
>> [INAUDIBLE] figure out, you know a little bit about me if you were there this morning. What kind of 
systems are you in? So how many of you are, let's see, engaged in bringing PBIS to pre-K classrooms in 
elementary schools? Okay, great. How many of you are in Headstart? Yay! Love Headstart. All right. And 
these are Headstart programs in community, not necessarily in elementary schools? Both? Okay, great. 
How many of you are in early intervention? Okay, quite a few of you. Okay. Right. You do both? Birth to 
5. All right. Got it. Got it. All right. Yeah, Minnesota same thing, and they call everyone a teacher. So do 
you call everybody a teacher, home visiter or ... 
 
>> Usually home visitors. 
 
>> Home visiter, home practitioners. Okay, how many people are community early care and education? 
Terrific. Glad to have you here. Public pre-K programs, pre-K classrooms? Great. Good, good, good. So 
how many of you are deeply implementing right now? Oh, a good bit. All right. So hopefully I won't bore 
you. Maybe you could be up here doing some of this. So what I thought I would do, but I can go 
anywhere you want me to go. That's 'cause I haven't slept very much, so ... I had major flight delays, and 
my friend, Sue Ciders, who's an amazing problem solver, we were texting back and forth. I was like, "I 
gotta stop texting. I'm on the runway," trying to figure out how to get me from ... I couldn't fly to 
Harrisburg. I flew to Baltimore. How to get me from Baltimore last night at midnight to here. So I'm a 
little punchy. And you're not ever supposed to do that when you do a talk. You're never, ever supposed 
to put your vulnerability right out there. We're early childhood, so we're all about vulnerability, right?  
 
>> And flexibility. 
 
>> And flexibility. And we know how to teach executive functions, so we're on it. So I wanna talk about, 
what does it mean to bring PBIS to early care and education programs? But I would love to follow your 
lead and of course, I also over-prepared, so I have a whole bunch of stuff I wanted to show you that 
might provoke some discussion. So I'd love it if you'd shoot your hand up and say, "You know, this is 
hard in our program," or, "What about this in our program?" or "We're struggling with this," or "How do 
we get there on this element?" And have us talk about that a little bit. I did send my handouts to be 
posted. I don't know if they're up on the website yet. So you can pull them down. And there are two. 
One is PowerPoint and one is a fact sheet that we developed that helps pre-K programs in schools link to 
Schoolwide. I really wrote it for a Schoolwide audience to say it's okay. And we're gonna talk about that 
at the very end. And maybe we can talk about some of the issues about bringing this to schools. So PWS-
PMI. What's that? A new acronym, but it looks completely the same. So we talk about program-wide, 
and so right there, I'm talking about program-wide supports for pyramid model implementation. I'm not 
trying to change it. We can call it early childhood PBIS, we can call it PBS. We can call it whatever you 
feel like calling it.  
 
>> So PWPBIS in Pennsylvania, and then they'll know. 
 
>> PWPBIS. But at the core of it is this, and it's not different when we're doing it in EI. It's not different if 
we're doing it at Headstart. It's not different if we're doing it in pre-K. And this is what it's about, right? 
So it's not about the artifacts of things like a ticket. That's not what it's about. It's not about a measure 
that might not apply to kids who can't talk yet. But it is about this. And I think what's so exciting here in 
Pennsylvania is you really have the gun to build a seamless system from EI up through schools. And 
that's pretty remarkable and very unique. And so bringing this to EI is way different, right? Bringing this 
notion of what we're gonna do within that program. It's different in its execution but the same in its 
core elements. And I think that's really important for us to know and feel strong about and confident 



about. So that difference in execution is really about ... We're talking about babies. And I did this slide 
for a classroom of people. But of course here in Pennsylvania, you're talking about day one, right? Day 
one through 5 years. And so those developmental ages means what we do and how we do it will be 
much different. And so we're interacting at the EI level with caregivers and moms and dads and 
grandmas and aunties and other caregivers and babies, all the way up to kids who are five, cognitively 
five and on board. And what happens in that period of time is so huge and changes so much from very 
limited understanding to being able to communicate and play with others and problem solve, moving 
from solitary play to being a social player. And I think people don't even think about what happens there 
in social development in those changes and how that impacts on behavior. Really, if you think about it, 
putting a whole bunch of 4-year-olds in one room to vie for one person's or two or three people's 
attention is kind of a crazy endeavor, right? There's no adult who would say, "Oh, yes, I wanna spend the 
day with 18 4-year-olds. Yeah, that sounds really fun and really manageable." Right, would you really do 
that? Would you do that except in a classroom that's a very carefully designed environment? And the 
reason the environment's designed so carefully so you can do that. And then we have kids moving from 
looking at objects in your AI programs, are licking objects and touching objects, to having symbolic 
representation. So a huge, huge variance of where our kids are. And so that means all these concepts 
that our K through 12 folks have about guidance and feedback and classroom management and 
instruction, all that's gonna be different for us. And that's okay because we're still doing the four nested 
components in our Venn Diagram as we do this. And of course in our early care and education programs, 
it very much is still ... I mean, sometimes it doesn't look like it. It should be about play and routine 
activities with high quality instruction embedded within it. And then we are all about facilitating peer 
social interaction, right? And then when we teach, we teach in very brief, very, hopefully, powerful 
episodes within context in a very concrete way. And so that means how we teach social skills, rules and 
expectations is gonna be different, right? And then the other thing that I think is really a huge difference 
is like, in the session I did previously, we expect ... That teacher's like, "All right. Yeah, bring it on. Bring it 
on, baby. You know, I can cope with it. I'll support you. We have a place where we go, and I'll support 
you." And she was blocking him, kind of let's stay in this area. She wasn't holding him down. Just let's 
stay in this area and yeah, you're gonna have a little bit of a meltdown, but we have a strategy, and we 
can use that strategy, and you can return. He didn't lose his right to go into housekeeping. As soon as 
you get it together, we'll go back to housekeeping, and I'll return my positive attention to you and 
comment on what you're doing and provide descriptive feedback. And so all of you have experienced all 
of those behaviors, right? And we all expect them to happen. I think that's hard for our K through 12 
friends to realize, right? And so we are not gonna say X equals this action. We're not gonna do it. It's 
okay. You can tell them we're not gonna do it because it doesn't make sense for us. I mean, really, we're 
gonna ... All right, biting equals what? I know. It depends if you're five and you bite versus if you're 18 
months old and you bite. It's very different. You know, no alarm bells go off for me when an 18-month-
old bites. Lots of alarm bells go off for us when a 5-year-old bites or a 4-year-old bites, right? And so 
topography, what the behavior looks like, is not so meaningful. But it's that context that really matters. 
So we can't use the formula for majors and minors. So anybody trying to use the formula for majors and 
minors and SWIS and laying that on? Great. Good. We're not doing that, and we don't have to do that. 
And you should feel strong and okay about that. Not that it's bad, but it doesn't fit. And it's not gonna 
work for us. And then the other thing I think is so critically important is how important developmentally 
appropriate practice is to us. And one of the things I really advocate for you to do as you engage and try 
to align your work with PBIS is to feel strong and to know that deeply and to be able to explain it to 
others. So you've gotta have a good elevator speech about what is developmentally appropriate 
practice. And I think it aligns with what people in school-age PBIS are really struggling with right now, 
with issues about disproportionality and culture, right? And that's a huge, important part, is 
understanding children from their social context and cultural context. So understanding family systems 



and community and what's happened to that child. And then we very much are about each individual 
child. So this notion that I need to make decisions about the support of every child individually is 
embedded in our work, in our profession and what we're about. People have, in the past, who don't 
understand developmentally appropriate practice, will go like, "Oh, they're all about DAP." You know, 
like, dismissive, like it's not a real thing. I mean, this is core. This is foundational. And so you need to be 
able to talk about it. It's important in how it's foundational and how it creates a context for all the work 
that we're gonna do, professionally. The other interesting thing about bringing PBIS to early childhood 
programs I think is this diagram. And so this is often used in Schoolwide trainings. And it's about the 
settings in which we all wanna get in the same page, right? And the settings in which we're gonna think 
about our expectations and our support. And this little cloud flies in and it says, "The smallest number 
using evidence base to get the biggest durable effect." So the smallest number of practices or things 
that we can do. Let's really streamline, get really efficient, make sure it's evidence-based to get the 
biggest and most durable effect. And so what we see is the big Schoolwide and then these four circles. 
For early childhood, this looks different. If you're in schools, it's more about the classroom than anything 
else, right? I should have pulled up that video. I have this great video of a 2-year-old acting out, getting 
an office discipline referral, just to highlight kind of like, "No, it doesn't work." But it's all about the 
action, the power is all about that classroom, right? It's all about the classroom for classroom programs. 
Now I would say in EI, the action, the power is all about family engagement and family support. And so 
yeah, you can show up, and you're really great about building rapport with the little one and you know 
all the range of DEC recommended practices and how to use it. And that only goes that far because 
really, the practice you need to know is how do I support that family member and those other caregivers 
to be able to do that every day of the week, as much as possible within the routines and activities that 
are meaningful to that family. So the settings become different. And that's okay, and that's fine and 
really important, though, that I think we're clear about the translation in our alignment. So pyramid 
model. Everybody know it? Goodness, so smart. All right. So I wanna tell you a little bit about the 
pyramid model and how we, since I was one of the designers of it, how we got it, how I want you to talk 
about it ... It's all about me. So here's what we did first. We said what we wanted to have was a 
promotion, prevention and intervention framework. So we knew that. We were funded federally a very 
long time ago. And we're still unhappy that we're not currently federally funded. But I think it was about 
2000 that we got federal funds both for CSEFEL, The Center for Social and Emotional Foundations for 
Early Learning, and for what became TAXI, funded by the office's special ed programs, which was pretty 
amazing that all of the funders wanted to do work on social emotional, and that that group of people 
applied for those two centers that were the same group of people, and we got both of them. So then we 
could kind of cross work, which is why everybody knows what the pyramid is because it was all these 
Headstart childcare and office of special ed program had invested in it. And so when we designed it, we 
said "We wanna get research-based practices out there. We want it to be out there for free. We wanna 
put it out there in a way that resonates with every early care, education and early intervention 
professional. We want it to be socially valid, usable and accessible. And so that was our goal. So then 
what we did ... And then we were talking about, "So how do we do this work?" If you're an EI provider, 
you have a whole range of families and children on your case load, children you're not at all worried 
about their social emotional development, and kids you're deeply worried about their social emotional 
development. Families who have tremendous capacity to guide the development of their children, and 
families who struggle themselves, right, with their own social emotional capacities, let alone having 
capacities to guide children. So we wanted to make sure that we were offering what do we do to 
promote social emotional competence, what do we do to prevent challenging behavior and address 
challenging behavior. Our funders just wanted us to work on challenging behavior. And we're like, "If all 
we do is work on challenging behavior, we're gonna go on this path about classroom management that 
is not the place we wanna go. The place we wanna go is to have kids by socially competent. And so that 



kinda drove how we created this. Yes, it says model in the word. I don't know. That was a lapse, really. 
We named it one day sitting around a conference table at the University of Illinois. And maybe we 
shouldn't have named it model. But we believe it's a framework because it flexes. So the pyramid, when 
we talk about EI, is about me, as an EI provider, supporting caregivers and actually for EI providers, when 
you don't have the bottom of the pyramid, that's your hardest work, right? Supporting caregivers to 
have nurturing, responsive relationships, providing a predictable home environment to be able to guide 
their child. So that's your really hard work, if that's not present, and really requires collaboration with 
other service providers in the community. And then you can see you have kids on your case load where 
you need to help families who have that in place, but kids are struggling with social emotional 
development, not hitting those developmental milestones that you had hoped they would. And you're 
gonna show them how they can help those children with social emotional supports, and then you 
probably have a set of children who have problem behavior. And then we being to see that much moire 
prevalently as kids move into 18 months through age 3. And so you can see yourself right in the 
pyramid. That's why it's a framework of practices. We have different practices if you're teaching infants 
and toddlers. Why? Because their development is different. We have different practices if we're 
teaching pre-schoolers in a group setting. We have our practices around the support of families and 
other caregivers around kids. So it's a framework, so remember that. Pyramid model is a framework of 
evidence-based practices. And there are a lot of practices. So in all of our materials we've created lists. 
We developed a measure of those practices for classrooms, the teapot. Anybody familiar with the 
teapot, use the teapot? Great. And so do you know how many practices are in the teapot? A hundred 
and thirty-two. That's a lot of practices. And so the implication there is that when we think about our 
implementation team, it's about getting those practices in place. I had a slide about the teapot. So it 
actually can guide us to think about it and to target it. So why did we develop the tool? We developed 
the tool because people wanted to be able to know where they were and to then where to go next. 
That's the purpose of the tool. You could say, "Well, that's a tool that measures the fidelity. And yeah, 
that's great. I'm all down with that because I think the more practices you use, the better. Our data 
suggests 60. And when you hit 60 percent of the key practices with no red flags, you are cookin', and 
kids do well. And we would hope everyone would strive towards getting way up there, 80 to 100 
percent. And so yeah, measuring that is really important. But what's more salient and important is 
knowing where teachers are we can support them to get to another place. And I think what's more 
salient for teachers that we've coached is being able to have someone be really clear about what is 
expected, what we're looking for. So we're really concrete with that. And people can develop very fine-
tuned action plans about what's next for them. It's 132 practices. They're not gonna take it all on 
immediately. And so all of us who are all anxious, like, "I want it to be perfect in every classroom," have 
gotta just sit on our hands a little bit, slow down, do your Tucker the Turtle and give people the time 
because you don't get durable changes in anything without time, right, and support and practice. So you 
know the pyramid. Our bottom is nurturing responsive relationships. I'm sorry. I apologize to people 
who are EI. I kind of slanted a little more towards classrooms. But now that I know you're here, I'll make 
sure I include that reference. So nurturing responsive relationships paired with high-quality 
environments. And those two features make a huge difference for the majority of children. At that core, 
I wanna talk a little bit about just that basic core and instruction and learning because I think that often, 
people design the classrooms and their schedules and engage in activities sometimes without thinking 
really deeply about each of those pieces and how each of those pieces influence the engagement of a 
child in learning opportunities. Obviously you've heard me, I'm really big on that. I think it's really, really 
important. And I really do think that's what that foundation in the pyramid is about: making sure that 
children come, they feel excited to be with you and in that classroom, that they're engaged in learning 
opportunities that are designed to bump them to the next level on where they're going. And so yes, we 
have schedules and routines and visuals for kids to move for that. Our idea here is that executive 



function stuff I talked about this morning. And my goal for kids is really that they can move 
independently, that they can understand what's expected, anticipate what's expected and navigate 
what's expected. And so, when we do our teapot observations, we're looking to see, "Do you do that 
well for all kids," and, "Do I do it really well for Sue, who struggles with that," and, "Do I loop back to her 
and help her and support her to do that." The same kind of thing around transitions. Everyone's got 
their cool transition tricks. You, as a teacher, you just wanna get kids from there to there. But what we 
want is kids to go from there to there and get engaged in learning. And what we want is kids to 
anticipate that's coming up, to know what I need to do to execute it and to be able to engage when I get 
there. So all our great transition wizards and transition tricks work for the majority of kids. Really 
concerned about those few kids who can't, don't get it, won't move, resist, bottom out. And what, then, 
are we doing about those little ones? That's there, too, at the base of the pyramid, is being able to 
navigate that as a teacher. And then, obviously, the giving directions clearly with visuals in ways children 
understand, using the language children understand or adapting so that kids can understand and make 
good choices and be able to follow through. So our expectations and rules, we wanna keep that, kind of 
bring it down a notch. And it needs to really be about the values that we have for children. It's always 
lovely when it is cute. But sometimes that gets insane, like people are trying to match a mascot and 
come up with expectations, you're just like, "Come on," right? It needs to get child-centered. It's about 
what is it we want our kids to be able to do? This is in an early care and education program. Be a friend 
and be safe. Two great overarching expectations for kids to know. So we want no more than five 
expectations because no one's gonna remember them. Fewer is better. Two or three probably makes 
more sense. They're for adults. They're for kids. You know that. And then we can break it to the rule. So 
then we can match it to the rule. We always look for a visual to be with our rule. We always look for 
them always being out. So I look for a visual about expectations so I know the language and I listen for 
expectations because people should be using them. So this morning, I showed the meltdown child. The 
one thing the teacher didn't do is restate the global expectation after her redirect. And if she had done 
that, she would've been extraordinary. But she was pretty extraordinary anyway. But that's one of the 
things we look for, is that shared language. So I would be listening for your expectations and scanning 
your environment to see them. And then I would wanna see your rules posted. And I would want them 
to be removable so you might be able to prompt. This poster's static. It's not removable. But it's nice 
when you can go tell a kid with your visual and remind them of the expectations. So we want them to be 
very live. Somebody challenged me recently about Smartboards and expectations. And they're like, 
"Well, all right. So we wanna put them on the Smartboard. We love our Smartboards. And then the 
expectations, we review them at circle, and then we take it off the board because we have other things 
we're putting on the board." Well, if you do that, can the child who needs to reference it ... Where did it 
go? Yeah. You got a whole bunch of learners there, so it can't disappear, or it can't move up high so you 
can put something else there. Yes?  
 
>> We keep them on our lanyards too. 
 
>> Awesome. 
 
>> As visuals to show [INAUDIBLE] ... 
 
>> Good, good. Yeah, having them right there, immediately accessible, is really important. Yes? 
 
>> Do you post them in one area, or do you post them in multiple areas throughout the room? 
 



>> So, for your rules, I would post your rules in areas they might be in. So circle time rules we would put 
in the circle time. And we might review them and then post them to reference. Center rules you might 
have in multiple places because you probably have kids moving to five or six centers, right? And I would 
probably have a set that I could introduce as I transition to center time. And then I would have them in 
places in the classroom. But if you have them as mobile, that is really helpful. So you might have them in 
one place posted, and you have mobile rules that you can use. Sue?  
 
>> One thing that we find people get confused a lot, the expectations are too high ... 
 
>> Right, global values. 
 
>> And the rules fit within those expectations. And you need to talk about both. 
 
>> Right. 
 
>> And frequently, one or the other gets lost. 
 
>> Yeah, yeah. So yeah, I guess often I'll see the thing that gets lost is the expectation. And then we're 
just like, "What do we do in circle time?" Some of them I think are unimportant. Some of them are more 
important. You know what I mean? Yeah, so definitely you need both. And we always looks for when 
you do a redirect to go, "I would like to see you go back to the rule and expectation if the rule is 
relevant." We ask you to limit your rules. So you might not have a rule that fits. That's why our global 
expectation fit all settings, all people, staff included, family included. Now, expectations and rules. Are 
we doing this in EI? No. Would we help families do it? Yeah. Do we make every family do it 'cause it's a 
core element? No.  
 
>> So when you're saying EI, you're talking about early intervention [INAUDIBLE]. 
 
>> Yeah, yeah. 
 
>> [INAUDIBLE] 
 
>> If I'm going to visit ... 
 
>> [INAUDIBLE] 
 
>> No, if I'm going to visit a family of a 6-month-old, am I like, "Oh, this is core, we gotta figure out what 
our expectations and rules are"? You have a whole conversation about expectations that's called an 
IFSP. Yeah. 
 
>> [INAUDIBLE] like if you just talk about center-based versus home-based [INAUDIBLE]. 
 
>> All right. Great. Thank you. Thank you. Thank you for that. All right. And so then how do we teach this 
stuff? Yeah, you can teach it at circle time, and we can do roleplays and puppet play and read a book. 
And I would hope you do a lot of different ways that it wouldn't get as dead as, "Let's look at the 
calendar today," or, "Let's clap the days of the week," right? But that you would do it in different ways 
so that this stays alive for kids, and it's a language that we use, and kids are intrigued and wanna talk 
about it. And we're hoping that we can get kids to a place where they're reflective about our 



expectations and our rules. But we also wanna embed our instruction throughout the day because that's 
the most powerful way for teaching any of this kind of stuff. And so that's really important to this work. 
So this teacher is working on ... We help each other. I'm gonna just show you three little clips. There are 
a gazillion she did in this day, but I'll just show you three of them. So we help each other is the rule or 
the expectation? Expectation. It applies to everybody, it's broad, it applies to all settings. And so she's 
really focused on it and she does a nice, engaging little activity, really engaging, to kind of get it out 
there for kids.  
 
[VIDEO START] 
 
>> Ants always help each other. You know how we help each other in our classroom, and we share? 
Well, they share too. And they help each other. Right now, they're building their home. You know when 
you drop a piece of bread outside ... 
 
>> Yeah. 
 
>> And before you know it, it's all covered up with ants because they're eating it. And they take it back 
to where they live and their home so everybody can eat because they help each other. 
 
[VIDEO END] 
 
>> I love that with the ant farm. And they're like, "What? Look at that!" All right, so then she moves into 
a group during center time. 
 
[VIDEO START] 
 
>> Okay, Steven, can you help Malachi? And now Malachi, can you hold the bottle and let Steven hold 
the [INAUDIBLE]? Wow, you guys help each other. That is very good.  
 
[VIDEO END] 
 
>>Okay, so she created an opportunity, a little bit staged, but to make the point again. And then at the 
end of the day, guiding children to reflect. 
 
[VIDEO START] 
 
>> [INAUDIBLE] how did you help today? Steven, criss-cross, apple sauce. Thank you.  
 
>> I was stuck in the bench! 
 
>> You were stuck in the bench. And who helped pull you out of the bench?  
 
>> Aidan. 
 
>> Aidan helped pull you out of the bench. And what did you do to help somebody today? 
 
[VIDEO END] 
 



>> So a little bit of reflection. So if you do a lot of those opportunities, we have kids listening, reflecting, 
practicing and more likely to learn. Tickets and tokens, I think we're all on the same page, right? Anyone 
wanna talk about that? Anybody feeling pressured about that? Yes. 
 
>> That's the hard part that I have because everyone wants to give out tickets. 
 
>> Good. Right. Are you in a school?  
 
>> I work in childcare. 
 
>> Uh-huh, uh-huh. Yeah, yeah. Everybody wants to do tickets and tokens. And is that ... 
 
>> I'm in a school, and they're very focused on the cards ... 
 
>> And are they pressuring you to do the cards? Do you have a quota? Isn't that funny? Not to you. It's 
probably horrifying to you. But it's kind of ... 
 
>> Your next question is then ask me if I follow it. 
 
>> I know. I know. That's what I always hear from early educators who are in programs. Like, "I have my 
... They're right here!" They usually wear them on their lanyard, like, "I have 'em right here! I'm ready." 
Yes? 
 
>> I think ... And what we did in our program was look at the teapot. And so these are best practices. So 
we want children to hear what they're doing well.  
 
>> Absolutely.  
 
>> [INAUDIBLE] 
 
>> Absolutely. 
 
>> The way we kinda deal with that in our program is we have individual cups where each child is doing 
something. I'm telling you, it just brings tears to my eyes. In one of our classrooms, they do this when ... 
and all it is is a plastic drinking cup. It's a visual for the child. And I can see what a great job I'm doing 
every day. 
 
>> Uh-huh. 
 
>> And then, when somebody's cup is full ... 
 
>> Uh-huh. 
 
>> The teacher say, "And we have a bucket filler!" 
 
>> All right! Bucket filler! 
 
>> [INAUDIBLE] if that's what we're doing, that's not horrible. 



 
>> Yep. 
 
>> I'll take that every day of the week. 
 
>> Absolutely. And that is not horrible. 
 
>> [INAUDIBLE] so a way to connect. 
 
>> Absolutely. 
 
>> Those specific things we are doing to be [INAUDIBLE]. And then they'll have jars for the classroom. So 
the teacher today is looking for friends being safe. And then our center, once everybody's classroom jar 
is filled, puts it on the center bulletin board. We have the fire chief, the police chief come in and read to 
our kids as a reward. One of the things that was so fun for me as a supervisor who doesn't get to 
interact with the kids as much, is we decided one our incentives would be all the teachers were gonna 
be a character in Brown Bear, Brown Bear. [INAUDIBLE] And they were just ... It's just so rewarding. 
 
>> Absolutely. 
 
>> We all know the horror stories and the stories that break our heart. This is why I do what I do, what 
we do. But I'm saying just go back to ... If you are linking it to a teapot or specific grades where we use 
those individual buckets to connect specific, "what are you doings," to the expectation, it's just ... I find 
it so powerful. 
 
>> Right. Well, you should just get up here because that's my slide right here. No! I mean, absolutely. 
You completely nailed it. That's what we need to do. And so you can take this system that ... I know you 
need to then navigate that with your team, like, "How about if we do this?" You need to feel 
comfortable saying this, they're not gonna learn by getting the ticket, accumulating tickets and going 
and buy something. You know, you say, "Oh, you have 10 tickets! What are those for?" " I have 10! Look, 
I have 10!" "What did you do?" "I have 10 tickets. I can buy a ... It's like "Whatever," right? They don't 
get it. Yeah, so you need to feel comfortable. But there's a solution. And it is about that whole 
community. You're creating a community within your program and your classroom. You're linking to 
what the big kids are doing. It's similar. When you're in a school, those of you who are in elementary 
schools, you're a part of that school family, that school community. And so even if you say, "Don't like 
that, we're not doing that, we're doing it differently." But you still need to know how to do it when 
you're at the bus loading zone. And you need to know how to do it if you get cafeteria duty and when 
you're interacting with kids in the non-classroom settings. So I love that idea of a collective and then a 
collective celebration. Now does the celebration motivate children to do it every day? Maybe or maybe 
not. But I think by the time these kids are moving on to kindergarten, they're getting it, many of our kids 
are getting it. Yes? 
 
>> I think a lot of times, too, in those sites where they do that kind of collective thing, the tangible stuff 
is as much about the adults keeping track of ... 
 
>> Yes! 
 
>> [INAUDIBLE] as it is about kids. 



 
>> Absolutely, yeah. 
 
>> So it gives that token system for the grown-ups. It helps them know, "Yes, indeed ..." 
 
>> Absolutely. 
 
>> [INAUDIBLE] 
 
>> Right, right, right, right. And the positive descriptive feedback research is irrefutable. It's irrefutable. 
 
really important that that ... We have a high density of that in programs. Now I know in early childhood, 
people said, "Okay, all about rewards. What are you doing?" It's like, "That's not what we're talking 
about. We're talking about acknowledging children, giving them feedback." Performance feedback is 
core to everyone's learning, really core to children's learning. Plus, I would throw out there that you 
have kids who come to you who have had a real paucity of that in their other environments. And so if 
we take a position that we're unwilling to ramp it up, that gets a little scary for the support of those 
children. The worst example I saw of the tickets kind of deal was an early childhood person, she came to 
a focus group I ran, and she says, "Yeah, I have my tickets. They're right here. I have my paw-sitive 
tickets. And then I have my thorn in my paw." I was like, "What is a thorn in my paw?" Different state. 
Not your state. She's like, "I've never given one, but they're right here." Like holy cow, right? That's gone 
off the rails, right? So acknowledgements are more public, celebrations. I like to see acknowledgment 
systems that pull families in because it's all about family engagement. So how do we do it so families 
know what we're working on and they can be a part of it? And the more we can power up our work 
through family engagement, the bigger the impact we're gonna have in this really vulnerable time of 
development. So this was outside classrooms. And it serves multiple purposes. It's public 
acknowledgment. It guides the teachers to do it so they write the card and post it. It's outside of the 
classroom and then families collect it. So you've got family engagement, you've got public 
acknowledgment and you have a piece that reminds teachers about continuing to focus on the 
expectations. So I thought that was an easy, really clever way to do multiple things. So engagement and 
learning opportunities is big and critically important. And so we have home visiting friends with us here 
as well. I've kinda staged this around classrooms. But I think it's a real important factor in our home 
visiting work, is ensuring ... And you have double duty, right? You gotta get the family or caregiver you're 
coaching engaged. And sometimes that doesn't happen, or the engagement can be fleeting. And then 
you want them to help that child be engaged. And that's a dance. I think that's a dance of understanding 
that family, their routines and activities, what's highly valuable to them and helping them be able to do 
that, helping them to ensure kids are engaged. And I think, in your home visiting work, if you look at 
your work through the lens of, "How do I get family engaged and then be able to share practices with 
them that help that child engage in those learning opportunities," we found that that's a really 
wonderful path to the outcomes that we're trying to achieve and really thinking about that. So the 
outcome you're trying to achieve are two: family engagement with you, family engagement to learn and 
child engagement with their caregiver, with materials, within routines and natural learning 
opportunities. So the more kids are engaged, the more learning opportunities they experience, the 
better everything is for everybody, the quicker we achieve outcomes. So my friend, Phil Strain, we've 
been working on using DEC recommended practices to promote engagement in early learning 
environments as well as in home visiting. And one of the things we train the classroom practitioners on 
is thinking about how you could use routines to the third power to really heighten engagement in your 
classroom. I think it's a really great concept. At the core of the concept is this notion of teaching children 



executive functioning skills, which is every child, if you think about. Does every kid in my room at this 
moment in time, can they answer these four questions: What am I doing now? How will I know if I'm 
making progress? Are we moving through this thing? How will I know when am I finished and what 
comes next? And when kids can answer that, they can hang in with you. And so to do routines to the 
third power, we always do the daily schedule. That's what we think routines are, right, our daily 
schedule? That's our routine in the classroom. And so we wanna think about that, and you think about 
that, around how long should they be. You know the rules about balancing. You know about how you 
wanna make sure you're delivering learning opportunities in all of our domain areas that are really 
important to us. And so that's kinda developing our schedule. The second power is we take our 
schedule, and we take one thing out of our schedule, and then we have a sequence to it. And what Phil 
would tell you is do that sequence predictably. Now you could say, "Well, I don't like that. I wanna shake 
it up a little bit. I wanna bring novelty in." Keep the structure but bring the novelty in. If kids know the 
structure, they know, "If we've gone through whatever you're gonna do for social, next thing we're 
gonna choose centers, and I'm gonna go play." And that makes that squirrelly one be able to sit and be 
comfortable. It's coming up next. I know it's coming up next, you know? I'm hanging in. When they learn 
this, they can hang in, they can predict, "What am I doing now? Have we made progress? What's coming 
next and what's my role in that?" The third power is, when we get to calendar, we may have a sequence 
to that. And so many of you may have that. Same thing for centers. Same notion of routines to the third 
power. So we're doing center time, what happens in centers, how do you make a choice, you go and 
start, how do you know when you're done, how do you go to the next activity. Breaking it all down. 
Once we break it all down, we get kids more engaged in learning and these rooms that are really in the 
natural circumstance of 18 4-year-olds. How many kids do y'all have? Oh, 16. See, I'm in the northeast. 
Yeah, yeah. Twenty? Yeah. So our classrooms are more 18 to ... 18 is for kids with special learning needs 
and pre-K classrooms. Our Headstarts are 20. Our public pre-K are 18 to 20 with two adults. Yeah. It's 
pretty intense and pretty unnatural. So you have to be an engineer, right? You don't have to go back and 
grade papers, but you have to go back and think about, "How am I gonna structure the day tomorrow," 
and, "How am I gonna plan my environment?" So in the calendar, We might have a sequence to it so 
that we can move through so all kids can be engaged. I'll show you a video of a teacher doing a little 
opening song routine. And so the sequence is a routine to the third power. It's always similar when we 
do our song in the morning. And she's created some roles. Kids are pretty engaged. So she has figured 
out roles for the kids. The kids know the pattern and are able to follow it.  
 
[VIDEO START] 
 
>> Say, "Thank you," Chloe. 
 
>> A little social skills lesson embedded. 
 
>> [INAUDIBLE] 
 
>> So they're getting ants, and they're gonna do what's the song about with the ant. They don't always 
get ants. They could be getting monkeys. They could be getting some other object. 
 
[ Chatter ]  
 
>> He's a child with special needs. Well, now we know.  
 
>> Thank you, Chloe. 



 
>> Oh, that is so polite. I'm so proud of you. 
 
>> [INAUDIBLE] 
 
>> [INAUDIBLE] Thank you, Mr. Juggling Ant. 
 
>> Mr. Juggling Ant. 
 
>> [INAUDIBLE] 
 
[Lyrics] 
 
Oh, Mr. Ant, Ant 
 
Mr. Juggling Ant 
 
Please come out and play [INAUDIBLE] 
 
>> Sing louder! 
 
[Lyrics] 
 
Oh, Mr. Ant, Ant  
 
Mr. Juggling Ant 
 
[ Chatter ]  
 
Please come out so we can play with you 
 
Mr. Ant, Ant 
 
Mr. Juggling Ant 
 
Please come out and play with me 
 
>> [INAUDIBLE] 
 
>> Thank you, Connor. 
 
Thank you. 
 
>> Good job. 
 
[ Chatter ]  
 
>> Thank you, Connor. 



 
[ Chatter ]  
 
[VIDEO END] 
 
>> All right. So there was a child who passes things around. We always pass something. Do we always 
pass something out of the bucket? Not necessarily. We might pass different things. We might pass 
things by hand. But a kid is engaged. Now, could the teacher just have passed that out and it happen a 
little more quickly? Yeah. What would she have lost? She would have lost an opportunity for a child to 
move into a leadership role. That's always exchanged. She would've lost the ability to do the thank you, 
the social conventions that they're working on. In addition to that, they were learning their friends' 
names, which increase the likelihood that they're not going to [INAUDIBLE] if I know what your name is. 
And every child ... She was talking to children as this pass-out happened. It felt a little bit slow. But I 
would say to you what it felt like it was pretty calm, right, even with the disruptive child that an adult 
moved right into. And the reason it's calm is because there's a pattern, there's predictability. I know 
what I'm supposed to do and what's coming next and what my role is in that. So we wanna get there. 
We don't wanna be boring. We don't wanna be redundant and repetitive. We don't wanna stall in our 
instruction. We keep moving in a ... But we can offer structures so kids can hang in. And that's base of 
the pyramid and really important to the work we do. The other thing we saw in the video, and it wasn't 
real evident, but you saw the kid kinda blurred out and kinda get a little ... And an adult moved right in, 
and she stayed there and she helped him move his piece to the song. And so what we saw in that 
classroom is what Phil calls zone defense, which is the notion that we have zones. So if I'm doing circle 
time, my assistants are in the background helping all those kids look at me, engage with me and engage 
with the materials. And they would be around the perimeter moving in, supporting and moving out. 
Why do you move out? 'Cause you want kids to be independent as they do that, right? And so that's 
different. I go into a lot of classrooms, and I'll see instructional assistants sitting next to kids, kids kinda 
lounging on them, whatever. And it feels good, and it feels like a sense of a community. But it also can 
be a distractor from the focus of what we're doing here because what we're doing here is being here to 
learn and be engaged in learning. And so the notion that you're in the back moving in, helping kids, 
moving out can make that hum. So really think about it and reflect on how your circle time is set up with 
zone defense. We also use zone defense for our centers, right? So I have these two centers, and I'm 
doing zone defense there. My eye is on those kids. I can go and engage with these kids and play, and 
then I'll move over here. I'm not trying to scan everybody, which can get often on the crazy train, right? 
So a really great way to get everyone working in unison. The idea, here, of course, is what we're trying 
to do is ensure that kids are always engaged and adults are there to support their engagement and 
learning opportunities. What's great about zone defense, and what we would say to you, is have ... A 
different person can be the show of the circle time or reading time. And we allow for all adults to have a 
teaching role. So if I have a zone during center time, and I'm the instructional assistant, what I offer to 
children is as powerful as what Sue, who's a teacher, is offering to her zone of kids, and really helps kids, 
especially our kids with special learning needs, generalize across children. And it really drives up how 
much instructional opportunities can be offered. So I'll show you another little short video with a nice 
example of zone defense. This is an inclusive classroom. And the little girl you'll immediately see her 
supporting is a child with autism.  
 
[VIDEO START] 
 
>> Okay, okay. Time to choose a song. Could you read that louder, please? Good job! 
 



[Lyrics] 
 
Hammer one 
 
Hammer, Peter hammers with one 
 
Hammer all day long 
 
[INAUDIBLE] 
 
Hammers two, Hammers two 
 
Hammers, Peter hammers with two 
 
Hammers all day long 
 
Peter hammers with three 
 
Hammers three, hammers three 
 
Peter hammers with four 
 
Hammers four, hammers four 
 
Hammers, Peter hammers with four 
 
Hammers all day long 
 
Peter's very tired now 
 
Tired now, tired now 
 
Peter's very tired now 
 
All day long 
 
[VIDEO END] 
 
>> We have to keep the end in there because it's so sweet. So they moved in, they moved back, you saw 
the assistant standing in the back, ready to roll. Yes, very great ratios in there, in that specific ... you guys 
have leap classrooms here in Pennsylvania. That's a leap classroom of inclusion of kids with autism. The 
other thing that is a powerful, powerful strategy for child engagement is peer-mediated interventions. 
how many of you are doing peer-mediated work? Okay. Peer buddies? Okay. If you're not doing peer 
buddies, go do peer buddies tomorrow, okay? Get peer buddies rolling. You multiply the instructional 
power by all these other little kids in your classroom. And peer buddies isn't just to support children 
with special learning needs. In a peer buddies situation, we can support anyone who then has more 
social, emotional and engagement needs. And so in many classrooms, we have kids ... There's a 
designated time that you select a buddy and support that buddy in play. And so peer-mediated 



interventions or peer buddies help kids with social interaction. They help kids learn how to interact with 
peers. It's not about them playing with you. It is about them playing with their peers. So the peer buddy, 
what they're taught to be able to do is initiate an interaction, to help the child move into a play 
situation, to work with that child, to play with that child, little play organizer. And then, when we're 
done, we're done. So you could have designated peer buddies for a long period of time. Or you could 
say, "For the first 15 minutes of center time, we're gonna have peer buddy time. And then we're done, 
and you can go choose your other center if you wish, or you might take your buddy to another center. 
It's a great way to structure that social interaction.  
 
[VIDEO START] 
 
>> [INAUDIBLE] Look in the door. 
 
>> [INAUDIBLE] 
 
>> Who is it? Look at the picture. Who is that? 
 
>> [INAUDIBLE] who is that? 
 
>> Hannah. 
 
>> Hannah, come on up. 
 
>> It's Hannah. 
 
>> So you put Hannah's picture on, and Hannah puts Todd's picture on. [INAUDIBLE] play. [INAUDIBLE] 
Do you wanna play housekeeping? 
 
>> Yes. 
 
>> Okay. Read it together. 
 
>> I want to play housekeeping.  
 
>> Todd, read it. What? What? I don't hear you. What? [INAUDIBLE] Good job. Thank you. 
 
>> Here. Right up here. Up here, Todd. Up here. [INAUDIBLE] on his back. 
 
>> Maybe Todd can get the Band-Aids for you. Ask him for more.  
 
>> Can you get me a Band-Aid? 
 
>> Go get a Band-Aid! On the table, Todd. 
 
[VIDEO END] 
 
Isn't that great? Yeah, really lovely. I know there were too many good jobs in there. She probably knows 
there were too many good jobs in there. Yes? 



 
>> What age would you recommend that starting? 
 
>> Peer buddies? I would probably do it in my 2s up, my 2 1/2s up. I think then we're verging into brief 
parallel play with regard and exchanging materials. You kinda gotta be at that play level to begin to do 
that, don't you think? And then it's gonna be really brief, really brief. And so you might set up for ... so if 
we did it 2 1/2, for those little ones, I would set up the play 'cause that's gonna be hard. They're not 
gonna play, organize and interact. I'd set up the play, encourage them to go with a buddy and have it 
really brief and then be done. When we get into threes and fours, they can plan and do all kinds of stuff. 
And so we could get into more elaborate peer buddy situations. Do you have multiple aged classrooms 
or ... Pardon? 
 
>> Ours are three to five. 
 
>> Three to five. So in three to five classrooms, that's an awesome place to be able to do this. All right. 
So again, I'm at the bottom of the pyramid. I'm still at the bottom of the pyramid. And what I'm focused 
on is making sure all kids can be engaged and supporting kids to be engaged and supporting kids to learn 
what we would say is our core curriculum, which includes social emotional skills Yes? 
 
>> Can you talk a little bit about how to support a situation where there might be a child that is not 
predictable [INAUDIBLE] challenging behaviors and how to work through [INAUDIBLE]. 
 
>> Absolutely. Yeah. And so I don't know if you noticed Todd ... Did you notice on his hands, they're red? 
So Todd has special needs. Todd bites his hands when he gets really stressed out. Todd doesn't look like 
that kind of kid in this situation. So he's coping pretty well because people have worked very hard to do 
that. So for a child who ... If the child is still at the place where they're explosive and unpredictable, I 
would have an adult with the peer. So we would have more of a triadic strategy where I would be right 
there, kind of guiding the exchange and the support. I'd also do it really brief, and hopefully, going in, 
you have a read on the child's triggers and the child's ability to cope. I think it's really important. So we 
had a little guy, Tim. You've all seen him in the videos. He couldn't play with other kids when they 
touched the toys he was playing with. And so really teaching him about how to do that and that all kids 
can play with all toys was really important. So for him, a peer buddy situation would be an adult 
reminding him of what's gonna happen in this context, moving into the context, kind of priming him 
about what will happen and hanging in for a short amount of time and giving him descriptive feedback 
on his relative success in doing it. One of the ways peer buddies can be particularly important for those 
kids is those kids who are explosive and unpredictable begin to train up their peers to leave them alone, 
to leave them alone, to back off, to let them have all the toys, let them have whatever they want 
because if they're not exploding, I get to play, right? And so by doing the peer buddy, we're beginning to 
hopefully bridge through that a little bit. We can play with him. He can be okay. He might need more 
support. Now I have had kids that are so explosive that we needed to talk to the other children about 
the support of that child. We had a little girl who ... She would pull hair and grab toys. But the worst 
thing she did was spit on the children and stand over toys and slobber. It was intentional, like, "Let me 
make it nasty." And when we gave her corrective feedback, she'd try to spit ... And the teachers thought, 
and having it received it once, I thought, too ... Spit in your mouth, spit back at you. So it's kinda like, 
"Whoa!" So the kids were really not about playing with her. In general, children like to play with children 
who are like them and want to do the things they wanna do, right? And so for Gabby, we actually, when 
Gabby wasn't there, we did a little circle, and we talked about supporting Gabby to learn how to play 
with others. And so we said, "Gabby has a hard time playing with everybody doesn't she?" "Oh, yes." So 



they were all on it. And it was kinda like, "Finally, somebody's gonna talk about this! What the heck is 
going on?" You know, this kid's here and nobody's doing anything. So we talked about it and said, 
"Gabby has a really hard time knowing what to do with toys and knowing how to ask you to play. And so 
sometimes she does things like ..." And we listed her behaviors. We also help kids see that those 
behaviors had intention and what the function was. And we said one of the things we wanna do as a 
classroom is help Gabby learn better how to play with her friends. And so we kind pitched the plan them 
as children to hang in. Well, that was pretty big. And so when kids agreed to be her buddy, and they 
wore a little necklace, "I'm gonna be Gabby's buddy during this time. And we did our system a little 
differently. So we have four people designated. That way, she would encounter someone who had 
expressed a willingness to help her that day. And at any time you were done, you could relinquish the 
role. And so you could bring back your necklace, being a helper and relinquish it, which was important. 
We never ran out. Everyone didn't quit on her. But that was really important to her support. And there 
was something else I wanted to tell you about that system, but it just flew out of my brain. That's 4 
hours of sleep, sorry. Does that help? Do you have more questions about that? So I think that was really 
key for Gabby's intervention, especially. All right. So I haven't even gotten up to this next level of the 
pyramid. And we have some standards that you know about. My worry is people do the standards, and 
they don't do the individualization. And the individualization is really an art form. You have got to think 
very deeply about what's the missing skill this kid needs and how will we identify teaching and learning 
opportunities for that child. You might have to create some learning opportunities for that child. And 
you have to pick a systematic instructional procedure to use because when we do that, we know we can 
teach kids anything efficiently because that's what we wanna make sure that we do. And so that means 
you drive up the learning opportunities, you use a prompting technique that's errorless and are gonna 
ensure that the child learns, and you're gonna provide feedback, lots of opportunities to practice and 
feedback. In addition, if you can do this in partnership with families, we can transform children's 
developmental trajectory. So I think this tier is really overlooked and people are like, "All right. I do 
Tucker the Turtle, I do Peter the Problem Solving, I do the [INAUDIBLE]. I do it in a large group. I remind 
kids about it." Well, what do we do for Gabby, who I was just talking about, who's really tier three, but 
has that social emotional teaching support needs, or Todd? Todd needs a lot. Todd's not gonna ask 
someone to play. You saw Todd. He's having a hard time navigating, hearing, understanding and moving. 
And so we want to ... If we do it in partnership with families, we can do even more. And then we wanna 
make sure we're progress monitoring. So how many of you routinely progress monitor individualized 
instruction of social emotional skills? So I would say land on a system that's easy to use, that helps you 
know if instruction's making a difference. When we get into real convoluted progress monitoring 
systems, you're gonna dump 'em because managing a class of 16 to 20 children is too cumbersome to 
also take all this data on a bunch of kids, right? So we've landed on really simple systems that will let us 
know if we're making a difference for children. One of the ones we've been using most recently is just 
whether or not we're influencing that child's engagement in those learning opportunities using a system 
Robin McWilliam developed, called the Stair. It's great. You just circle a couple of things after a period of 
the day to see whether or not that child is changing in their engagement and learning opportunities. So 
you know the biggies that we need to teach. Friendship skills, feelings, anger, problem-solving. We saw 
how to teach lots of materials. I think this is my favorite place to get materials, headstartinclusion.org. If 
you haven't seen it, it's amazing, the best pictures for doing this kind of stuff, the best solution kits. And 
they have a gazillion pictures, not a gazillion, really, maybe 25, around emotion regulation. So not just 
Tucker, but many different ways so kids can have choices. They do that. But so this is what I'm talking 
about with skill instruction. Know what you're gonna teach. I'm gonna teach them to initiate a social 
interaction. How you're gonna teach it: drive up your learning opportunities and then track child 
progress. And this is the thing that's most often overlooked in our classrooms. So little Victoria is a good 



example of this. Have y'all seen that video? She's prompted to use the computer. Let's see if I wanna 
skip it or not. 
 
>> [INAUDIBLE] past slide doesn't use the same language, but that's really the same thing you had for 
the kids. What am I doing, do I know how to do it ... 
 
>> Oh, true. 
 
>> How do I know if I've done it and how do I know when I'm done. 
 
>> Wow! I hadn't thought about it that way. But you're completely right.  
 
>> I'm a social worker. We're all about parallel processes. 
 
>> Ah, now I get you even better. Yeah! Yeah, for sure. For sure. 
 
>> [INAUDIBLE] 
 
>> Would you like to say it to the ... oh, in here? 
 
>> This is the same as that ... 
 
>> Can you get it now, or you wanna ... or am I getting it? Okay. 
 
>> I need the microphone. Okay. And I'm standing in front of the slides. Sorry. It struck me that this is 
the same sequence that Lisa was talking about before, about, "What am I doing now? How do I know 
what I'm supposed to be doing?" I don't have all the steps exactly. "How do I know if I'm doing it 
correctly, and how will I know when I'm done?" So if the grown-ups can do that for themselves, it's 
easier to be able to teach it to the kids, too. 
 
>> Yep. And I'm not trying to create more paperwork for you. What I'm trying to do is highlight areas 
where we could focus in our work a little bit. We wouldn't be doing this for every child. This is our tier 
two. We can't plan a tier two and send the children off. Go to your tier two now, right? It's with us. It's in 
contexts that are meaningful. For those of you who are doing home visiting work, your tier two is with 
you designing what is exactly the social-emotional skill that'll be taught. And if you don't have ideas 
about that, there's some really great ... I really love SEAM as a curriculum for social-emotional targets in 
home visiting work, trying to figure out those targets for children as well as caregivers. But you've gotta 
figure out what's the target we're going for and then what's the way we can embed that in family 
routines and child interest activities. Still selecting a prompting procedure. Not a rigid one. I'm not 
talking about discreet child teaching. I'm not talking about a rigid ... I'm talking about a naturalisitc but 
systematic sequential, using behavioral science to ensure that learning can happen and then checking 
child progress. And I think families can check child progress if we make it user-friendly enough and 
appealing and easy for them to do. You can't see this, and I apologize for that, but the point here is 
actually for this child, Emmie, who's waiting for a turn. I've listed my learning opportunities. These are all 
the times of day I want her to do it. This is the date. And I've checked whether or not we delivered 
learning opportunities. So that structures me to think, "Across the day, when will we work with Emmie 
on this?" At the end of the day ... Now here's where we kind of completely depart from a strict 
behavioral approach because they would say, "Well, how do you know at the end of the day how many 



trials exactly did you deliver and what was the level of prompting you used every time?" But none of us 
can take those kind of data, not with the ratios you're talking about. So at the end of the day, we as a 
team talk about this, or the person who has the primary responsibility for her goals assesses what level 
of prompting was the mode we needed to use. And over time, we can begin to see a shift. So down here 
it says a four is independent, a three is with partial assistance, a two's full assistance, and a one is 
refusing. And so, over time, we could graph that. I could graph that, if I wanted to produce a graph and 
to see change happen. And that's a data collection system that, you know, maybe that took 30 seconds 
to do that or a minute, if we have a long discussion about what's the level of prompting. So our tertiary 
level, of course, is developing an individualized support plan. Is that just humming for you all? Are you 
all good with that? Does that kind of happen seamlessly? Excellent? Here's our place where we screw up 
on that. And this is a big worry of mine, because I started my work around individualized behavior 
support. The very first project I worked with, with Glenn Dunlap, who's my very good friend and mentor, 
was with toddlers with autism. And actually, we did a program here in Montgomery County. We did a 
project here in Montgomery County called ISP, the individualized support project for toddlers with 
autism. So that's my roots in all this behavior world. And so I wanna point out to you where we screw up 
on that. And where we screw up on that, no surprise, is teaching the replacement skills. So ... I have 15 
minutes? All right. So we have this little guy. I'm gonna show you what he does, all right? Lots of 
behaviors issues.  
 
[VIDEO START] 
 
[ Chatter ] 
 
>> He's poking his eyes. He's biting. 
 
[ Chatter ]  
 
[VIDEO END] 
 
>> Yeah, you're wondering, "What are the grown-ups doing?" Yeah. 
 
>> [INAUDIBLE] 
 
>> So they have us in as behavior consultants, and I'm kind thinking they're doing this. Like, "See? See? 
See? We can't have him here." Right? But he's a darling child. I mean, we have video of him being 
darling. But it's kind of like, "All right. All right. We're gonna resolve this." So what did we do? This is a 
community program navigated and like, "Please, please give this a shot. Give me a month. And let these 
people help us." And we came in pretty confident we could get him in a better place. No issues about 
that. So Cooper did all these things. His functions were he wanted peer, teacher attention that was 
clearly peer, teacher attention. Sometimes he wanted to get out of activities that he didn't understand. 
At that point, he was 2 and 2 months, I think. He was in EI. But this was kind of way back when the 
services were basically speech, language therapy, like no one's working on these issues with him. He'd 
often try to get out of activities. So I have a great video of him completely stripping in a circle time to 
see if he could get the teacher's attention, get out of the activity. And then, when things got really noisy, 
he would freak out. And they didn't know what to do with that. So when the level of noise went up, he 
just completely freaked out. So we did a plan, and we came up with a huge list of prevention strategies. 
Well, they came up with a huge list of prevention strategies. And those all should look pretty familiar to 
you. We added peer buddy because kids already were starting to avoid him. And, remarkably, kids were 



willing to do that, and did all these things. Let's make the activities more interesting so he can hang in. 
Let's offer choices so he can understand what he's gonna do. Let's do a lot of visuals because he has a 
language delay and he's not really connecting to the routine. And so prevention strategies soften the 
triggers. They make the activities work better. They make the world work better for a child. But what I 
often see happening is that people do that really well. And they don't do the other piece. So the idea of 
the prevention strategies is you bring down the behavior so you can bring up the instruction because 
the only way that kid's gonna get in a better place and the only way we're gonna get that kid off the 
developmental trajectory of challenging behavior is to teach him some new skills. And so that's really 
important. So he needed to know that you don't tackle a kid and bite their butt to get them to play with 
you. He needed to know how to initiate. He needed to know how to initiate and terminate physical 
affection. His mom was so alarmed that we were gonna say no, he can't hug/kiss. She was like, "You're 
not gonna tell me he can't hug!" I was like, "Oh, no, that's a fabulous thing that he's loving and he wants 
to hug, and one of strengths. But he needs to hug one, two, three, all done. Like, there's a termination 
here." He needed to know how to ask for a break or help. And needed to know what to do as kind of a 
self-monitoring and ability to, when it was overwhelming, what he could go do and be taught that 
alternative and how to access it. And then, of course, the teachers had a whole bunch of stuff they 
needed to do that we focused on with supporting him. And so you think about the responses as being 
your consequences and the preventions. But I wanna make sure that we're figuring out the teaching 
part of it. So when your preventions are in place, you should be moving in with a lot of instruction. So 
for him, what we ... I showed you what we were trying to teach him. I'll skip this for sake of time 
because I want to show you .... Here he is, hug, one, two, three, all done with his PBS plan. 
 
[VIDEO START] 
 
>> [INAUDIBLE] How about four? Is four here today?  
 
>> Yeah! 
 
>> [INAUDIBLE] blue t-shirt with blue ... 
 
[VIDEO END] 
 
>> All right. It went a little long, and you saw her push him away, like, "This is the drill, not tackling me." 
All right. So, things we taught him with good instruction and high-density ... teaching the teachers how 
to deliver good instruction and high-density opportunities, to be able to say, "I want to share. I need 
help. I want a break. I'm all done. I want a hug." We also focused on gestures, if he couldn't do words. 
Words weren't real accessible for him. He did have a language delay. And so he could either say it or he 
could gesture or point to it. We taught him how to initiate his social interactions. So we were there the 
very first day he did independently tap a friend on the shoulder to get their attention. And in the past, 
that would have been a tackle and a bite if he hadn't gotten the attention he wanted. So here he is on 
the very first day.  
 
[VIDEO START] 
 
>> [INAUDIBLE] 
 
[ Chatter ]  
 



>> I know. 
 
>> [INAUDIBLE] this table [INAUDIBLE] 
 
[VIDEO END] 
 
>> So we were so excited about that. 
 
>> Did you teach the other kids how to respond to him? 
 
>> Well, I think there was a little bit of language about what we were trying with him. That little girl was 
kinda like, "[INAUDIBLE]" so that would be definitely a critical component. Yes?  
 
>> I think what I see a lot is kids see this and then yell it. They may not know how to express, "Keep me 
safe," [INAUDIBLE] 
 
>> Right, right. 
 
>> Just working at Headstart for so long .... 
 
>> Uh-huh. 
 
>> We get so many kids that come in unidentified with ... So we become a really good observer ... 
 
>> Absolutely. 
 
>> Who's really strong? 
 
>> Yep. 
 
>> And maybe you have a child that has really strong social skills but doesn't have the language 
attached.  
 
>> Uh-huh. 
 
>> And they're the ones that are always in the area with the biter because they kind of ...  
 
>> Yeah. 
 
>> It just is amazing to me. So it's not horrible to say we're helping them ... 
 
>> Absolutely. No, it's kind of like saying what's just bubbling up invisibly in the room anyway, that 
someone needs more help. And actually, it's a really good thing to begin with our children, to have them 
know that we help each other and we're a classroom community, we can recognize that we each have 
vulnerabilities and that we can support each other as we strengthen our skills. We wouldn't say that to 
young children, but they're kind of waiting for someone to say something, like, "Who is this kid who, 
when he gets the blocks, is so horrible and bad? And what's going here?" From their lungs. So here's 
some data on him. So we were videoing. We tried to run a little multiple baseline. And I think we 



published this paper somewhere, thinking that [INAUDIBLE]. But because we were videoing, we could go 
back and analyze it. so we could go back and see, during his baseline period, was he using any of those 
skills we taught him? And then, once we put a plan in place, was he using them? And so the data, really 
cool, I think. So we looked at it by different activities. So in free play, we see his use of those strategies. 
Circle time, there's less opportunity for peer initiation and those kinds of things. There shouldn't be, but 
there was, and definitely less than free play. This kind of organized play where she put out play items for 
kids, center time, art and playground. So yay, we hit it with him. And that made a huge, huge difference 
for him. And then, because we had the video, we could look at the reduction of challenging behaviors. 
So you see this is frequency of aggressions. So over here, it's 24 aggressions averaged across multiple 
baseline sessions. That's the average number, and down to three. So really nice outcomes. Free play was 
kind of prime time for his aggressions, and centers, and reducing those. So we were really thrilled about 
that. So what's my message there? Focus on teaching replacement skills. Same kind of way, systematic 
instruction, increase the opportunities, teach when a child's not having challenging behavior. You teach 
it enough so it's accessible during the time that they're about to have a meltdown. Then the last piece I 
think we oughta really think about is how much are families engaged? For program-wide 
implementation, we want them to know what we're doing, why we're doing it and to understand it. So 
that's the universal level. And that's something I think everybody does pretty well. Newsletters, 
materials, your logo, stickers. But then, it's, "If I'm gonna teach social, emotional targets, how do 
families partner with me in doing that?" And then when we do a behavior support plan, how do we 
engage families to do that in partnership with us? And when we design a plan, are we talking about 
routines at home? Because many of the things that you see happening in classroom, there's a parallel at 
home. And the insights you have of that young child can be helpful to families in that home setting. And 
I think when we do that, we power up what we're doing in a really significant way. And so I would 
encourage you to do that. So these are the kinds of things I think programs do pretty well. This is like 
PBS weekly challenge for teaching a social skill at home. Link to their expectations. I love that. So picking 
up your toys. These aren't the social skills. One of them they have is about giving some compliments. 
Then they have washing your hands. So more of a self-help skill. A newsletter about the problem solving, 
happy grams about children meeting expectations. We had a program in Colorado want to do these 
backpack connections. I really like those. They make that parallel connection. There's 27 of them on 
challengingbehavior.org or something like that. One of our states translated them into Spanish and 
Chinese. That's not probably a big need area here. It was in San Francisco, where they did that work. So 
they are available in Spanish. And also, you never have to ask permission to print or to use anything on 
any of our websites. So those are kind of ready-made bridging. But I think it's gonna take more than that 
when we get to tier two and tier three. It's more than a piece of paper. It's about a partnership. So we 
have those other materials. I have one more video that's just so dear. Have you seen it? This one from ... 
Have you seen it? So a bunch of families who are all about their program did this for the open house 
orientation to new families about program-wide. So I'm gonna share it, and we can probably end there.  
 
[VIDEO START] 
 
[ Chatter ] 
 
>> [INAUDIBLE] 
 
>> And then after books, we do? 
 
>> [INAUDIBLE] 
 



>> And when we wake up? 
 
>> [INAUDIBLE] 
 
>> What's that one? 
 
[ Chatter ]  
 
>> I forgot, this is a little lengthy. If you need to leave, you can leave. Sorry. 
 
>> Here it is. See this, [INAUDIBLE] you just got hit on the head with a ball. [INAUDIBLE] so the next thing 
[INAUDIBLE] stop, I'm not gonna hit anybody right now, but I'm going to go inside my shell. [INAUDIBLE]. 
 
>> Not a good idea for moms. 
 
>> Cover up your face so you can't see. That's like a turtle going in their shell. 
 
[VIDEO END] 
 
>> I want you to see this last little sequence. Sorry, I forgot it kind of runs. So this little sequence is about 
the rules in families. They don't say expectations, but that's what they mean.  
 
[VIDEO START] 
 
[VIDEO END] 
 
Isn't that just amazing, that the families understood it to that level and were able to create that to share 
with other families? So sorry I went over and didn't talk about those pieces, but I had talked about it. I'm 
happy to hang back if anyone wants to chat a little bit more. So thank you so much for your attention. 


