest kid around the world and just want to be alone for a little bit.  And they should be 

welcome to go there.  So we--we're really clear that that is not a time out area.  So I have a couple of 

photos here of some of our quite areas.  So you'll notice the one on the left, they actually have like a little 

cube with pillows in it.  And then all around, you see pictures of children with different emotions.  You see 

they look like paper plates with paperclips and it's kind of hard to see, but it has the emotion pictures on 

them, so they can say how they're feeling.  And there's a lot of clips on there, so a lot of children have 

responded to that.  There's lot of materials on there.  You can see Tucker Turtle.  There's the Tucker 

Turtle social story.  There's books related to emotions.  The solution kit is there.  So there's lots of things 

going on.  So you could actually fit two children there because there's also a chair beside that cube.  So in 

that--in that sense for this particular classroom, two people could go there.  The one on the right, again, is 

another one of those cubicles and again, you can see a variety of materials there and this would be for 

one child.  Then there's three more areas and they all look different.  People do things differently.  What I 

love about the one on the right, and you can't really see it, is they made it--it's supposed to be a tree and 

in that tree, on all those branches, are pictures of all the children and their families, so it's a family tree.  

So it's a really nice place for the children to not just go and relax, but they can get their picture and they 

can have that picture of their family so they can feel better because maybe they just need that moment to 

be able to say, "Oh, there's my mom.  Okay, I'll see here in a little bit."  So I really love that one and that's-



-that's a really creative way to do it.  And they utilize the cubby there to store some more materials for the 

children.  Okay, then another area, another topic I wanted to talk about was problem solving and giving 

children lots of opportunities for problem solving.  And there's lots of ways that we can do that.  How 

many of you used the solution kit?  Yeah.  So again, oftentimes, you do see the solution kit at the 

targeted level.  We utilize it at the universal level and we teach all children how to use it.  So we have 

those, we might have them, you saw them in photographs back a little ways that they're on a ring.  You 

can see both of those are like that.  Sometimes, we have the bigger--the bigger pictures and they're 

hanging on the wall.  You can walk in to any of our classrooms and you will probably see at least four or 

five sets and they may look different.  So you may have smaller sets on rings, you may have larger icons 

on the wall, but you will find that all over the room.  Also, you find in a lot of our classrooms, problem and 

solution, writing that they did with the children.  So a problem comes up in the classroom, they take the 

opportunity to sit down with all the kids and say, "You know what?  Here's a problem.  Here's something 

that's going on in our room.  What are we going to do to fix this?  How can we solve this problem?"  So 

really modeling and walking children through that process.  There's also--there should be literacy in your 

room related to problem solving, books and things that directly relate to how to solve problems, things 

they can relate to.  And then there should be a lot of strategies and materials available for children to 

understand how to manage their emotions to be able to solve problems.  An angry child who is hitting is 

not going to be ready to solve a problem.  They're not going to be ready to talk to their friend and say, 

"Hey, I'm sorry I hit you."  What they're ready for is a bag of Play-Doh to squeeze or a pillow to kick or 

whatever is going to work for that particular child.  So there should a lot of those things that are available 

for children.  Oops, that's the wrong one.  So there are some pictures of some examples and you've all, 

I'm sure, seen these in the tool kit.  On the left there is a problem and solution activity that a teacher did.  

A friend is invading your space, the children's solution was, I can get a teacher, ask nicely to stop, use 

your words, or say, "I don't like that."  And what I love about what this teacher does is she has them sign.  

It's a contract.  So when somebody goes and does that, she can take them right back and say, "We talked 

about this.  You signed this.  So in order for us to be a friend, we have to respect each other's space."  

She'll relate that directly back to the program-wide expectation.  So I love that they do that.  There's 

Tucker Turtle.  I think most of us have seen Tucker Turtle.  That's another strategy that we use.  Then on 

the far right, we have the I-can-problem-solve, I can-figure-it-out little guy and some of those strategies.  

You know, we use other things too.  We talk to children about how it feels to feel a certain way.  "When 

I'm angry, my body is tight.  My arms are tight, my head might hurt, I just feel--you know, my body just 

feels rigid.  So what can I do to relax?  I can tense and release.  I can tense and release."  And we're 

modeling and showing children that.  So we have a lot of different strategies that we're utilizing.  There's 

another one.  And then she also did some writing with the children.  They did some kid writing about how 

we work together, how we solve problems.  Okay.  And then the last thing that I wanted to address, were 

those planned and very explicitly taught social and emotional lessons, so really making sure that you're 

teaching the children social skills.  They aren't just going to know it.  They don't come to us knowing 



everything.  And we all know that the study show that children that have strong foundations and social 

emotional behavior and knowledge do better in the future in everything, academics, everything.  So when 

we're talking about those social and emotional lessons, we're really focusing on those friendship skills, the 

problem solving, the program-wide expectations, and emotions, everything that I just talked about, we're 

focusing on those things.  So I have a picture of one example.  So for instance, you might be talking 

about waiting.  So the one on the left is about waiting my turn, I have to wait my turn.  What does that look 

like?  Here's a social story to walk us through it.  But look at the one on the right.  Does anybody notice 

anything about that one?  Sometimes, I have to wait your turn.  So not only do I have to learn that I'm 

going to have wait for three people, but that's because I'm going to wait for your turn, your turn, and your 

turn, and then it's my turn, so another way to look at that.  So that was just an example.  Okay.  And then 

I'm going to turn it over to my colleague.  Oh, wait, I did miss something.  I'm sorry.  I added some slides.  

I'm not done, sorry.  Okay.  So why are these practices so important?  Again, strong responsive and 

nurturing relationships and practices are going to decrease those challenging behaviors.  Your room 

arrangement, that's one thing that's so important.  If your room is so open that I can run from that corner 

to that corner, that corner, I'm just asking for it because I'm going to do it because I can.  So really making 

sure that you have very clearly defined areas, that you have things labeled, children know where things 

go, how to get to places, what materials are available, all of those things, again, the classroom materials 

that actually support it.  So if we want children to share, we better have materials out that are you going to 

promote that.  So I'm going to make sure I have lots of Legos, lots of Magna-Tiles, lots of whatever.  I 

want to have two or three dolls out.  You know, I want to be able to promote that sharing, very clear 

expectations, positive and responsive relationships between and among staff, children and families, and 

we've been hearing it through this whole conference.  Again, that effective work force, we're the models.  

So if children don't see us getting along and having those relationships.  That's what they're learning from, 

they're not going to do it either.  Having that modeling, staff and pure modeling, and again, those really 

well planned explicitly taught lessons.  Then why are they so effective?  Our children are engaged.  They 

know what's expected of them.  They learn how to communicate with each other, they know how to 

interact.  They learn how to self-manage and self-regulate.  It's a wonderful thing when you can be in a 

classroom and be able to actually teach and be able to play with kids and talk to kids.  And they also learn 

those skills that will help them to navigate life.  And now I'm going to turn it over to my colleague. 

>> Hi, my name Brenda Boyd and I'm the Deputy Director of Lancaster County Head Start.  I first just 

want to take a moment to say that Jen has done such an incredible job in our program leading our 

program-wide PBIS implementation, as you can see that her work up there on the screen.  So I'm only 

going to be--I'm only going to be speaking for a few minutes because the whole focus here today was 

about focusing on that universal level so that you're not having to worry so much about focusing on the 

target and the tertiary level.  So that is the message, that high-fidelity to universal practices is going to 

decrease the number of children that need targeted and tertiary interventions.  Oh, sorry.  Okay.  Which 

way?  Oh, I got it.  Okay.  However, we all know that there's going to be a few children who, for whatever 



reason, will not have the ability to respond to universal practices no matter how wonderful they may be.  

And those children sometimes come to us already with social-emotional delays.  Sometimes, those 

children come to us at risk for developing challenging behavior.  For example, a child that's on the 

spectrum.  And some children come to us already engaging in persistent challenging behavior.  So we 

have to be ready to be able to support children--all of those children and that's why we have the targeted 

and tertiary procedures.  I'm just going to just spend just a--just a brief amount of time going over the 

targeted, um, area of our program.  But first, I think in order for you to understand how we do target in our 

program, I need to give just a little bit of background about a couple of the positions in our program that 

will help you understand my explanation of our targeted level.  We have eight sites across the county and 

city and we have what's called regional managers who are assigned to supervise and manage those 

sites.  Now these regional managers are staff who have a bachelors degree in Early Childhood Education 

and some of them have a master's.  Then we also--and that some of our sites--let me just say, when we--

when I say that we have these regional managers assigned to all the sites, on many of our sites, 

particularly our large sites, they're not just assigned there, but they actually are housed there and live in 

those buildings right there as support to our staff.  Then we also have another position called Early 

Childhood Behavior Specialist.  And we have four Early Childhood Behavior Specialist that are also 

assigned to each of the--each of the eight sites that we have and in the same cases, the regional 

managers.  Some of the Early Child--some of the sites, the larger sites have the Early Childhood 

Behavior Specialist actually housed at the centers where they are supporting children and families.  And 

for our smaller county sites, we do have a regional manager and an Early Childhood Behavior Specialist 

that does travel there.  Okay.  Are we [inaudible] okay, that's--you're right.  I'm trying to think, my right, 

your--my right, your left.  But to the right of--you see the teaching pyramid, the traditional teaching 

pyramid that everybody has seen probably the last two days.  And on--to the right of that is the pyramid--

is our pyramid of how we implement Positive Behavior Intervention Support and the teaching pyramid in 

our program.  And when you look at the targeted level on our pyramid, you'll see that there's a red line 

going through the middle of it.  And at the bottom of it, we call it the lower targeted level.  At the lower 

targeted level, this is where the--this is the regional--let me--regional manger's responsibility.  Let me 

back up just for a second.  This is something that I need to say that's important to explain this.  For each 

level, it's very, very important that you have very clear systems and procedures of how you're 

implementing each level and how you're moving children from Tier 1, Tier 2, to Tier 3.  And in our--and in 

our program, we do have very clearly defined systems and procedures for how we are implementing each 

level of this--of our pyramid.  But we also, as you know since I was just explaining to you the two different 

positions that we have, that we also, within those procedures and systems, have very clearly defined 

roles and responsibilities that each person is responsible for in implementing at the targeted level of the 

teaching pyramid.  So at the lower level of the targeted--the lower targeted level of the teaching pyramid, 

our regional managers are responsible for this.  And as I said, it's our regional managers who supervise 

our classroom staff, our teachers.  So when a child rises to that particular level, our regional manager 



would be working with that teacher in the classroom staff that's under her supervision.  And together, they 

develop a teacher support plan.  And in this support plan, they are starting to look at the function of the 

child's behavior so that when they design the plan, they're making sure that they are using the--using the 

appropriate social emotional instructional strategies that are going to meet this child's need, and be more 

effective, and to help that particular child learn those replacement skills.  Some of the resources that they 

do use with the teacher support plan that comes from the teaching tool kit as well is the routines based 

guide and I really particularly love that tool.  And they also utilize the What Works Briefs.  This is where 

they get a lot of the strategies from the specific teaching strategies for the individual children at this point 

in time.  I really love the What Works Briefs #2.  The--at this point in time where also parents are involved.  

They are aware that their child is having a teacher support plan and they know exactly what's involved in 

that teacher support plan.  Now hopefully, this--at this level, I think we're able to really, really--those few 

children that get there with the teacher support plan and the support from the regional manager working 

with the classroom staff, it usually doesn't--not to often does it go much further than this.  However, there 

are times when we have a few children who still need a little more support than what is--what we're doing 

with the regional manager, the classroom staff, and the teacher support plan.  So we--as a rule of thumb, 

we give that about two weeks and we're monitoring the progress of the plan--or no, we're monitoring how 

effective the plan is and how much progress and if the child is making progress with BIR's our Behavior 

Incident Reports.  And sometimes, we use a few other data collection tools, just depending on what the 

need of--what that particular behavior is that the child is exhibiting.  So if there isn't any progress after two 

weeks, this is when we move to the upper level of the targeted level of the teaching pyramid.  And this is 

when our early Childhood Behavior Specialist staff becomes involved.  And we start to move into a more--

a more of a team approach because the team is [inaudible] because then, that Early Childhood Behavior 

Specialist is taking the lead.  The regional manager still stays involved, still stays on the team, but the 

Early Childhood Behavior Specialist takes more of a leadership role and more responsibility for helping to 

develop--further develop the plan.  So at this level, the Early Childhood Behavior Specialist is leading 

what we--what we call informal functional behavior assessment.  And we have started using the PTR-YC, 

which is the Prevent Teach and Reinforce early childhood model for individualized positive behavior 

support.  So that--so that is at the--at that upper level part of their--of the targeted pyramid, that is the 

process that they engage in and I'm not going to go to into that because I think there are sessions here 

about that.  But that's what we do use.  It's also at this point in time when we probably have our--we've 

probably made a referral to one of our mental health agencies and we have partnerships established with 

many of our mental health agencies in our community.  Also, at this point in time--and at--when a child is 

at this level, we may or may not have had to put what's call--what we call a safety plan in place, but 

depending on the type of behavior the child is exhibiting because if they're exhibiting the behavior that's 

dangerous to themselves or others, we do have a very spelled out procedure of how we develop a safety 

plan to keep that child safe, to keep the other children safe.  And the parents are a part of that plan and 

know about it.  Also at this level with our Early Childhood Behavior Specialist being involved, they will also 



go into the homes of the child that they are working with if the families want that kind of support.  So 

there's that seamless home school connection of the Early Childhood Behavior Specialist leading the 

plan, leading the team, working with the child and the parents on this team, and the parents very involved 

in what's happening in the classroom as well, working with and helping to support that child in the 

classroom, but also to support that child and family in their home and developing a family support plan in 

the home.  And sometimes, we use the family routines based guide in the home to help us do that.  And I 

think--I think that--I think in a nutshell that just briefly describes what we do with the targeted level.  And 

with--when we reach that level, it is very, very rare that we would have to go to what our tertiary level is, 

where we would involve perhaps more outside agency--some--an outside agency or a behavior specialist 

to do the formal functional behavior assessment.  And sometimes, where a child with a disability, we 

would--we call it checking the box on the IEP, where they would need functional behavior analysis, but we 

seldom, seldom ever have to do that.  This is the--this is a very--this is the traditional RTI model.  I wanted 

to just briefly show it to you very quickly because it shows the percentages of how many students that if 

you've got quality, universal--a high fidelity to universal practices, you're able to--I think it says 80 to 90% 

of the children, you are able to reach 80 to 90% of the children at that particular level.  But at the targeted 

level, there's like five to ten percent of children who may need that targeted support.  And Jen, I can't 

quite see the top.  Was it one to eight percent?  Yeah, one to eight percent may need that type of tertiary 

intervention that's offered and the-and the teaching pyramid.  And I--we thought we would show our 

percentages with what we're doing, where we're at in terms of universal.  And I think you can see that and 

they speak for themselves.  But that's--again, it is our message, we really, really want to put all of our 

effort as much as--much as possible into the universal level.  And as you can see, we have 98% of our 

children we are able to reach and meet their needs and at the universal level, less than two percent at the 

targeted level, and less than one percent at the tertiary level.  Okay.  So I just want to wrap it up with 

talking a little bit about just going over, just briefly the huge benefits that our program--that is--that is--that 

had--that our program is experiencing and that has resulted from our implementation of program-wide 

behavior support.  One of--one of the obvious things is the reduction and challenging behavior.  I can't 

say enough about how different that is and how much of a reduction that we've had of that in our 

program.  The other is that not just the--what's really wonderful about the teaching pyramid is it's not just 

for working with children who are exhibiting challenging behavior or problem behavior, but it is a model 

where you can be so much more intentional in how you're teaching social emotional skills to all of the 

children and being very targeted about how you do that.  So what it has done for us overall across our 

program, it has increased all of our children's social emotional skills and our outcomes bear those results.  

The other thing that has been wonderful about being a part of program-wide PBIS is the staff--the 

reduction in staff turnover.  Over the last three years, we've had very, very little staff turnover.  And we 

employ approximately a hundred and fifty staff in our program.  The other thing that's really wonderful is 

the positive climate that you feel as you go from classroom to classroom and across the program.  And I 

do walkthroughs in the classroom and I see--I see classrooms that are calmer.  And then I think they're 



really icing on the cake and I think this is what impacts, you know, not having that teacher turnover is that 

our staff are really feeling so much more competent and confident in teaching social emotional skills to all 

children and addressing the behaviors of children when they become challenging.  And they know, they 

know the systems, the procedures, they know how to access them and implement them when a child 

does move to the targeted and tertiary level.  I think another positive result that I've seen is that teachers 

before in our program were somewhat more reactive to behavior.  And now they are thinking about it and 

responding to that behavior in a much more intentional way and it really makes a big difference.  So I just 

wanted to just name a few of the positive benefits that our program has been able to experience by being 

involved in program-wide PBIS.  I couldn't imagine Lancaster Head Start without program-wide PBIS.  

Any questions? 

>> [inaudible] 

>> No question, but I'll tell you what, kudos to you guys for that 98%. 

>> Thank you. 


