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The Incredible Years, Inc.
1411 8th Avenue West
Seattle, WA 98119
USA

Contact Information:

E-mail: incredibleyears@incredibleyears.com
Phone: (206)-285-7565

Website: www.incredibleyears.com

Connect with us!

“Like” the Incredible Years on Facebook and “Follow” us 
on Twitter for updates, information & to connect with 
others using the programs! This is a great way to build 

community online and keep in touch.

You can also find us on YouTube for videos about �pro-
grams, parent/teacher testimonials, and more!

Our website is full of information! You can find resources, 
program information, pricing, research articles and more.

Finally, check out our blog for information, tips and news 
for parents, teachers, and group leaders!

Facebook: www.facebook.com/TheIncredibleYears
Twitter: https://twitter.com/IncredibleYrs

Instagram: https://www.instagram.com/theincredibleyears/
YouTube: www.youtube.com/user/TheIncredibleYears

Blog: http://incredibleyearsblog.wordpress.com/
Newsletter sign-up: www.incredibleyears.com/newsletter/

Website: www.incredibleyears.com
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Two hoursper weekfor two leaders

TheIncredible
Years® Incredible Years©

IY Implementation Pyramid:
Assuring Fidelity of Program Delivery

PersonnelLogistics Room/Space
for Group

Day Care • Food

Transportation
DVDS • Manuals

Video Equipment

(OneTime Cost)

Parent or Teacher
Books

Activity or Handout

Materials • Prizes

Selection of

Qualified Facilitators

Three-Day

Accredited Training
Preparation

Program
Delivery

Regular
Between Session

Calls/Visits

(Parent/Teacher)

Review Home
Activities,

Other Paperwork

Group Leader

Delivery of the Program

Co-leader

Video Review

Live Group

Consultation with

Mentor/TrainerTelephone
Consultation
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bi

lity

Mentor
Training

Assuring
Fidelity of
Program
Delivery

Coach Training

Mentor/Trainer
Feedback &
Supervision

Group Leader

Accreditation
Group Leader

Ongoing Learning

Ongoing
Agency
Program

EvaluationProgramFidelity Assurance

Parent/Teacher

Recruitment

• Parent & SmallGroup Dina program:Six hours per weekper two group leaders• Teacher program:Ten hours per workshop• Classroom Dina program:Two hours per lessonper teacher
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Teaching Pyramid

Use Selectively
• Loss of Privileges
• Timeout• Call Parent• Work Chore

Use Liberally

Teacher Skills and Strategies

Benefits for Child
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Expected Behavior

Warning of Consequences
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Classroom Structures

Coaching

Praise
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Getting Started with Learning the 
Incredible Years®  

Child Dinosaur School Programs
(small group treatment and classroom prevention versions)

After you have completed your Agency Readiness Questionnaire, determined that you are 
ready to adopt the Incredible Years Programs, and secured your funding, you can get started 
learning the programs. The following checklist will help group leaders/therapists know 
what to do to set up a self-study training regime for learning the program, either before  
accessing training or as a guide following training before you begin groups. 

• Agency administrators may contact IY to receive an administrator’s packet.

Step # 1: Schedule Training 
Workshops

Contact Incredible Years (IY) to plan your 
training needs. On-site workshops need to 
be planned 6-9 months in advance. Work-
shops in Seattle are offered 1 to 3 times 
per year, depending on demand. IY staff will 
help answer questions and tailor the type 
of training according to your needs and the 
program you have chosen to implement. 

  Step # 2: Obtain IY Materials 
and Start Self-directed 

Peer Group Study  

As soon as you have the materials you can 
set up your self-study program. You do not 
need to wait for a workshop to get started 
learning these programs. In fact, if you have 
prepared ahead of time and are familiar 
with the materials you will get more out of 
the training workshop.

On-going Self-Study Peer Group Study involves the following:

___ Set up weekly self-study meetings with co-leader and other staff who will be 
        involved in delivering the IY child program.

___ Review the leader manual introductory materials.
        For Classroom Dinosaur Leaders/Teachers –Overview Manual (Book 1 of the 5 
        Books).
        For Small Group Dinosaur Therapists -the Introductory sections of the Leader’s 
        Manual.   

7
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___  Read overview chapters
         Classroom Dinosaur Leaders/Teachers- Chapter on web site: 
         www.incredibleyears.com
         Webster-Stratton, C., & Reid, M. J. (2004). Strengthening social and emotional 
         competence in young children—The foundation for early school readiness and 
         success: Incredible Years Classroom Social Skills and 
         Problem-Solving Curriculum. Journal of Infants and Young Children, 17(2).

         Small Group Dinosaur Therapists- Chapter on web site:
         www.incredibleyears.com
         Webster-Stratton, C., & Reid, M. J. (2003). Treating conduct problems and 
         strengthening social emotional competence in young children (ages 4-8 years): The  
         Dina Dinosaur treatment program. Journal of Emotional and Behavioral Disorders,  
         11(3), 130-143.

___  View sample DVDs of actual child group sessions in  your self-study meeting. This 
         will give you an idea of how the group operates, the leader’s role and how the 
         vignettes or DVDs are used to stimulate discussion.

         For Classroom Dinosaur Group Leaders: View One Sample DVD of Classroom Lesson 
         If you are a preschool teacher view How to Implement Dina in Preschool (purple 
         label) DVD #1 or, for teachers of early school age children view How to Implement 
         Dina in Primary grades (orange label) DVD number one, part two.

         For Small Group Dinosaur Group Leaders: View Session One DVD of Opening 
         Session. 
         Note: Only view one of these DVDs at this point. These DVDs are purchased 
         separately from the curriculum and can be ordered through The Incredible Years.   

___  Start by following the manual of the first session/lesson (Unit 1) and reviewing 
         DVDs. If you are doing this in a group, take turns practicing leading the group 
         (others pretend to be children), showing the vignettes and asking questions. Practice 
         using the puppets to become comfortable with using them.

___  At each meeting select the next program section to study.
         Choosing a different person to be prepared to lead and present specified vignettes 
         each week can be helpful.

___  To prepare for each meeting, read the accompanying chapter in the book Incredible 
         Teachers: Nurturing Children’s Social, Emotional and Academic Competence.
         Eg., before reviewing Feelings Unit, read chapter 11 on Helping Students Learn to 
         Handle their Emotions in the book, or read chapter 12, Teaching Students to 
         Problem Solve, before the problem solving unit.

8
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___  At your self-study meetings practice being leader with others taking the role of 
         children to try out vignettes, questions and role plays. This will give you experience 
         and more comfort with the materials. 

Please note that steps 3 and 4 should be done simultaneously.

Step # 3: Start a Pilot Group
___  Begin a pilot child small group, or begin lessons in a classroom. 
___  Continue to meet in your peer review group to consult with each other about
         progress and to get feedback on your lessons/sessions.
___  Video your group session for self-study. Use the Collaborative Group Process 
         Checklist to reflect when you view your video. 

Step # 4: View Sample Lessons/Session DVDs 
___  After you have done some of your own sessions/lessons, viewing the DVDs of the 
         sample lessons/sessions will be helpful in giving you new ideas about strategies to 
         engage children, manage off-task behavior, or respond to behavior problems. 
___  Show your own session DVDs to your peers for review. 

Step #5: Attend Training
At some point during these steps you will attend your training. This may be delivered at 
your site or in Seattle. The more you understand the program ahead of training the more 
you will get out of it.

Step #6:  Obtain Consultation and Supervision
Once you have started doing groups and have done some self-evaluations of your
group DVDs or video footage using the Collaborative Group Process Checklist,  you may 
request consultation from an IY mentor or trainer on one of your DVDs of your group. 

Consultation Workshops given by authorized IY trainers or mentors may be requested by 
your agency or may be obtained in Seattle. 

Step #7:  Become Certified/Accredited. See certification 
information on web site.
PLEASE NOTE: We highly recommend that you have reviewed the Incredible Years Teacher 
Classroom Management Training Series prior to doing the Dinosaur Program and read the 
book, Incredible Teachers: Nurturing Children’s Social, Emotional and Academic 
Competence.

9
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Materials Needed: 
For Preschool Teachers:
• Preschool Curriculum including 5 teacher manuals, children’s books, DVDs (3) and

materials for delivering Level 1 (ages 3-4) and Level 2 (ages 5-6) Lessons*
• Set of How to Implement Dina & Sample Preschool Lesson DVDs (purple labels)**
        Strategies to Promote Problem-Solving and Anger Management, 
        Part one: Presenting and Practicing
        Strategies to Promote Problem-Solving and Anger Management, 
        Part two: Promoting
        Strategies to Promote Social Skills: “A typical day”
        Sample Year One Lessons: Problem Solving and Anger Management
• Emotional Regulation DVD**
For Primary Grade Teachers: 
• Primary Grade Curriculum including 5 teacher manuals, children’s books, DVDs (3) and

materials for Level 2 (ages 5—6) and Level 3 (ages 7-8) Lessons*
• Set of How to Implement Dina curriculum in Primary grades & Sample Classroom
        Lesson DVDs (orange labels)**	
        How to Implement Dina Classroom Curriculum in Primary Grades:
        Part one: Understanding and Detecting Feelings  &  
        Part two: Dina Dinosaur Teaches how to do your Best in School
        Part three: Detective Wally Teaches Problem Solving Steps
        Part four: Tiny Turtle Teaches Anger Management
        Part five:  Molly Manners Teaches how to be Friendly

       Sample Lesson Plan DVDs for Primary Grades:
       Sample Year one lessons: Problem Solving and Anger Management
       Sample Year two lessons: Problem Solving Part one
       Sample Year two lessons: Problem Solving Part two
       Sample Year two lessons:  Friendship
For Therapists:
• Therapists’ Manual, books, DVDs (3) and materials for doing small group treatment

program*
• Set of Sample Sessions of Small Group Therapy (7 DVDs)**

*Includes basic set of materials to deliver the programs. Puppets are sold separately, and
supplemental materials are available to enhance
implementation.  It is vital that you have puppets that represent children, to
model positive behaviors for the children.

** These “how to” videos show therapists and teachers actually delivering the programs in 
   classrooms or small treatment groups.  They are very helpful for self-study and learning 
   to implement the programs. 
*More information on www.incredibleyears.com

10
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Incredible Years® Classroom Dinosaur
3-day Workshop Overview

Day One
Welcome and Introductions
Overview of Dinosaur Program “Dina Tour”

Large Circle Time
Small Group Activities
Home Activities
Parent Involvement
Promotion Activities
Teacher Manual

Break
The Proactive Teacher

Classroom Structure - rules
Classroom Schedules
Getting and Holding Children’s Attention
Giving Clear Instructions
Giving Choices
Nonverbal Signals and Prompts
Physical Redirecting
Positive Attention

Lunch
Building Relationships with Students

Brainstorm strategies for developing relationships with challenging students
Small Group Break Outs/Individual Behavior Plans (1 plan/group)
Break
Peer Coaching and Child-Directed Play
Using Puppets and Puppet Practice (5-6/group)
Assignment
Evaluation

Day Two
The Importance of Teacher Attention, Encouragement and Praise 

Brainstorm Examples, Brainstorm Behaviors Praise 
Using Incentives to Motivate Students
Break
Small Group Break Outs/Behavior Plans
Apatosaurus Unit 1 & Iguanodon Unit 2 “Dinosaur School” 

Overview book and methods of teaching
Model Lessons
Small Group Activities

Lunch
Triceratops Unit 3

Model Lessons
Brainstrom Pass the Hat

11



      ©The Incredible Years®Workshop Handouts 

Feeling Activities
Methods of teaching

Small Group Break Outs to Practice Lesson 
Dialogic Reading

Demonstrate Dialogic Reading
Practice small groups with books without words

Evaluation
Day Three

Debriefing/Sharing
Managing Misbehavior
Small Group Break Out/Behavior Plans
Break
Stegosaurus Unit 4

Model Lessons
Problem Solving Activities
Using Wally Books to teach problem solving
Circle time problem solving
Problem Solving in the midst of conflict

T-Rex Unit 5
Model Lesson
Anger Activities

Allosaurus Unit 6
Promotion Activities (playground, lunch room, collaboration with parents)
Certification
Evaluation

12
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Puppet Practice in Small Groups

Introducing Puppet to Children 
• Have each person practice with the puppets introducing him/herself to others in the
group.
• Have puppet ask simple questions (e.g., what is your favorite color? How old are you?
Do you have pet? What is your favorite dinosaur? What do you like to play with?).
• Respond with simple facts (e.g., my name is Wally. I am five years old and I love to
play soccer).
• Take time to get used to the feel of the puppet and experiment with the puppet’s
voice and movements.

Try to See What Puppet is Feeling
• Take another turn with puppet and practice seeing if you can make the puppet ex-
press a variety of emotions.   For example, how could you make the puppet look sad,
lonely, happy, excited, nervous, scared, and frustrated?  Tips: try putting your hand in
the puppet’s hand-pocket to move his/her arm when you are talking.  Also, remember if
your own face is expressive, the puppet will seem even more expressive.

Responding to children who are afraid or aggressive with puppets
• Take another turn with the puppet and practice how to respond to a child who grabs
the puppet, says something mean, or who is afraid of the puppet.

Tips for aggressive child: If a child is aggressive to the puppet, have the puppet first 
tell the child, “That hurts my feelings. I don’t like it when you hit me (or tease me).” Try 
redirecting the child. “Could you shake my hand?” If the child continues to misbehave 
with the puppet, ignore and move on to the next child. Come later to the aggressive 
child and give another chance. 

Tips for shy or fearful child: Label the child’s feeling. For example, “it looks like you 
are feeling shy right now. I’ll wave to you from here. I’d like to be your friend when you 
are ready!” Or, “ you look scared.  I am a friendly dinosaur but I will wave from here. 
Let me know when you want to say hi or touch my scales.”

15



      ©The Incredible Years®

Small Group Practice–Rules Session
(Apatosaurus Unit)

• One person is group teacher/therapist and practices having Dina wake up and come
out of her bag (kids call Dina and then sing to her, Dina wake up, Dina wake up ….).

• Have Dina greet the children. Assign one person to pretend to be a shy child, another
to be a child who tries to poke Dina. Practice having Dina respond to these children.

• Dina asks the children to brainstorm the rules. Restate the rules positively: no hitting
becomes keep hands to self, use gentle touch etc.  Hold up cue card to demonstrate
the rule and have children model that behavior that would exhibit the rule.

Tip for therapeutic groups: Do this practice with two group leaders and 2nd leader 
is process person who gives praise and chips to children who are listening, raising a 
quiet hand, thinking of rules, being gentle with Dina, waiting for a turn etc. 

• Debrief and switch roles.

16



						         ©The Incredible Years®

Small Group Practice – Concentration 
Session (Iguanodon Unit)

• One person is teacher/therapist using the puppet Wally and the rest of the group will
be children (well behaved).

• The group leader explains what concentration means and Wally exclaims he can con-
centrate really well. Wally tries to do a math sheet connecting a number to the correct
number of dots. He does it quickly and impulsively and makes a lot of mistakes. Then a
child comes up and corrects his mistakes by modeling concentration. Review the “stop,
look, think, check” steps on cue cards as children practice showing Wally how to
concentrate.

Tip for therapeutic groups: Do this practice with two group leaders and 2nd leader 
is process person who gives praise and chips to children who are following directions, 
listening, ignoring, working hard etc. 

• Process and switch roles.
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Small Group Practice – Raggedy and Tense 
Wally Tin Man Session (Triceratops Unit)

• One person is teacher/therapist using the puppet Wally and the rest of the group will
be children (well behaved).  The teacher tells about Wally being on the playground
where he was playing with some other children who got in to a fight over the ball.
The teacher compliments Wally for not getting into a fight.  She asks him how he
stayed so calm when the other children were angry.

• Wally shares his secret to stay calm (relaxed) … “When I feel my body getting tense
and my muscles tight, I take quiet deep breaths all the way down to my toes … and
say, “I can calm down”.

• Ask the children to practice with Wally. Then have them stand up and play the
Raggedy Wally/Tin Man game. First pretend to be Raggedy Wally and have their bodies
feel floppy and relaxed. Then practice what it feels like to be a Tense Tin Man. Try walk-
ing as a Tin Man with stiff legs. Switch back to Raggedy Wally by taking 3 deep breaths
to calm down. The teacher checks to see if the children’s arms and bodies are really rag-
gedy and relaxed.

Tip for therapeutic groups: Do this practice with two group leaders and 2nd leader 
is process person who gives praise and chips to children who are following directions, 
listening, ignoring, working hard etc. 

• Process and change roles and try again!
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Small Group Practice – Feeling Wheel 
Activity (Triceratops Unit)

• One person is teacher/therapist and have the children take turns spinning the feeling
wheel.  As each child spins the wheel, help him/her practice different ways to review
the feeling content.  For example, ask the child tell a time she felt sad, show the face
he would have if angry, think about a time she felt happy or loved, and show what an
excited body would look like.

• Group leader praises children for waiting their turn, listening to their friends and
saying friendly things to each other.

• Pick one child who is mildly off-task (wiggly, calling out for a turn, whining a bit). The
teacher ignores this minor off-task behavior and uses proximal praise to reinforce the
desired behavior.  As soon as the off-task child is on-task again, the teacher praises him/
her immediately and tries to involve him in the game.

• Process and switch roles.
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Small Group Practice–Time Out Session 
 (Apatosaurus Unit)

• One person is teacher/therapist without the puppet and the other person has Wally.

• Explain that if a child breaks the rule of “keeping hands to self” and hits or hurts an-
other child s/he will go to Time Out to calm down. Then ask Wally if he will show the
children how to go to Time Out so that they will know how to calm down in Time Out.
Let the children and Wally know that this is just “pretend”.

• Start the role-play by saying, “Wally you broke the rule and hit, you need to go to
Time Out.” Wally quietly goes to Time Out.

• While Wally is in Time Out he takes deep breaths and says to himself, “I can do it, I
can calm down.” Have the children listen to what he says and repeat the words them-
selves.

• Let the children know that when someone is in Time Out, their job is to give that
child privacy to calm down.  Tell them the word for this is to “ignore”.  This means they
should look at the teacher, just like they are doing right now! Praise them for ignoring.

• Tell Wally he can come back from Time Out. When he returns, he looks sad. Have a
child ask what is wrong.  Wally says he feels ashamed because he got into trouble, and
is worried the kids won’t like him anymore.  Wally asks the kids, “Are you still my friends
even though I got into trouble?”

Have the children practice going to Time Out, just like Wally.

Anger Thermometer ©The Incredible Years, Inc.®
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Small Group Practice – Anger Session
(Tyrannosaurus Rex Unit)

• One person is teacher/therapist with the turtle puppet and one person is 2nd
therapist/teacher and children are well behaved.

• Tiny Turtle asks the children if they know his secrets. 2nd teacher asks him to share his
secrets.  He tells them the story of how he stays calm and the 2nd teacher shows the
anger cue cards.

• Group leader may refer to the anger thermometer as well during this discussion.

• All the children practice taking deep breaths, saying, “I can do it, I can calm down”
and going into their shells.

• Practice game with cue cards mixing them up and taking one away and getting the
children to guess which one is missing.

• Explain small group activity.
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Small Group Practice – Problem Solving 
Session (Stegosaurus Unit)

• One person is teacher/therapist with Wally. Wally presents his problem to the
children. He is very frustrated because he has tried to build a fort with two sticks and it
kept falling down.  The children are prompted to recognize and name his feelings.

• The group leader asks the children how they can help Wally to calm down and they
practice deep breathing.

• As Wally feels better he asks the children to help him solve the problem of how to
build his fort. The children come up with ideas, which are labeled as “solutions”. For
example, getting more sticks, taping them together, stapling, using string, or duct
tape, getting a blanket etc. The group leader has some of these things and the children
try out their solutions to see if they work.

• Group leader reviews the steps to problem solving with the first three problem
solving cue cards.

• Group leader explains the small group activity (marshmallow forts).

Pay Attention to Your Feelings
How do you feel when you have a problem?
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Dinosaur School Lesson Plan

Date: Lesson #: Topic:
Vignettes: (ready, set, action)

Planning: (select books & materials to prepare)

Transition & Movement (songs, i.e., “Hello Friends”)

Puppets: (Wally, Molly, Dina, or others)

Review Prior Lesson:

Lesson: (plan guided practice of new skill)

Small Group Activity:

Promotion Plans:

Homework & Parent Communication:

Special Notes & Goals Targeted for Individual Children:
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Step #1: Identify Negative Classroom Behavior (choose 1 or 2 to start)

Step #2: Ask Why is the Misbehavior Occuring? (Functional Assessment):
Formulate a hypothesis about why the child is misbehaving. The following checklist will 
help you to understand the child by thinking about why the child may be behaving in a 
particular fashion:

Understanding the Misbehavior Yes

• Child uses the misbehavior in order to get attention.

• Child is venting frustration with the misbehavior.

• Child does not have the developmental ability to do other
behaviors.

• Child uses the misbehavior to avoid stress or some
unpleasant task.

• Child finds the behavior fun in and of itself.

• Child is unaware of doing the behavior.

• Child uses the behavior to obtain power over others.

• Child uses the behavior to gain revenge.

• Child has not been taught other more appropriate
prosocial behaviors.

• Child’s home environment or past history has not taught the
child predictability or the trustworthiness of adults.

• Child’s community endorses the behavior.

• Child’s behavior reflects child’s feelings of inadequacy.

Step #3: Target Desired Positive Opposite Behaviors

Step #4: Select Proactive Strategies—Keep Records of Progress!

Step #5: Coaching Praise and Specific Reinforcers

Step #6: Proactive Discipline Plan

Developing an Individual Behavior Plan
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This plan is to be created by teachers, therapists or counsellors working directly with a student 
or parents, and parents in collaboration with each other. This plan should be expanded over the 
year and then used to develop a transition plan for next year’s teachers. Please be as specific as 
possible with examples. 

I. Preventive Strategies

The following preventive strategies are particularly effective with this student:

For example: seating child near teacher with back to classroom when doing seat work; picture 
sequence chart on desk that outlines class schedule to help with transitions; allow for oppor-
tunities to move around; nonverbal cues and signals. 

II. Encouragement of Appropriate Behaviors

Targeted Positive Behaviors to Increase. The following positive behaviors have been targeted
for additional support and reinforcement:

For example: hands to own body; concentrating on work; quiet hand up; following teacher’s
directions; sharing ideas with group; listening to others quietly; reading practice.

Sample Behavior Plan Template
for____________________________________________________________

Developed by: __________________________________________________

Date:__________________________________________________________
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Effective Motivators and Incentives. The following teaching strategies are effective in moti-
vating this student and increasing his/her prosocial behaviors and academic success: 

For example: frequent verbal praise which clearly describes the positive behaviors he/she has 
accomplished; praising nearby children when he/she is off task; behavior sticker chart which 
targets positive behaviors which child can earn stickers or coupons for–these are turned in for 
prizes whenever he/she earns 25; “happy gram” coupons are given for special accomplishments; 
child likes to earn extra time on computer or chance to be teacher aid–teacher attention is a 
particularly powerful motivator; child also likes to be a leader of class activities and will work 
for this privilege. 

III. Decreasing Inappropriate Behaviors

Targeted Negative Behaviors to Decrease. The following behaviors have already been suc-
cessfully eliminated:

The following behaviors are receiving some planned consequences in order to decrease their 
occurrence: 

For example: interruptions during class; disengagement in class particularly during large group 
activities; noncompliance to teacher instructions. 

40



						         ©The Incredible Years®

Effective Strategies for Handling Misbehavior. The following teaching management strate-
gies are helpful with this student: 

For example: clear nonverbal cues and reminders were helpful in redirecting him/her back on 
task for non disruptive behaviors indicating disengagement; warning of consequences often 
prevented misbehavior from escalating; warning of Time Out for disruptive behaviors such 
as refusing to follow directions often stopped misbehavior; Time Out given for hitting imme-
diately; Time Out consisted of chair in corner of room for 5 minutes; if he/she couldn’t sit in 
chair, office was called and he/she went to classroom next door for 5-minute Time Out; loss 
of computer privileges if he/she had 2 or more Time Outs in one day. 

IV. Parent and Teacher Insights about the Student’s Temperament & Interests–Tips
for Connecting

For example: Interests–collecting baseball cards, ballet, etc. Temperament–likes hugs, squirms
a lot and avoids eye contact but absorbs information readily, anxious about new events and
sharing self, hates writing but computer helps; Family–has pet dog Ruffie, adjusting to divorce.
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V. Plan for Collaborating with Parents:

The parents would like to be involved in supporting their child’s success in school and agreed
that the following approaches would be mutually supportive:

For example: behavior sticker chart of positive behaviors sent home each day–child will trade
these in for additional incentives from parents; parents will be supportive, positive and hopeful
with their child–they will focus on his successes; discipline plan was agreed to by parents and
they will avoid punishing bad days at school–as discipline would be administered at the time
of misbehavior by teacher at school; telephone calls will be made to mother to tell her of posi-
tive behaviors; mother would like to participate in field trips or reading sessions in classroom;
mother can help with transitions if this is a problem; parents suggested incentives which they
have found motivating for their child; teachers and parents will try to communicate weekly
by note, voice mail or e-mail.

Plan discussed and agreed upon (date):______________________________________ 

Plan to be re-evaluated (date): _____________________________________________	
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This behavior intervention plan has been created to support the goals and objectives in the IEP dated 
____________________, and should be considered an addendum to the IEP.

I. Preventative Strategies/Modifications

In order to provide a program most conducive to success for Timmy, the following strategies and modifica-
tions are recommended for his program:

• Arrange for someone to meet him at the bus and escort him through the building to his classroom, so
that he can enter the classroom more calmly.

• Create and consistently use a “Quiet Working Place” for Timmy to use when he is overstimulated, dis-
tracted, or needs time “alone,” or when he has a task he needs to focus carefully upon.

• Planned seating with back to most of the activity in the room when doing seat work.  Seating near adult
at circle time.

• Modify activities/expectations (e.g., time on task, # of activities, criteria for completion, etc.) to reflect
his needs and capabilities, providing for success and challenge.  Team (OT/PT, Resource, Parents, etc.)
input regarding these expectations is recommended.

• Use a picture sequence card/chart (large for class, small for himself) that outlines his daily schedule, to
help him anticipate large transitions.  Announcing upcoming transitions and counting down to them
is also helpful.

• In lines give him a task or job (carry something, “give yourself a hug”), as well as place him in close
proximity to the escorting adult.

II. Encouragement of Appropriate Behaviors (level 1)

Level 1 Interventions are most effective when child is fairly calm and still responsive to verbal redirection.  
These interventions often serve to prevent further escalation.

Intervention Example

1. Frequent verbal cueing to help student “I play with kids who share.”  “I spend 
understand positive expectations time with students who are working.”

2. Give ample preparation for upcoming “Time to clean up in 5 mins…, 2 mins…”
transitions and any changes in plans or
routine.  Timmy needs to know the routine
each day.  He likes to be reminded about
what is happening next.  Giving him helper
roles assists in transitions.

3. Praise other nearby children who are “________ and ________ are cleaning 
displaying appropriate behavior. quickly.  Good job, you will be ready for  snack.”

Sample Behavior Intervention Plan for Child With 

Attention Deficit Disorder and Conduct Problems

for____________________________________________________________

Developed by: __________________________________________________

Date:__________________________________________________________
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4. Frequent descriptive praise of appropriate “You’re sitting quietly.  Good job!”  He 
behavior.  “Catch him being good,” responds positively to attention and material 
especially when he is not drawn into reinforcers, such as stickers.
others’ inappropriate behaviors.

5. Use of proximity and attention whenever	 “I see you working hard on your
possible and reasonable to reinforce	 __________.  When you are finished
appropriate behavior.	 you can put a star on your chart!”

6. Redirecting student towards positive “Timmy, what do we do next on your 
expectation. project?”

III. Decreasing Inappropriate Behaviors

A. Limit Setting (level 2)
To be utilized when Timmy is having trouble complying and the previous interventions are not 
being effective.  The use of a firm voice tone and eye contact, coupled with time for him to comply 
will make these techniques the most effective.

Intervention Example
1. Clear nonverbal cueing to assist in Hand signal, facial expression and/or eye 

conjunction with short, simple verbal contact. Use for positives as often as 			
phrases, in close proximity.	 possible. “We are quietly putting blocks away.”

2. Directives are given in the form of a choice	 “You can sit near me and listen to the story
(promotes child’s need for autonomy),	 quietly and put a star on your chart or you
using a firm, but gentle voice.	 can take a quiet minute and try again in a few
(Precision Requests are helpful here.)	 minutes.”  Counting is also sometimes 

effective.  “You have until 4 to make a choice.”

3. Clear limits are set by clarifying positive “Timmy, sit with us quietly or take a quiet
and negative consequences, in firm voice.	 minute.  Show me what you are going to do.”
(Give space and time to comply.)	

B. Time Out (level 3)
The child has become very escalated, and is very angry and disruptive to classroom work.  Tends 
to display more noncompliant, aggressive, and loud voice tone.  At this time, the child is unable 
to respond effectively to redirection and choices.  It may be necessary to send the child to Time 
Out to assist him in regaining control of his feelings and behaviors.

Intervention Example
1. Clear limits are set regarding when Time “You need to calm down and quiet down or

Out will be used.  Avoid giving too you will need to take a Time Out.  Can you
much attention when he is angry. take a quiet minute now or do you need to
(Give him a minute to comply.) go to Time Out?”  “That’s great, you will

earn extra stars for that.”

2. A clear warning is given to comply or he “That is your second warning.  You have
will need to take a Time Out.  Give made the choice to go to Time Out now 
clear but concise + and - choices. for 5 minutes.”
(Give him a minute to comply.)

Redirect attention of class and reinforce other  children for appropriate behaviors during this time.
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3. If Timmy is unable or unwilling to take Staff will be neutral and give minimal
a 5-minute Time Out in the class, the attention to Timmy.  He can return to class
teacher will call the office and ask for after 5 minutes of calm and quiet sitting.  
assistance in taking him to the next class He will be welcomed back to class.
to do his Time Out there.  An “on call”
team has been set up to help a teacher
in need.

4. Once Timmy returns to the classroom, “I can see that you are calm now.  Let’s try
we consider it a “clean slate” and do again.  I know you can do it!  What do you
not rub his nose in his mistake. need to do now to earn a star?”  “Good for

you.  You are really learning to help others
and control yourself.”

Child will return to class and resume activities as long as he is in control and responsive to adult 
redirection.

IV. Plan for Involving Parents

1. Parents will be called to report any successes he has in managing his behavior.

2. Star charts and/or notes will be sent home to parents which tell them which positive behaviors
received stars.  They will reward him for obtaining a certain number of stars each day.  For example,
4 stars = extra reading time with Mom; 8 stars = friend over after school; 8 stars = small prize; etc.

3. If Timmy has a bad day, teacher will call him in the evening to reassure him that things will go
better the next day.

4. Parents will be encouraged to support Timmy’s successes and to avoid focusing on and talking
about  his mistakes (Time Outs) at school.  Misbehavior at school will be handled at school and it
will not be necessary for parents to enforce additional punishment.

5. Meetings with parents will be set up to foster positive collaboration and a consistent plan from
home to school.

6. Parents will be invited to participate in planning incentives, participating in field trips, and so forth.
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Academic Skills

	���� 	colors

	���� 	number counting

	���� 	shapes

Facilitating Children’s Academic Learning:
Teachers as “Academic Coaches”

“Descriptive commenting” is a powerful way to strengthen children’s social 
skills, emotional literacy, and academic skills. The following is a list of aca-
demic concepts and behaviors that can be commented upon when playing 
with a child. Use this checklist to practice describing academic concepts.

Examples

	���� 	sizes (long, short, tall, 
smaller than, bigger 
than, etc.)

	���� 	positions (up, down, 
beside, next to, on 
top, behind, etc.)

	���� 	working hard

	���� 	concentrating, 
focusing

	���� 	persistence, patience

•
• “There are one, two, three dinosaurs in a row.”

• “Now the square Lego is stuck to the round
	 Lego.”

• “That train is longer than the track.”

• “You are putting the tiny bolt in the right
circle.”

• “The blue block is next to the yellow square,
and the purple triangle is on top of the long
red rectangle.” 

• “You are working so hard on that puzzle and
thinking about where that piece will go.”

• “You are so patient and just keep trying all
different ways to make that piece fit

	 together.”

•	“You followed directions exactly like I asked
you. You really listened.”

• “You are thinking hard about how to solve
the problem and coming up with a great
solution to make a ship.” 

• “You have figured that out all by yourself.”

“You have the red car and the yellow truck.”

	���� 	 following parent’s 
directions

	���� 	problem solving
	���� 	 trying again
	���� 	reading
	���� 	 thinking skills
	���� 	 listening
	���� 	working hard/ 

best work
	���� 	 independence
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Examples

Facilitating Children’s Emotion Learning:
Teachers as “Emotion Coaches”

Describing children’s feelings is a powerful way to strengthen a child’s emotional 
literacy. Once children have emotion language, they will be able to better regu-
late their own emotions because they can tell you how they feel. The following 
is a list of emotions that can be commented upon when playing with a child. 
Use this checklist to practice describing a child’s emotions.

 Modeling Feeling Talk and Sharing Feelings 
• “I am proud of you for solving that problem.”

• “I am really having fun playing with you.”

• “I was nervous it would fall down, but you were careful and patient, and your plan
worked.”

• “That is frustrating, and you are staying calm and
trying to do that again.”

• “You look proud of that drawing.”

• “You seem confident when reading that story.”

• “You are so patient. Even though it fell down
twice, you just keep trying to see how you can
make it taller. You must feel pleased with yourself
for being so patient.”

• “You look like you are having fun playing with your
friend, and he looks like he enjoys doing this with
you.”

• “You are so curious. You are trying out every way
you think that can go together.”

• “You are forgiving of your friend because you know
it was a mistake.”

Feelings/Emotional 
Literacy

	���� 	happy
	���� 	 frustrated
	���� 	calm
	���� 	proud
	���� 	excited
	���� 	pleased
	���� 	sad
	���� 	helpful
	���� 	worried 
	���� 	confident
	���� 	patient
	���� 	having fun
	���� 	 jealous
	���� 	 forgiving
	���� 	caring
	���� 	curious
	���� 	angry
	���� 	mad
	���� 	 interested
	���� 	embarrassed
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Facilitating Children’s Social Learning:
Teachers as “Social Skills Coaches”
Describing and prompting children’s friendly behaviors is a powerful way to 
strengthen children’s social skills. Social skills are the first steps to making lasting 
friendships. The following is a list of social skills that you can comment on when 
playing with a child or when a child is playing with a friend. Use this checklist to 
practice your social skills coaching. 

Prompting 
• “Look at what your friend has made. Do you think you can give him a

compliment?” (praise child if s/he tries to give a compliment)
• “You did that by accident. Do you think you can say you are sorry to your friend?”

Modeling Friendly Behavior
• Teachers can model waiting, taking turns, helping, and complimenting, which also teach

children these social skills.

	���� 	 listening to what a 
friend says

	���� 	 taking turns
	���� 	asking
	���� 	 trading
	���� 	waiting

	���� 	agreeing with a friend’s 
suggestion

	���� 	making a suggestion
	���� 	giving a compliment
	���� 	using soft, gentle touch
	���� 	asking permission to use 

something a friend has
	���� 	problem solving
	���� 	cooperating
	���� 	being generous
	���� 	 including others
	���� 	apologizing

Examples

• “That’s so friendly. You are sharing your blocks
with your friend and waiting your turn.”

• “You are both working together and helping
each other like a team.”

• “You listened to your friend’s request and
followed his suggestion. That is very friendly.”

• “You waited and asked first if you could use
that. Your friend listened to you and shared.

• “You are taking turns. That’s what good friends
do for each other.”

• “You made a friendly suggestion and your friend
is doing what you suggested. That is so friendly.”

• “You are helping your friend build his tower.

• “You are being cooperative by sharing.”

• “You both solved the problem of how to put those
blocks together. That was a great
solution.”

Social/Friendship Skills

	���� 	helping
	���� 	sharing
	���� 	 teamwork
	���� 	using a friendly voice 

(quiet, polite)
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Coaching Children in Cooperative Play With Peers

Join children and their friends when they are playing and “coach” them in good 
play skills by noticing and commenting on their cooperative efforts. For example:

Making Suggestions: “Wow, that was a helpful suggestion to your 
friend.”

Expressing Positive Feelings: “That’s a friendly way to show how you 
are feeling.”

Waiting: “Super! You waited your turn and let him go first, even when 
you wanted to be first.”

Asking Permission: “That’s very friendly to ask him if he wants to do 
that first.”

Complimenting: “What a friendly compliment. I can see she feels good 
about that.”

Taking Turns: “You let her take a turn—how very helpful.”

Sharing: “You are both doing it together. I can see you are team players.”

Agreement: “You agreed with her suggestion—what a friendly thing to 
do.”

Using Soft Touch: “You are using gentle and soft touch with him. That is 
friendly.

Asking for Help: “Wow! You asked him to help you—that is what good 
friends do for each other.”

Caring: “I can see you really care about her ideas and point of view. 
You’re a thoughtful person.”

Problem-Solving: “You both worked out that problem in a calm way. It 
looks like it feels good for both of you.”

Being Polite: “You were so polite in the way you asked her to wait—that’s 
very friendly.”
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has made an AWESOME IMPROVEMENT
in our classroom because

Attention:

I’m very proud to announce that
Parent’s Name

Student’s Name

Signed Date

Super Star Award

because

presented to

Signed Date
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has made an AWESOME IMPROVEMENT
in our classroom because
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Responding to Child Dysregulation 
and Teaching Self-Regulation

Carolyn Webster-Stratton, Ph.D.

My student is upset, angry, defiant & beginning to dysregulate

©

®

Teacher Self-Talk

“This child is upset because… and needs my help to self-regulate and problem solve.” 

“I can stay calm. This will help all my students to stay calm.” 

“I can ignore this behavior as long as he is not hurting someone or interfering with others’ learning.”

“I can be supportive without giving too much attention to this disruptive behavior.”  

“If my student is responsive and cooperative to my emotional coaching, then it’s a good time to 
continue coaching..  If my coaching attention makes her angrier, then she needs space and privacy 
to calm down. 

Teacher Response

•	 Model deep breathing, patience and being sympathetic to student.

•	 Help student use calm down thermometer and take deep breaths.

•	 Redirect student to another activity.

•	 Ignore student’s dysregulated behavior as long as behavior is not unsafe.

•	 Label student’s emotion and coping strategy: “You look angry, but you are trying hard to stay 
calm with breathing and remembering your happy place.”

•	 Stay nearby and be supportive. 

•	 Give attention and coaching to behaviors and thoughts  that encourage the student’s coping and 
emotion regulation.
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Responding to Child Dysregulation and Teaching Self-Regulation

Slow Down  

When students are angry and dysregulated, teachers may also feel angry, frustrated,  and out-of-
control and may respond by yelling, scolding, or criticizing. At these times, Time Out can provide 
time and space for the teacher, as well as the child, to self-regulate.  Here are some tips for teacher 
self-regulation:

•	 STOP and challenge negative thoughts and use positive self-talk such as: “All children misbehave 
at times. My student is testing the limits of his independence to learn that our classroom rules are 
predictable, consistent and safe. This is normal for children this age and not the end of the world.” 

•	 Do some deep breathing and repeat a calming word: “relax,” “be patient,” “take it easy.”  

•	 Think of relaxing imagery or of fun times you have had with the student.

•	 Take a brief break by drinking some water, feeding the fish, or talking to another teacher or 
child. Make sure your student is safe and monitored. 

•	 Focus on coping thoughts such as: “I can help my student best by staying in control.”

•	 Forgive yourself and be sure you are building in some “personal time” for relaxation and refueling. 

•	 Ask for support from someone else. 

•	 Reconnect with your student as soon as you are both calm.

Like your student, you can get yourself into a “green” calm state and try again. 

Think “Stop”

Take 3 deep 
breaths

Stay cool

©

®
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My student continues to dysregulate and becomes aggressive

Teacher Self-talk

“My student is out of control and too dysregulated to benefit from prompts to calm down or to 
discuss solutions to problems.”

“I need to give my student time away from attention to calm down so he doesn’t hurt someone.” 

“I have taught my student how to use the Time Out or Tiny Turtle chair to calm down so I can do 
that now. ” 

“Time Out is a safe and respectful way for my student to learn to reflect and self-regulate.” 

Teacher Response

•	 I say, “Hitting is not allowed, you need to go to Time Out to calm down. “(This place  
has a calm down thermometer to remind my student of what to do in Time Out to  
calm down.)

•	 I wait patiently nearby to let him re-regulate and make sure others don’t give this  
disruptive behavior attention. 

•	 I give him privacy and don’t talk to him during this calm down time. I help other  
students to give him privacy.

•	 When he is calm (3-5 minutes), I praise him for calming down.

Responding to Child Dysregulation and Teaching Self-Regulation

©

®
55



My Student Is Calm Now 

Teacher Self-talk

“Now I can reconnect with my student and help her learn an alternative way to solve her problem.” 

“She is learning she gets more attention from me for positive behavior than inappropriate behavior.”

“I can help her learn to express her frustration and anger in more appropriate ways.” 

Teacher Response

•	 I praise my student for calming down.

•	 I redirect my student to a new learning opportunity.

•	 I do not force my student to apologize because insincere apologies do not teach empathy.

•	 I engage her in something else so that we have positive Time In together and she feels  
supported.

•	 I start using social coaching in my interactions with my student. 

•	 I look for times when she is calm, patient, happy, or friendly to give my positive attention to.

•	 I use emotion coaching to help my student understand these self-regulated feelings  
get my attention.

•	 If she starts to dysregulate again, I name her uncomfortable feelings, help her express  
these verbally, and prompt her to remember her coping strategies. 

•	 During times when my student is calm, I use puppets, games, and stories to help her learn  
alternative solutions to common childhood problem situations.

Bottom Line

My student learns that taking a Time Out feels like a safe and secure place to calm down; it is not 
punitive or harsh and isolating; my student understands that when he has calmed down, he can join 
in peer activities without blame and has a new opportunity to try again with another solution to his 
problem. He feels supported when this strategy has been used and has sometimes seen his peers 
or teachers use this same strategy when they are angry. My student gets far more Time In attention 
from me for positive behaviors than negative behaviors. He feels secure when using Time Out be-
cause it gives him time to re-regulate and try again in a caring environment. Time Out provides me 
with a chance to take a deep breath and calm down so I can respond to my student in a calm, firm, 
consistent, nurturing and caring manner.   

Responding to Child Dysregulation and Teaching Self-Regulation

©

®
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Time Out is One of Many Tools 
in the Incredible Years® Tool Kit

Is Time Out used in the Incredible Years® Programs? Yes, Time Out to Calm Down is a non-punitive 
discipline strategy used strategically and sparingly in IY programs for parents, teachers, and children to  
promote and build children’s emotional self-regulation skills. This building tool is reserved for times when  
a child is too physically angry or emotionally dysregulated to be able to respond rationally to other  
evidence-based behavior management approaches.

Are there alternatives to Time Out? In the Incredible Years® programs parent and teachers are  
taught a wide variety of relationship and behavior management tools. The training begins with a focus  
on relationship-building, child-directed play, social-emotional and persistence coaching, praise and  
encouragement, and incentives.  These approaches build positive attachment and teach children replace-
ment behaviors or “positive opposites” to inappropriate behaviors that adults want to reduce. 

Next parents and teachers learn appropriate  
proactive behavior management tools such as clear 
rules, predictable routines, planned distraction, redi-
rection, ignoring, logical and natural consequences,
Time Out to Calm Down, and problem solving skills.  
Parents and teachers learn to choose strategies from 
this toolkit to set up environments that support 
children’s social-emotional development and result 
in positive peer and adult relationships and optimal 
academic and language learning. 

When is Time Out recommended? When  
children misbehave, parents may redirect, ignore, 
problem solve, set a limit, use a when/then, or give a brief consequence.  For most misbehaviors, these 
tools work well.  Time Out is reserved and used sparingly for targeted negative behaviors such as times 
when children are highly emotionally dysregulated and aggressive or destructive and are not able to  
cognitively process or respond rationally to other supportive management strategies or problem solving.  

Won’t children feel abandoned if parents and teachers use Time Out when children are  
upset? Time Out is not used in a vacuum!  Children are taught about Time Out in a neutral context, when 
they are calm.  They practice with puppets such as Tiny Turtle who teaches them how to go to Time Out, 
take rocket ship breaths to calm down, to go in their turtle shells, and think about their happy place. They 
learn about using a Calm Down thermometer to regulate their emotions from upset to calm.  They are 
taught self-talk (“I can do it.” “I can calm down.”).  They discuss with parents, teachers, and the puppets 
why Time Out is helpful. They learn what behaviors will result in their parents or teachers asking them to 
take a Time Out to Calm Down. They learn that parents and teachers also take Time Outs to calm down.

© The Incredible Years 2017

©

®
Parents, teachers, and children training series
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What does Time Out look like? Parents and 
teachers are taught that they need to be calm, 
patient, and caring when giving a Time Out.  Time 
Outs are brief, 3-5 minutes, or until the child is 
calm.  Time Outs are given in the same room as the 
parent or teacher so that the child can be monitored 
and will know that an adult is near. Support mate-
rials are available for children to use to calm down 
during Time Out (Calm Down Thermometer, Tiny 
Turtle puppet, or other calming objects).  During 
Time Out, parents or teachers do not give attention, 
but at the end of Time Out, they reconnect with 

the child and the child is given a new opportunity to be successful. The focus is on the fact that the child 
calmed down and on ways for the child to positively re-engage in the environment.  Children are not scold-
ed or reminded about the reasons for the Time Out. When appropriate, parents and teachers may engage 
in positive problem solving with the child later when the child is calm and receptive. 

Why do some people think Time Out is harmful?  In some contexts, Time Out has been used in a 
punitive or isolating way.  When the Time Out tool is misused, it can be harmful to children and to their 
relationships with adults. In some cases, misuse of this tool has led to school or agency policies against  
Time Out.  It is always important that Time Out is used thoughtfully, caringly, with patience and as one 
small part of a positive, consistent, loving approach and a full toolkit with a strong relationship foundation.  

Is there any evidence that Time Out works? Four decades of research has shown that, when done 
effectively, Time Out produces positive child outcomes in terms of reducing misbehavior and increasing 
children’s sense of security in their relationships as well as preventing child maltreatment.   Many parents 
have told us that it helps them to stay calm themselves because they have a predictable blueprint to follow 
that helps them maintain their positive, respectful, and trusting relationship. When adults use this tool  
appropriately, they are modeling a nonviolent response to conflict that stops the conflict and frustration, 
and provides a cooling off period for both children and parents. It gives children a chance to reflect on 
what they have done, to consider better solutions, and fosters a sense of responsibility. 

What do children say about Time Out? The children who have experienced Time Out to Calm down 
in the Incredible Years® programs often recognize that it is helpful.  Some learn to take a Time Out on their 
own, without an adult prompting the Time Out. Below are quotes from discussions with children about 
Time Out: 

Child to Wally Puppet after practicing Time Out: “Wally, it’s okay if you have to go to Time Out.  
People will still like you.  You can just say ‘teacher, I’ve calmed down now.’” 

Child about Time Out and breathing: “It calms you down. You breathe and  
you let it all out.”

Child about Time Out as time for self-reflection: “You think about ‘oh what 
have I done. I’ve made a bad mistake, and I can’t do it again the next day.’ Then  
you’re feeling a little bit happy.”

Child about what he learned from Tiny Turtle: “You go in your shell when you 
are angry and you take 3 deep breaths…..you have to calm down when you are angry or sad.” 

© The Incredible Years 2017
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Parents, teachers, and children training series
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Handout on Using Time Out to Help Children, Parents, and Teachers Self Regulate:

This handout (see link below) describes how parents and teachers can support children to learn self- 
regulation skills. This teaching occurs outside of Time Out at times when children are calm and able to  
learn and practice.  Gradually children will learn that they have the skills to do this self-regulation when they 
are upset: http://www.incredibleyears.com/download/resources/parent-pgrm/Responding-to- 
dysregulation-and-teaching-children-to-self-regulate_parent_v4.pdf

More detailed information about how to teach children to take Time Outs to calm down can be found in 
Chapter 9 of The Incredible Years parent and teacher books. http://www.incredibleyears.com/books/
the-incredible-years-a-trouble-shooting-guide-for-parents-of-children-aged-3-8-years-3rd-edition/

http://www.incredibleyears.com/books/incredible-teachers-nurturing-childrens-social- 
emotional-and-academic-competence/
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je
ct

iv
es

 fo
r e

ac
h 

le
ss

on
.  

If 
yo

u 
do

 th
is 

pr
ep

ar
at

io
n,

 y
ou

 w
ill

 fi
nd

 y
ou

rs
el

f c
on

fid
en

t a
nd

 
at

 e
as

e 
w

ith
 th

e 
co

nt
en

t o
f t

he
 p

ro
gr

am
 a

nd
 m

or
e 

ab
le

 to
 fo

cu
s o

n 
th

e 
gr

ou
p 

pr
oc

es
s d

yn
am

ic
s. 

 It
 is

 w
el

l w
or

th
 th

e 
ex

tr
a 

eff
or

t. 
 It

 is
 a

lso
 v

er
y 

he
lp

fu
l 

if 
th

e 
te

ac
he

rs
 h

av
e 

re
ad

 th
e 

te
xt

 fo
r t

hi
s m

at
er

ia
l, 

in
 th

e 
In

cr
ed

ib
le 

Te
ac

he
rs

 b
oo

k,
 w

hi
ch

 p
ro

vi
de

s t
he

 b
ac

kg
ro

un
d 

an
d 

sa
m

pl
e 

sc
rip

ts
 fo

r e
ac

h 
of

 th
e 

in
di

vi
du

al
 u

ni
ts

.

R
ep

et
iti

on
 a

nd
 P

ra
ct

ic
e

O
fte

n 
te

ac
he

rs
 a

sk
 h

ow
 th

e 
cu

rr
ic

ul
um

 ch
an

ge
s w

ith
 d

iff
er

en
t a

ge
 g

ro
up

s. 
 W

e 
ha

ve
 d

isc
us

se
d 

ab
ov

e 
ho

w
 th

e 
tim

e 
sp

en
t o

n 
a 

pa
rt

ic
ul

ar
 u

ni
t w

ill
 v

ar
y 

fr
om

 g
ra

de
 to

 g
ra

de
 a

s w
el

l a
s f

ro
m

 o
ne

 cl
as

sr
oo

m
 to

 a
no

th
er

.  
W

e 
al

so
 d

isc
us

se
d 

ho
w

 th
e 

co
m

pl
ex

ity
 o

f t
he

 a
ct

iv
ity

 ch
os

en
 w

ill
 v

ar
y 

ac
co

rd
in

g 
to

 th
e 

gr
ad

e 
le

ve
l a

nd
 d

ev
el

op
m

en
ta

l a
bi

lit
y 

of
 e

ac
h 

st
ud

en
t. 

 H
ow

ev
er

, i
t i

s i
m

po
rt

an
t t

o 
no

te
 th

at
 st

ud
en

ts
 n

ee
d 

a 
gr

ea
t d

ea
l o

f r
ep

et
iti

on
 a

nd
 p

ra
ct

ic
e 

w
ith

 
th

e 
sk

ill
s t

o 
ac

tu
al

ly
 m

as
te

r t
he

m
.  

So
 ju

st
 a

s t
he

 te
ac

he
r r

ev
ie

w
s a

dd
iti

on
 a

nd
 su

bt
ra

ct
io

n 
co

nc
ep

ts
 e

ac
h 

ye
ar

, s
o 

do
es

 th
e 

te
ac

he
r c

ov
er

 ru
le

s, 
em

pa
th

y 
sk

ill
s, 

an
d 

pr
ob

le
m

 so
lv

in
g 

ea
ch

 y
ea

r. 
 A

s t
he

 st
ud

en
ts

 g
et

 o
ld

er
, m

or
e 

an
d 

m
or

e 
of

 th
e 

co
nt

en
t c

an
 b

e 
re

la
te

d 
to

 th
e 

re
al

-li
fe

 is
su

es
 th

at
 th

ey
 a

re
 fa

ci
ng

 
at

 sc
ho

ol
 a

nd
 h

om
e. 

 It
 is

 a
lw

ay
s t

he
 in

te
nt

io
n 

of
 th

e 
pr

og
ra

m
 th

at
 te

ac
he

rs
 ta

ilo
r e

ac
h 

le
ss

on
 to

 th
e 

pa
rt

ic
ul

ar
 ch

ild
re

n 
in

 th
e 

cl
as

sr
oo

m
; i

f t
hi

s h
ap

-
pe

ns
, n

o 
tw

o 
le

ss
on

s w
ill

 lo
ok

 e
xa

ct
ly

 a
lik

e, 
sin

ce
 st

ud
en

ts’
 e

xp
er

ie
nc

es
 w

ill
 b

e 
gu

id
in

g 
an

d 
in

fo
rm

in
g 

th
e 

di
sc

us
sio

ns
, p

ar
tic

ul
ar

 p
ro

bl
em

s t
ha

t t
he

 
pu

pp
et

s p
re

se
nt

, a
nd

 th
e 

na
tu

re
 o

f t
he

 p
ra

ct
ic

es
 se

t u
p.

Fl
ex

ib
ili

ty
 a

nd
 C

re
at

iv
ity

Th
e 

“a
rt

” o
f b

ei
ng

 su
cc

es
sf

ul
 w

ith
 th

is 
cu

rr
ic

ul
um

 is
 te

ac
he

rs
’ a

nd
 sc

ho
ol

 co
un

se
lo

rs
’ w

ill
in

gn
es

s t
o 

be
 fl

ex
ib

le
 a

nd
 cr

ea
tiv

e. 
 F

or
 e

xa
m

pl
e, 

if 
an

 is
su

e 
ar

ise
s o

n 
th

e 
pl

ay
gr

ou
nd

, t
he

 te
ac

he
r s

ho
ul

d 
ta

ke
 th

e 
tim

e 
to

 in
te

gr
at

e 
th

is 
ex

pe
rie

nc
e 

in
to

 th
e 

le
ss

on
—

be
 it

 th
e 

le
ss

on
 o

n 
fe

el
in

gs
, f

rie
nd

sh
ip

, o
r p

ro
bl

em
 so

lv
in

g.
 Th

e 
cr

ea
tiv

e 
te

ac
he

r w
ill

 u
se

 “r
ea

l-l
ife

” e
xp

er
ie

nc
es

 o
f t

he
 st

ud
en

ts
 at

 h
om

e 
an

d 
at

 sc
ho

ol
 a

nd
 b

rin
g 

th
es

e 
th

em
es

 in
to

 e
ac

h 
le

ss
on

.  
Fo

r e
xa

m
pl

e, 
in

 a
  

co
m

m
un

ity
 w

he
re

 th
er

e 
is 

a 
na

tu
ra

l d
isa

st
er

 su
ch

 a
s a

n 
ea

rt
hq

ua
ke

, t
or

na
do

, o
r fl

oo
d;

 o
r a

 fa
m

ily
 lo

ss
, s

uc
h 

as
 th

e 
de

at
h 

of
 a

 p
ar

en
t o

r s
ib

lin
g,

 th
e 

le
ss

on
s c

an
 b

e 
us

ed
 a

s o
pp

or
tu

ni
tie

s f
or

 th
e 

ch
ild

re
n 

(a
nd

 p
up

pe
ts

) t
o 

ta
lk

 a
bo

ut
 fe

el
in

gs
 a

nd
 co

pi
ng

 sk
ill

s. 
O

r, 
if 

th
er

e 
is 

an
 is

su
e 

on
 th

e 
bu

s, 
pl

ay
gr

ou
nd

, o
r l

un
ch

ro
om

, t
he

se
 

pr
ob

le
m

s c
an

 p
ro

vi
de

 th
e 

co
nt

en
t f

or
 p

ro
bl

em
-s

ol
vi

ng
 d

isc
us

sio
ns

 w
ith

 th
e 

W
al

ly
 o

r M
ol

ly
 p

up
pe

t a
nd

 fo
r r

ol
e-

pl
ay

 p
ra

ct
ic

e 
sit

ua
tio

ns
.  
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Th
e 

In
cr
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ib

le
 Y

ea
rs

®

In
te

gr
at

e 
w

ith
 A

ca
de

m
ic

 M
od

el
s

M
os

t o
f t

he
 a

ct
iv

iti
es

 d
es

cr
ib

ed
 h

er
e 

as
sis

t c
hi

ld
re

n 
in

 w
rit

in
g,

 re
ad

in
g,

 se
qu

en
ci

ng
, m

at
h,

 sc
ie

nc
e 

an
d 

di
sc

rim
in

at
io

n 
sk

ill
s a

nd
 a

lso
 h

el
p 

to
 

bu
ild

 la
ng

ua
ge

 v
oc

ab
ul

ar
y 

th
ro

ug
h 

co
m

m
un

ic
at

io
n 

an
d 

so
ci

al
 sk

ill
s. 

 Th
is 

cu
rr

ic
ul

um
 c

an
 b

e 
pa

rt
 o

f t
he

 re
gu

la
r a

ca
de

m
ic

 c
ur

ric
ul

um
.  

Fo
r 

ex
am

pl
e, 

ci
rc

le
 ti

m
e 

di
sc

us
sio

ns
 p

ro
m

ot
e 

re
ad

in
g 

th
ro

ug
h 

us
e 

of
 th

e 
cu

e 
ca

rd
s a

nd
 b

oo
ks

, a
nd

 sm
al

l g
ro

up
 a

ct
iv

iti
es

 p
ro

m
ot

e 
co

m
m

un
ic

at
io

n,
 

la
ng

ua
ge

, a
nd

 w
rit

in
g 

sk
ill

s t
hr

ou
gh

 w
rit

te
n 

st
or

ie
s, 

pi
ct

ur
es

, r
ol

e 
pl

ay
s, 

an
d 

ar
t a

ct
iv

iti
es

.  
Th

e 
pr

ob
le

m
-s

ol
vi

ng
 u

ni
t m

ig
ht

 p
ro

vi
de

 a
n 

op
po

r-
tu

ni
ty

 fo
r a

 d
isc

us
sio

n 
of

 se
qu

en
ci

ng
 a

s c
hi

ld
re

n 
le

ar
n 

th
e 

st
ep

s t
o 

so
lv

in
g 

th
ei

r p
ro

bl
em

s. 
O

r, 
fo

r 2
nd

 g
ra

de
 st

ud
en

ts
 th

is 
un

it 
ca

n 
be

 u
se

d 
as

 
th

e 
fo

rm
at

 to
 w

rit
e 

a 
st

or
y 

or
 p

la
y 

ab
ou

t h
ow

 th
ey

 h
av

e 
so

lv
ed

 a
 p

ro
bl

em
, t

hu
s e

nh
an

ci
ng

 w
rit

in
g 

sk
ill

s. 
A

ll 
un

its
 a

re
 o

pp
or

tu
ni

tie
s t

o 
pr

om
ot

e 
eff

ec
tiv

e 
le

ar
ni

ng
 a

bo
ut

 th
ou

gh
ts

, f
ee

lin
gs

 b
eh

av
io

rs
 a

nd
 re

la
tio

ns
hi

ps
, s

uc
h 

as
 v

er
ba

l a
nd

 n
on

ve
rb

al
 co

m
m

un
ic

at
io

n 
sk

ill
s t

ha
t i

nc
lu

de
 co

lla
bo

-
ra

tin
g,

 co
op

er
at

in
g,

 li
st

en
in

g,
 at

te
nd

in
g,

 sp
ea

ki
ng

 u
p 

ab
ou

t f
ee

lin
gs

, a
sk

in
g 

qu
es

tio
ns

 a
nd

 th
in

ki
ng

 a
bo

ut
 g

oo
d 

ch
oi

ce
s o

r s
ol

ut
io

ns
 to

 p
ro

bl
em

 
sit

ua
tio

ns
.  

Th
e 

sp
ec

ifi
c s

ki
lls

 th
at

 a
re

 a
dd

re
ss

ed
 in

 e
ac

h 
ac

tiv
ity

 a
re

 o
ut

lin
ed

 in
 e

ac
h 

le
ss

on
 p

la
n.

 A
lso

, t
he

m
es

 th
at

 a
re

 ce
le

br
at

ed
 in

 th
e 

sc
ho

ol
 

(e
.g

., 
M

ar
tin

 L
ut

he
r K

in
g 

D
ay

) o
r c

om
m

un
ity

 (e
.g

., 
M

ot
he

r’s
 D

ay
) s

ho
ul

d 
be

 w
ov

en
 a

lo
ng

sid
e 

th
e 

co
nt

en
t. 

Fo
r e

xa
m

pl
e, 

w
he

n 
di

sc
us

sin
g 

“f
ee

lin
g 

pr
ou

d,”
 th

e 
te

ac
he

r c
an

 in
co

rp
or

at
e 

a 
cl

as
s “

sh
ow

 a
nd

 te
ll,”

 d
isc

us
s B

la
ck

 H
ist

or
y 

M
on

th
 e

ve
nt

s, 
or

 ce
le

br
at

e 
a 

su
cc

es
sf

ul
 sc

ho
ol

 sp
or

ts
 

ev
en

t. 

In
fo

rm
in

g 
Pa

re
nt

s
It 

is 
im

po
rt

an
t t

o 
in

fo
rm

 p
ar

en
ts

 a
bo

ut
 th

e 
cu

rr
ic

ul
um

 so
 th

at
 th

ey
 c

an
 re

in
fo

rc
e 

th
e 

ne
w

ly
 le

ar
ne

d 
sk

ill
s a

t h
om

e. 
 L

et
te

rs
 fo

r p
ar

en
ts

 a
re

 in
-

cl
ud

ed
 in

 th
e 

D
in

a 
D

in
os

au
r’s

 D
et

ec
tiv

e C
lu

b 
H

om
e A

ct
iv

iti
es

 M
an

ua
l t

ha
t e

xp
la

in
 th

e 
co

nt
en

t o
f e

ac
h 

un
it 

of
 th

e 
cu

rr
ic

ul
um

 a
nd

 o
ffe

r t
ip

s f
or

 
ho

w
 p

ar
en

ts
 c

an
 su

pp
or

t t
hi

s l
ea

rn
in

g 
at

 h
om

e. 
 D

ur
in

g 
sc

ho
ol

 o
rie

nt
at

io
n,

 th
e 

pr
og

ra
m

 c
an

 b
e 

in
tr

od
uc

ed
, a

nd
 p

ar
en

ts
 c

an
 b

e 
sh

ow
n 

sa
m

pl
e 

vi
de

o 
vi

gn
et

te
s a

nd
 le

ss
on

s. 
 T

ea
ch

er
s s

ho
ul

d 
ca

ll 
pa

re
nt

s b
ef

or
e 

di
no

sa
ur

 h
om

e 
ac

tiv
iti

es
 a

re
 se

nt
 h

om
e. 

Th
ey

 n
ee

d 
to

 e
xp

la
in

 th
e 

ro
le

 o
f t

he
 

pa
re

nt
 in

 d
oi

ng
 th

e 
di

no
sa

ur
 h

om
e 

ac
tiv

iti
es

 w
ith

 h
is 

or
 h

er
 ch

ild
. I

t i
s i

m
po

rt
an

t t
ha

t p
ar

en
ts

 u
nd

er
st

an
d 

th
at

 th
ei

r i
nv

ol
ve

m
en

t i
n 

th
es

e 
ho

m
e 

ac
tiv

iti
es

 is
 to

 w
at

ch
, r

ea
d,

 a
nd

 e
nc

ou
ra

ge
 th

ei
r c

hi
ld

re
n’s

 id
ea

s, 
co

m
m

un
ic

at
io

n 
an

d 
pa

rt
ic

ip
at

io
n.

 If
 ch

ild
re

n 
do

 n
ot

 y
et

 re
ad

, t
he

n 
sim

pl
y 

co
l-

or
in

g,
 re

co
rd

in
g 

th
ei

r r
es

po
ns

es
 o

n 
th

e 
pa

ge
s a

nd
 ta

lk
in

g 
ab

ou
t t

he
 p

ic
tu

re
s w

ill
 b

e 
m

or
e 

th
an

 a
de

qu
at

e.

Pa
re

nt
s c

an
 a

lso
 b

e 
in

vi
te

d 
to

 v
ol

un
te

er
 in

 th
e 

cl
as

sr
oo

m
 d

ur
in

g 
D

in
os

au
r S

ch
oo

l. 
 Th

ey
 c

an
 h

el
p 

by
 a

ss
ist

in
g 

w
ith

 sm
al

l g
ro

up
 a

ct
iv

iti
es

, m
at

e-
ria

ls 
pr

ep
ar

at
io

n,
 o

r d
oi

ng
 h

om
e 

ac
tiv

iti
es

 w
ith

 st
ud

en
ts

 w
ho

 a
re

 n
ot

 a
bl

e 
to

 co
m

pl
et

e 
th

e 
ac

tiv
iti

es
 w

ith
 a

n 
ad

ul
t a

t h
om

e. 
 It

 is
 a

lso
 e

xt
re

m
el

y 
he

lp
fu

l i
f t

ea
ch

er
s o

ffe
r i

n-
se

rv
ic

e 
m

ee
tin

gs
 to

 te
ac

h 
pa

re
nt

s a
bo

ut
 th

e 
co

ac
hi

ng
 m

et
ho

ds
 th

ey
 c

an
 u

se
 d

ur
in

g 
th

ei
r p

la
y 

pe
rio

ds
 at

 h
om

e 
to

 
st

re
ng

th
en

 th
ei

r c
hi

ld
re

ns
’ a

ca
de

m
ic

, s
oc

ia
l, 

em
ot

io
na

l a
nd

 p
ro

bl
em

 so
lv

in
g 

sk
ill

s. 
Th

e 
Sc

ho
ol

 R
ea

di
ne

ss
 p

ro
gr

am
 a

nd
 th

e 
At

te
nt

iv
e 

Pa
re

nt
in

g 
pr

og
ra

m
 m

ay
 b

e 
de

liv
er

ed
 b

y 
te

ac
he

rs
 in

 sc
ho

ol
s. 

Se
e 

th
e 

w
eb

sit
e 

fo
r i

nf
or

m
at

io
n 

re
ga

rd
in

g 
th

es
e 

pr
og

ra
m

s a
nd

 tr
ai

ni
ng

s: 
w

w
w.

in
cr

ed
ib

le
ye

ar
s.c

om
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Th
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2
.

Ke
y 

to
 S

uc
c

e
ss

 –
 P

re
se

n
tin

g

En
ga

gi
ng

 a
nd

 E
nc

ou
ra

gi
ng

 E
ve

ry
on

e’s
 P

ar
tic

ip
at

io
n 

Th
e 

pr
oc

es
s o

f d
el

iv
er

in
g 

th
e 

pr
og

ra
m

 is
 k

ey
 to

 y
ou

r s
uc

ce
ss

 a
nd

 is
 ju

st
 a

s i
m

po
rt

an
t a

s t
he

 co
nt

en
t y

ou
 a

re
 te

ac
hi

ng
.  

A
s a

 te
ac

he
r y

ou
 m

us
t 

be
 e

ng
ag

in
g,

 h
um

or
ou

s, 
cr

ea
tiv

e, 
im

ag
in

at
iv

e, 
fle

xi
bl

e 
an

d 
cl

ea
r a

bo
ut

 y
ou

r o
bj

ec
tiv

es
.  

Yo
u 

m
us

t a
lso

 b
e 

go
od

 at
 ig

no
rin

g 
m

isb
eh

av
io

rs
 su

ch
 

as
 ta

lk
in

g 
ou

t, 
m

ov
in

g 
ab

ou
t, 

gi
gg

lin
g,

 a
nd

 n
oi

se
-m

ak
in

g,
 w

hi
le

 g
iv

in
g 

pl
en

ty
 o

f p
ra

ise
 a

nd
 e

nc
ou

ra
ge

m
en

t t
o 

th
e 

ch
ild

re
n 

w
ho

 a
re

 e
xh

ib
it-

in
g 

pr
os

oc
ia

l b
eh

av
io

rs
.  

In
 fa

ct
, t

he
re

 is
 e

vi
de

nc
e 

th
at

 te
ac

he
rs

 w
ho

 u
se

 so
ci

al
 a

nd
 e

m
ot

io
n 

co
ac

hi
ng

, p
ra

ise
 a

nd
 e

nc
ou

ra
ge

m
en

t f
or

 ch
ild

re
n’s

 
pr

os
oc

ia
l b

eh
av

io
rs

 w
ill

 in
cr

ea
se

 ch
ild

re
n’s

 so
ci

al
 co

m
pe

te
nc

e 
an

d 
em

ot
io

na
l r

eg
ul

at
io

n 
ev

en
 w

ith
ou

t a
 sp

ec
ifi

c s
oc

ia
l s

ki
lls

 c
ur

ric
ul

um
. 

Tr
y 

to
 g

et
 e

ve
ry

 st
ud

en
t p

ar
tic

ip
at

in
g 

in
 th

e 
di

sc
us

sio
ns

.  
In

 e
ac

h 
gr

ou
p 

th
er

e 
w

ill
 b

e 
ch

ild
re

n 
w

ho
 a

re
 e

ag
er

 to
 p

ar
tic

ip
at

e 
an

d 
ot

he
rs

 w
ho

 a
re

 
re

lu
ct

an
t a

nd
 sh

y. 
 Y

ou
 c

an
 e

nc
ou

ra
ge

 w
ith

dr
aw

n 
or

 sh
y 

st
ud

en
ts

 b
y 

as
ki

ng
 th

em
 sp

ec
ifi

c q
ue

st
io

ns
, w

ai
tin

g 
aft

er
 a

sk
in

g 
a 

qu
es

tio
n 

so
 th

at
 a

ll 
ch

ild
re

n 
ha

ve
 a

de
qu

at
e 

tim
e 

to
 fo

rm
ul

at
e 

an
 a

ns
w

er
, a

nd
 re

w
ar

di
ng

 ch
ild

re
n 

fo
r t

he
ir 

pa
rt

ic
ip

at
io

n 
w

ith
 p

ra
ise

 a
nd

 in
ce

nt
iv

es
.  

C
hi

ld
re

n 
w

ho
 

be
co

m
e 

an
xi

ou
s w

he
n 

th
ey

 a
re

n’
t c

al
le

d 
on

 m
ig

ht
 b

e 
pr

om
pt

ed
 to

 g
iv

e 
th

em
se

lv
es

 a
 p

at
 o

n 
th

e 
ba

ck
 fo

r h
av

in
g 

th
ei

r o
w

n 
id

ea
 if

 so
m

eo
ne

 el
se

 
is 

ca
lle

d 
up

on
.  

In
 th

is 
w

ay
 th

ey
 re

ce
iv

e 
th

e 
re

co
gn

iti
on

 (b
ot

h 
th

ei
r o

w
n 

an
d 

th
e 

te
ac

he
r’s

) f
or

 th
ei

r a
ns

w
er

 a
nd

 a
re

 le
ar

ni
ng

 a
 co

pi
ng

 st
ra

te
gy

 to
 

ha
nd

le
 th

e 
fr

us
tr

at
io

n 
of

 n
ot

 b
ei

ng
 c

al
le

d 
up

on
.  

Fo
r v

ar
ie

ty
, y

ou
 m

ig
ht

 a
sk

 th
e 

ch
ild

re
n 

to
 sh

ar
e 

th
ei

r a
ns

w
er

s w
ith

 a
no

th
er

 ch
ild

 (o
r a

ss
ig

ne
d 

bu
dd

y)
 in

 th
e 

gr
ou

p.
 Th

is 
fo

st
er

s p
ee

r i
nt

er
ac

tio
ns

 a
nd

 p
ro

vi
de

s m
or

e 
ch

ild
re

n 
w

ith
 a

 ch
an

ce
 to

 b
e 

in
vo

lv
ed

. I
f c

hi
ld

re
n 

gi
ve

 p
ro

vo
ca

tiv
e 

or
 ir

-
re

le
va

nt
 a

ns
w

er
s, 

re
di

re
ct

 th
em

 b
y 

re
fe

rr
in

g 
to

 th
e 

or
ig

in
al

 q
ue

st
io

n 
an

d 
m

ov
e 

on
 to

 o
th

er
 ch

ild
re

n’s
 a

ns
w

er
s. 

 

U
si

ng
 th

e 
C

ue
 C

ar
ds

In
cl

ud
ed

 a
re

 a
 se

rie
s o

f 4
7 

la
m

in
at

ed
, c

ol
or

 c
ue

 c
ar

ds
 o

f t
he

 m
aj

or
 co

nc
ep

ts
 o

f t
he

 p
ro

gr
am

 in
 W

al
ly’

s D
e-

te
ct

iv
e K

it 
Bo

x.
 (F

or
 e

xa
m

pl
e, 

W
al

ly
’s 

ba
sic

 so
lu

tio
n 

sk
ill

s a
nd

 p
ro

bl
em

 so
lv

in
g 

st
ep

s, 
Ti

ny
’s 

an
ge

r c
on

tr
ol

 
st

ep
s, 

an
d 

M
ol

ly
’s 

so
ci

al
 sk

ill
s s

te
ps

.) 
 It

 is
 u

se
fu

l t
o 

sh
ow

 th
es

e 
ca

rd
s d

ur
in

g 
yo

ur
 ci

rc
le

 ti
m

e 
pr

es
en

ta
tio

ns
 

to
 p

ro
m

pt
 d

isc
us

sio
ns

 o
f t

he
 co

nc
ep

ts
.  

Th
e 

ca
rd

s c
an

 b
e 

ha
nd

ed
 a

ro
un

d 
fo

r c
hi

ld
re

n 
to

 h
ol

d 
as

 th
ey

 d
isc

us
s 

th
e 

id
ea

 re
pr

es
en

te
d.

  (
A

dd
iti

on
al

 la
m

in
at

ed
 co

lo
r v

er
sio

ns
 m

ay
 b

e 
pu

rc
ha

se
d 

se
pa

ra
te

ly.
) Th

e 
ca

rd
s m

ay
 

al
so

 b
e 

po
st

ed
 o

n 
th

e 
bo

ar
d 

or
 in

 a
 p

oc
ke

t c
ha

rt
 so

 th
at

 ch
ild

re
n 

ca
n 

se
e 

th
em

 d
ur

in
g 

th
e 

w
ee

k 
an

d 
te

ac
he

rs
 

ca
n 

re
fe

r t
o 

th
em

 a
s a

n 
ap

pr
op

ria
te

 si
tu

at
io

n 
ar

ise
s. 

 In
 a

dd
iti

on
, b

la
ck

 li
ne

 m
as

te
rs

 o
f t

he
se

 c
ue

 c
ar

ds
 c

an
 

be
 X

er
ox

ed
 a

nd
 u

se
d 

in
 th

e 
cl

as
sr

oo
m

 o
r d

ur
in

g 
sm

al
l g

ro
up

 a
ct

iv
iti

es
 fo

r c
ol

or
in

g 
w

hi
le

 te
ac

he
rs

 e
ng

ag
e 

in
 

co
ac

he
d 

di
sc

us
sio

ns
 a

nd
 fo

r u
se

 a
s i

nd
iv

id
ua

l v
isu

al
 re

m
in

de
rs

 o
f c

on
ce

pt
s b

ei
ng

 ta
ug

ht
. 
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Th
e 

In
cr

ed
ib

le
 Y

ea
rs

®

So
lu

tio
n 

C
ar

ds
Th

er
e 

ar
e 

al
so

 1
1 

ba
sic

 so
lu

tio
n 

ca
rd

s (
in

cl
ud

ed
 in

 la
m

in
at

ed
 fo

rm
) f

or
 p

re
sc

ho
ol

 a
nd

 k
in

de
rg

ar
te

n 
ch

ild
re

n 
an

d 
an

ot
he

r 3
4 

ad
va

nc
ed

 so
lu

tio
n 

ca
rd

s f
or

 sc
ho

ol
 a

ge
 ch

ild
re

n 
(a

ge
s 6

-8
) (

or
de

re
d 

se
pa

ra
te

ly
). 

Bl
ac

k 
lin

e 
m

as
te

rs
 a

re
 p

ro
vi

de
d 

in
 th

e 
ha

nd
ou

ts
 se

ct
io

n 
at

 th
e 

en
d 

of
 e

ac
h 

bo
ok

.  
Th

es
e 

ca
n 

be
 co

lo
re

d,
 la

m
in

at
ed

, a
nd

 p
ut

 in
 a

 b
rie

fc
as

e 
or

 fi
le

 la
be

le
d 

“P
ro

bl
em

-S
ol

vi
ng

 D
et

ec
tiv

e 
K

it.”
  T

ea
ch

er
s s

ho
ul

d 
pa

ss
 in

di
vi

du
al

 c
ar

ds
 

ar
ou

nd
 in

 ci
rc

le
 ti

m
es

 d
ur

in
g 

th
e 

di
sc

us
sio

ns
 o

f t
he

 v
id

eo
 v

ig
ne

tte
s d

em
on

st
ra

tin
g 

th
e 

sk
ill

 b
ei

ng
 ta

ug
ht

.  
Th

e 
ba

sic
 c

ar
ds

 a
ll 

ha
ve

 tw
o 

to
 th

re
e 

w
or

ds
 o

n 
th

em
 a

s w
el

l a
s p

ic
tu

re
s o

f t
he

 sk
ill

.  
Th

e 
te

ac
he

rs
 c

an
 p

ro
m

ot
e 

w
or

d 
re

co
gn

iti
on

 a
nd

 m
ea

ni
ng

 b
y 

re
ad

in
g 

th
em

 o
r h

av
in

g 
ch

ild
re

n 
re

ad
 th

em
 a

nd
 e

xp
la

in
 th

e 
m

ea
ni

ng
.  

Th
e 

ad
va

nc
ed

 c
ar

ds
 h

av
e 

m
or

e 
di

al
og

ue
 o

n 
th

em
 a

nd
 m

ay
 b

e 
us

ed
 fo

r c
hi

ld
re

n 
w

ho
 a

re
 re

ad
er

s. 
 In

 a
dd

i-
tio

n,
 a

s p
ro

bl
em

s a
ris

e 
du

rin
g 

th
e 

w
ee

k,
 te

ac
he

rs
 c

an
 a

sk
 ch

ild
re

n 
to

 ch
ec

k 
th

e 
de

te
ct

iv
e 

ki
t f

or
 a

dd
iti

on
al

 id
ea

s a
bo

ut
 h

ow
 to

 so
lv

e 
a 

pr
ob

le
m

.  
C

hi
ld

re
n 

sh
ou

ld
 b

e 
en

co
ur

ag
ed

 to
 d

ra
w

 in
 th

ei
r o

w
n 

so
lu

tio
ns

 o
n 

th
e 

bl
an

k 
so

lu
tio

n 
ca

rd
s a

nd
 to

 a
dd

 th
es

e 
ne

w
 so

lu
tio

ns
 to

 th
e 

ki
t. 

U
si

ng
 th

e 
W

al
ly

 D
et

ec
tiv

e 
Bo

ok
s

Th
e 

sm
al

l W
al

ly’
s D

et
ec

tiv
e B

oo
ks

 fo
r S

ol
vi

ng
 P

ro
bl

em
s a

t S
ch

oo
l a

nd
 a

t H
om

e (
in

cl
ud

ed
 in

 p
ro

gr
am

 se
t) 

pr
ov

id
e 

m
an

y 
pr

ob
le

m
 so

lv
in

g 
sc

e-
na

rio
s f

or
 ch

ild
re

n 
to

 p
ra

ct
ic

e 
de

te
ct

in
g 

an
d 

fin
di

ng
 so

lu
tio

ns
 a

nd
 a

ct
in

g 
th

em
 o

ut
. Th

ey
 a

lso
 c

an
 ch

ec
k 

th
e 

ba
ck

 o
f t

he
 b

oo
k 

to
 fi

nd
 o

ut
 a

bo
ut

 
W

al
ly

’s 
so

lu
tio

ns
. Th

er
e 

is 
a 

bi
g 

de
te

ct
iv

e 
bo

ok
 (1

1 
by

 1
7 

in
ch

es
) t

ha
t i

s b
ig

 e
no

ug
h 

to
 b

e 
us

ed
 in

 ci
rc

le
 ti

m
e 

fo
r d

isc
us

sio
ns

 
an

d 
pr

ac
tic

es
 o

f p
os

sib
le

 so
lu

tio
ns

 to
 p

ro
bl

em
s (

“B
ig

 B
oo

k”
 v

er
sio

n 
is 

or
de

re
d 

se
pa

ra
te

ly
). 

In
 a

dd
iti

on
, s

om
e 

te
ac

he
rs

 m
ay

 
w

an
t t

o 
m

ak
e 

up
 th

ei
r o

w
n 

“s
up

po
se

” p
ro

bl
em

 si
tu

at
io

ns
 th

at
 d

ep
ic

t p
ro

bl
em

s c
hi

ld
re

n 
ar

e 
ha

vi
ng

 in
 th

e 
cl

as
sr

oo
m

 o
r o

n 
th

e 
pl

ay
gr

ou
nd

.  
Pi

ct
ur

es
 fr

om
 b

oo
ks

 o
r m

ag
az

in
es

 m
ay

 b
e 

us
ef

ul
 fo

r t
hi

s p
ur

po
se

.  

U
si

ng
 th

e 
Pu

pp
et

s
Th

e 
W

al
ly,

 M
ol

ly,
 D

in
a 

D
in

os
au

r a
nd

 T
in

y 
Tu

rt
le

 p
up

pe
ts

 w
ill

 h
el

p 
yo

u 
“t

ea
ch

” t
he

 co
nc

ep
ts

.  
Yo

un
g 

ch
il-

dr
en

 a
re

 e
nt

hr
al

le
d 

w
ith

 p
up

pe
ts

 a
nd

 w
ill

 b
e 

ea
ge

r t
o 

he
lp

 th
em

 so
lv

e 
pr

ob
le

m
s a

nd
 p

ra
ct

ic
e 

sh
ow

in
g 

th
em

 th
e 

po
sit

iv
e 

be
ha

vi
or

s s
o 

th
at

 th
e 

pu
pp

et
s c

an
 le

ar
n 

th
em

 b
y 

w
at

ch
in

g 
th

em
. 

C
hi

ld
re

n 
w

ill
 o

fte
n 

ta
lk

 a
bo

ut
 se

ns
iti

ve
 o

r p
ai

nf
ul

 is
su

es
 w

ith
 a

 p
up

pe
t m

or
e 

ea
sil

y 
th

an
 w

ith
 

an
 a

du
lt.

  D
on

’t 
w

or
ry

 th
at

 y
ou

 a
re

 n
ot

 a
 tr

ai
ne

d 
pu

pp
et

ee
r, 

th
e 

ch
ild

re
n 

w
on

’t 
no

tic
e—

th
e 

im
-

po
rt

an
t t

hi
ng

 is
 to

 h
av

e 
fu

n 
an

d 
be

 p
la

yf
ul

 w
ith

 th
e 

pu
pp

et
s. 

 R
em

em
be

r, 
th

e 
pu

pp
et

s b
ec

om
e 

“r
ea

l” 
to

 th
e 

ch
ild

re
n 

an
d 

ca
n 

be
 v

er
y 

eff
ec

tiv
e 

m
od

el
s. 

 W
hi

le
 th

e 
lif

e-
siz

e 
W

al
ly,

 M
ol

ly,
 a

nd
 

D
in

a 
pu

pp
et

s a
re

 id
ea

l f
or

 u
se

 w
ith

 th
is 

pr
og

ra
m

, s
m

al
le

r, 
le

ss
 e

xp
en

siv
e 

pu
pp

et
s c

an
 a

lso
 b

e 
us

ed
.  

A
ny

 p
up

pe
t t

ha
t i

s c
on

-
sis

te
nt

ly
 u

se
d 

by
 th

e 
te

ac
he

r d
ur

in
g 

D
in

os
au

r S
ch

oo
l c

an
 b

ec
om

e 
ve

ry
 sp

ec
ia

l t
o 

th
e 

ch
ild

re
n.

  H
er

e 
ar

e 
so

m
e 

su
gg

es
tio

ns
 fo

r 
pu

pp
et

 u
se

:
•E

ac
h 

pu
pp

et
 h

as
 a

 n
am

e,
 a

ge
, p

er
so

na
lit

y, 
an

d 
in

di
vi

du
al

 fa
m

ily
 si

tu
at

io
n.

W
al

ly
 a

nd
 M

ol
ly

 a
re

 b
ro

th
er

 a
nd

 si
st

er
.

W
al

ly
: W

al
ly

 is
 o

ld
er

 a
nd

 is
 g

oo
d 

at
 p

ro
bl

em
-s

ol
vi

ng
 b

ut
 so

m
ew

ha
t i

m
pu

lsi
ve

, s
o 

he
 te

nd
s t

o 
ge

t i
nt

o 
tr

ou
bl

e 
at

 h
om

e 
w

ith
 h

is 
sis

te
r

an
d 

at
 sc

ho
ol

 w
ith

 h
is 

pe
er

 g
ro

up
 a

nd
 te

ac
he

rs
.

M
ol

ly
: M

ol
ly

 is
 v

er
y 

m
an

ne
rly

 a
nd

 th
ou

gh
tfu

l e
xc

ep
t f

or
 so

m
e 

in
te

ra
ct

io
ns

 w
ith

 h
er

 b
ro

th
er

.  
At

 ti
m

es
 sh

e 
ca

n 
be

 a
nx

io
us

 a
nd

 fe
ar

fu
l. 
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Th
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In
cr

ed
ib

le
 Y

ea
rs

®

D
in

a 
D

in
os

au
r: 

D
in

a 
is 

th
e 

sc
ho

ol
 d

ire
ct

or
, a

nd
 sh

e 
he

lp
s c

hi
ld

re
n 

es
ta

bl
ish

 ru
le

s w
he

n 
ne

ce
ss

ar
y 

an
d 

re
in

fo
rc

es
 sp

ec
ia

l 
ac

co
m

pl
ish

m
en

ts
.  

Sh
e 

he
lp

s t
ea

ch
 th

e 
ch

ild
re

n 
to

 le
ar

n 
ho

w
 to

 su
rv

iv
e 

in
 sc

ho
ol

 so
 th

ey
 c

an
 b

e 
su

cc
es

sf
ul

.  
 

Ti
ny

 T
ur

tle
: H

e 
is 

le
ar

ni
ng

 d
isa

bl
ed

, i
na

tte
nt

iv
e, 

slo
w

 a
nd

 h
ig

hl
y 

di
st

ra
ct

ib
le

. H
e 

ge
ts

 in
to

 tr
ou

bl
e 

at
 sc

ho
ol

 w
ith

 te
ac

he
rs

 a
nd

 
ot

he
r c

hi
ld

re
n.

 H
e 

te
ac

he
s t

he
 ch

ild
re

n 
ho

w
 to

 h
an

dl
e 

th
ei

r a
ng

er
. 

O
th

er
 P

up
pe

ts:
  O

th
er

 p
up

pe
ts

 w
ho

 a
re

 fr
ie

nd
s o

f W
al

ly
 a

nd
 M

ol
ly

 o
cc

as
io

na
lly

 v
isi

t t
he

 ch
ild

re
n.

  Th
es

e 
pu

pp
et

s m
ay

 h
av

e 
pe

rs
on

al
iti

es
 o

r 
fa

m
ily

 si
tu

at
io

ns
 th

at
 re

fle
ct

 th
e 

ch
ild

re
n 

in
 th

e 
gr

ou
p.

 F
or

 e
xa

m
pl

e, 
Fr

ed
dy

 F
ee

lin
gs

 is
 th

e 
pu

pp
et

 w
ho

 is
 h

ot
-t

em
pe

re
d,

 sh
y, 

ad
op

te
d 

an
d 

liv
-

in
g 

w
ith

 o
ne

 p
ar

en
t o

r g
ra

nd
pa

re
nt

s, 
or

 h
as

 ju
st

 m
ov

ed
 in

to
 to

w
n 

an
d 

do
es

n’
t h

av
e 

an
y 

fr
ie

nd
s y

et
.  

 
Et

hn
ic

al
ly

 d
iv

er
se

, l
ife

-s
iz

e 
pu

pp
et

s a
re

 a
ls

o 
av

ai
la

bl
e 

an
d 

m
ay

 b
e 

su
bs

tit
ut

ed
 fo

r W
al

ly
 a

nd
 M

ol
ly

 to
 m

at
ch

 th
e 

cl
as

s’ 
ra

ci
al

 co
m

po
si

tio
n.

•
A

ny
 ch

ild
 p

up
pe

t c
an

 b
e 

us
ed

 in
 a

ny
 le

ss
on

 th
at

 h
as

 a
 ch

ild
 p

up
pe

t r
ol

e. 
 F

or
 e

xa
m

pl
e, 

if 
th

e 
le

ss
on

 sp
ec

ifi
es

 th
at

 W
al

ly
 h

as
 a

 p
ro

bl
em

, a
di

ffe
re

nt
 ch

ild
 p

up
pe

t c
an

 p
re

se
nt

 th
e 

sa
m

e 
pr

ob
le

m
 (o

r a
 d

ev
el

op
m

en
ta

lly
 ap

pr
op

ria
te

 v
ar

ia
tio

n 
on

 th
e 

le
ss

on
 to

pi
c)

.

•E
ac

h 
pu

pp
et

 is
 a

lw
ay

s u
se

d 
by

 th
e 

sa
m

e 
te

ac
he

r. 
 C

ha
ng

es
 in

 v
oi
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n 
an

d 
ho

w
 th

e 
ch

ild
re

n 
ca

n 
to

uc
h 

th
e 

pu
pp

et
s (

e.g
., 

qu
ie

t h
an

d 
up

 to
 a

sk
 fi

rs
t, 

pu
pp

et
 w

ill
 co

m
e 

ar
ou

nd
 to

 st
ud

en
ts

 w
ho

 a
re

 in
 th

ei
r s

po
ts

, u
se

 g
en

tle
 to

uc
h 

w
ith

 p
up

pe
ts

) 
or

 y
ou

 w
ill

 h
av

e 
ch

ild
re

n 
co

ns
ta

nt
ly

 o
ut

 o
f s

ea
t d

ur
in

g 
di

sc
us

sio
n.

 

M
od

el
in

g
Th

e 
te

ac
he

rs
 a

nd
 p

up
pe

ts
 a

re
 co

ns
ta

nt
ly

 m
od

el
in

g 
ap

pr
op

ria
te

 b
eh

av
io

r f
or

 th
e 

st
ud

en
ts

.  
It 

is 
ve

ry
 e

ffe
ct

iv
e 

to
 h

av
e 

th
e 

pu
pp

et
 m

od
el

 a
 fr

ie
nd

ly
 

be
ha

vi
or

 (e
.g

., 
sa

y 
“p

le
as

e”
 o

r “
th

an
k 

yo
u”

 o
r a

po
lo

gi
ze

). 
 Th

e 
te

ac
he

r t
he

n 
co

m
pl

im
en

ts
 th

e 
pu

pp
et

 o
r s

ay
s t

o 
th

e 
ch

ild
, “

D
id

 y
ou

 n
ot

ic
e 

th
at

 
W

al
ly

 ju
st

 g
av

e 
a 

co
m

pl
im

en
t?

 W
ha

t a
 fr

ie
nd

ly
 th

in
g 

to
 d

o!
”  

At
 ti

m
es

 w
he

n 
st

ud
en

ts
 in

 th
e 

cl
as

s a
re

 w
or

ki
ng

 h
ar

d 
to

 m
as

te
r 

a 
ne

w
 b

eh
av

io
r, 

te
ac

he
rs

 m
ay

 d
ec

id
e 

to
 re

in
fo

rc
e 

th
is 

le
ar

ni
ng

 p
ro

ce
ss

 b
y 

gi
vi

ng
 sm

al
l r

ew
ar

ds
 to

 st
ud

en
ts

 (e
.g

., 
st

ic
ke

rs
, p

riv
-

ile
ge

s, 
no

te
 h

om
e, 

a 
ce

rt
ifi

ca
te

). 
Pu

pp
et

s c
an

 m
od

el
 th

es
e 

be
ha

vi
or

s a
nd

 re
ce

iv
e 

th
e 

sa
m

e 
in

ce
nt

iv
es

 a
s t

he
 st

ud
en

ts
. (

St
ic

ke
rs

 
fo

r m
ai

n 
to

pi
cs

 su
ch

 a
s g

oo
d 

pr
ob

le
m

 so
lv

in
g 

or
 sh

ar
in

g 
an

d 
he

lp
in

g 
et

c. 
ar

e 
pr

ov
id

ed
 in

 th
e 

cu
rr

ic
ul

um
.)
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D
ev

el
op

in
g 

Sc
ri

pt
s R

el
ev

an
t t

o 
th

e 
C

ul
tu

re
 a

nd
 C

om
m

un
ity

 Is
su

es
M

ak
e 

th
e 

ci
rc

le
 ti

m
e 

di
sc

us
sio

ns
 a

nd
 ro

le
 p

la
ys

 re
le

va
nt

 to
 th

e 
cu

ltu
re

, c
om

m
un

ity
, a

nd
 is

su
es

 th
at

 a
re

 
im

po
rt

an
t t

o 
th

e 
st

ud
en

ts
 in

 y
ou

r c
la

ss
ro

om
.  

So
m

et
im

es
 te

ac
he

rs
 a

sk
 fo

r s
cr

ip
ts

 fo
r e

ac
h 

of
 th

e 
 

le
ss

on
s. 

 W
hi

le
 w

e 
ha

ve
 p

ro
vi

de
d 

so
m

e 
sc

rip
ts

, i
n 

ge
ne

ra
l w

e 
pr

ef
er

 n
ot

 to
 sc

rip
t e

ac
h 

le
ss

on
 b

ec
au

se
 

w
e 

w
an

t t
ea

ch
er

s t
o 

fe
el

 th
ey

 c
an

 b
e 

cr
ea

tiv
e 

an
d 

fle
xi

bl
e 

in
 th

e 
w

ay
s t

ha
t t

he
y 

pr
es

en
t t

he
 co

re
 m

at
er

ia
l 

to
 th

ei
r s

tu
de

nt
s. 

 L
ist

en
 to

 y
ou

r s
tu

de
nt

s’ 
co

nfl
ic

ts
 in

 th
e 

ha
llw

ay
, o

n 
th

e 
pl

ay
gr

ou
nd

, o
r i

n 
cl

as
s a

nd
 

de
ve

lo
p 

sc
rip

ts
 y

ou
 c

an
 u

se
 to

 ro
le

 p
la

y 
w

ith
 M

ol
ly

 a
nd

 W
al

ly
 in

 cl
as

s. 
 F

or
 e

xa
m

pl
e, 

du
rin

g 
th

e 
fe

el
in

gs
 

un
it,

 th
e 

pu
pp

et
s w

ill
 sh

ar
e 

ex
pe

rie
nc

es
 th

at
 le

d 
to

 d
iff

er
en

t f
ee

lin
gs

.  
In

 a
 p

re
sc

ho
ol

 cl
as

s W
al

ly
 m

ig
ht

 fe
el

 p
ro

ud
 o

f l
ea

rn
in

g 
to

 ti
e 

hi
s s

ho
e, 

or
 zi

p 
up

 h
is 

zi
pp

er
 b

y 
hi

m
se

lf.
  

In
 k

in
de

rg
ar

te
n 

he
 m

ig
ht

 fe
el

 p
ro

ud
 o

f r
id

in
g 

hi
s b

ik
e 

w
ith

ou
t t

ra
in

in
g 

w
he

el
s. 

In
 se

co
nd

 g
ra

de
, h

e 
m

ig
ht

 b
e 

pr
ou

d 
of

 re
ad

in
g 

a 
ch

ap
te

r b
oo

k,
 o

r c
om

pl
et

in
g 

a 
co

m
pl

ic
at

ed
 m

od
el

.  
In

 th
e 

pr
ob

le
m

 so
lv

in
g 

an
d 

fr
ie

nd
sh

ip
 u

ni
ts

, t
ea

ch
er

s c
an

 
ta

ilo
r t

he
 p

ro
bl

em
s t

ha
t t

he
 p

up
pe

ts
 p

re
se

nt
 to

 is
su

es
 th

at
 a

re
 co

m
m

on
 in

 th
e 

cl
as

sr
oo

m
.  

Fo
r e

xa
m

pl
e, 

W
al

ly
 a

nd
 h

is 
fr

ie
nd

s m
ig

ht
 h

av
e 

tr
ou

bl
e 

sh
ar

in
g 

bl
oc

ks
 in

 th
e 

bl
oc

k 
ar

ea
, o

r m
ay

 b
e 

de
al

in
g 

w
ith

 is
su

es
 re

la
te

d 
to

 b
ei

ng
 e

xc
lu

de
d 

fr
om

 a
 g

am
e. 

 Is
su

es
 fr

om
 h

om
e 

ca
n 

al
so

 
be

 b
ro

ug
ht

 in
. F

or
 e

xa
m

pl
e, 

pu
pp

et
s m

ay
 b

e 
sh

ar
in

g 
th

ei
r p

ro
bl

em
s w

ith
 si

bl
in

gs
, a

 n
ew

 b
ab

y, 
or

 m
ov

in
g 

ba
ck

 a
nd

 fo
rt

h 
be

tw
ee

n 
m

om
 a

nd
 

da
d’s

 h
ou

se
ho

ld
s. 

 T
ea

ch
er

s s
ho

ul
d 

m
ak

e 
su

re
 to

 in
tr

od
uc

e 
pr

ob
le

m
s a

t a
 le

ve
l t

ha
t c

an
 b

e 
ha

nd
le

d 
by

 st
ud

en
ts

 in
 th

e 
cl

as
s. 

 F
or

 e
xa

m
pl

e, 
du

rin
g 

th
e 

fe
el

in
gs

 u
ni

t, 
iss

ue
s w

ill
 b

e 
di

sc
us

se
d 

in
 te

rm
s o

f t
he

 fe
el

in
gs

 th
at

 a
re

 a
ss

oc
ia

te
d 

w
ith

 th
e 

iss
ue

s, 
w

ith
 a

 g
oa

l o
f h

el
pi

ng
 ch

ild
re

n 
co

pe
 w

ith
 th

es
e 

fe
el

in
gs

.  
H

ow
ev

er
, s

tu
de

nt
s w

ill
 n

ot
 b

e 
re

ad
y 

fo
r c

om
pl

ic
at

ed
 p

ro
bl

em
 so

lv
in

g 
at

 th
is 

po
in

t. 
 L

at
er

, w
he

n 
pr

ob
le

m
-s

ol
vi

ng
 

st
ra

te
gi

es
 h

av
e 

be
en

 in
tr

od
uc

ed
, s

tu
de

nt
s c

an
 b

ra
in

st
or

m
 so

lu
tio

ns
 to

 th
e 

pr
ob

le
m

s. 
 C

hi
ld

re
n’s

 d
ev

el
op

m
en

ta
l l

ev
el

 m
us

t b
e 

ta
ke

n 
in

to
 

ac
co

un
t. 

 Y
ou

ng
er

 ch
ild

re
n 

w
ill

 n
ot

 b
e 

ab
le

 to
 p

ro
ce

ss
 si

tu
at

io
ns

 in
 m

or
e 

co
m

pl
ic

at
ed

 w
ay

s a
nd

 m
ay

 n
ee

d 
m

or
e 

re
as

su
ra

nc
e 

an
d 

te
ac

he
r-

di
re

ct
ed

 so
lu

tio
ns

 th
an

 o
ld

er
 ch

ild
re

n.
   

Id
ea

s f
or

 sc
rip

ts
 c

an
 b

e 
ta

ke
n 

fr
om

 W
al

ly’
s D

et
ec

tiv
e B

oo
k 

fo
r S

ol
vi

ng
 P

ro
bl

em
s a

t H
om

e a
nd

 S
ch

oo
l. 

A
sk

 p
ar

en
ts

 fo
r i

ss
ue

s a
nd

 th
em

es
 th

at
 

m
ig

ht
 b

e 
im

po
rt

an
t t

o 
th

em
. I

t i
s b

y 
de

ve
lo

pi
ng

 sc
en

ar
io

s f
or

 p
up

pe
ts

 th
at

 a
re

 m
ea

ni
ng

fu
l t

o 
th

e 
ch

ild
re

n 
an

d 
fa

m
ili

es
 in

 y
ou

r c
la

ss
ro

om
 

th
at

 y
ou

 w
ill

 m
ak

e 
th

e 
cu

rr
ic

ul
um

 c
ul

tu
ra

lly
 se

ns
iti

ve
 a

nd
 ch

ild
-d

ire
ct

ed
.

In
vo

lv
in

g 
Tr

an
sl

at
or

s
Fo

r c
la

ss
ro

om
s w

he
re

 st
ud

en
ts

 a
re

 E
ng

lis
h 

La
ng

ua
ge

 L
ea

rn
er

s, 
it 

is 
id

ea
l t

o 
ha

ve
 tr

an
sla

to
rs

 tr
ai

ne
d 

to
 d

el
iv

er
 th

e 
pr

og
ra

m
 w

ith
 te

ac
he

rs
.  

O
nc

e 
tr

ai
ne

d,
 th

ey
 c

an
 b

e 
a 

re
gu

la
r p

ar
t o

f t
he

 ci
rc

le
 ti

m
e 

di
sc

us
sio

ns
 w

ith
 te

ac
he

rs
 a

nd
 ch

ild
re

n.
 In

 c
as

es
 w

he
re

 th
is 

is 
no

t p
os

sib
le

, t
ra

ns
-

la
to

rs
 c

an
 st

ill
 b

e 
in

vo
lv

ed
 in

 th
e 

ci
rc

le
 ti

m
e 

an
d 

sm
al

l g
ro

up
 a

ct
iv

iti
es

. W
e 

fin
d 

th
at

 g
iv

in
g 

a 
pu

pp
et

 to
 th

e 
tr

an
sla

to
r t

o 
ta

lk
 to

 th
e 

ch
ild

re
n 

in
 th

ei
r o

w
n 

la
ng

ua
ge

 fa
ci

lit
at

es
 th

is 
pr

oc
es

s. 
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3.
Ke

y 
to

 S
uc

c
e

ss
 –

 P
ra

c
tic

e

In
 o

rd
er

 fo
r y

ou
r s

tu
de

nt
s t

o 
le

ar
n 

th
e 

sk
ill

s y
ou

 a
re

 te
ac

hi
ng

 in
 y

ou
r l

ar
ge

 g
ro

up
 p

re
se

nt
at

io
ns

, i
t i

s e
ss

en
tia

l t
o 

ha
ve

 sm
al

l g
ro

up
 p

ra
ct

ic
e 

ac
tiv

iti
es

.  
A

fte
r t

he
 la

rg
e 

gr
ou

p 
ci

rc
le

 ti
m

e 
pr

es
en

ta
tio

n,
 th

e 
te

ac
he

r c
an

 d
iv

id
e 

th
e 

ch
ild

re
n 

in
to

 g
ro

up
s o

f fi
ve

 to
 si

x 
st

ud
en

ts
 w

ho
 w

ill
 w

or
k 

to
ge

th
er

 o
n 

th
e 

sm
al

l g
ro

up
 a

ct
iv

ity
. Th

e 
te

ac
he

r(
s)

 c
an

 ci
rc

ul
at

e 
w

ith
 th

e 
pu

pp
et

s t
o 

ex
pl

ai
n 

th
e 

pr
oj

ec
t a

nd
 re

in
fo

rc
e 

th
e 

st
ud

en
ts’

 u
se

 o
f 

ne
w

 sk
ill

s. 
 Id

ea
lly

, e
ac

h 
sm

al
l g

ro
up

 w
or

ks
 cl

os
el

y 
w

ith
 a

n 
ad

ul
t w

ho
 is

 co
ac

hi
ng

 a
nd

 re
in

fo
rc

in
g 

th
e 

sk
ill

s l
ea

rn
ed

 a
nd

 is
 fa

ci
lit

at
in

g 
po

sit
iv

e 
in

te
ra

ct
io

ns
 b

et
w

ee
n 

ch
ild

re
n.

  I
f p

os
sib

le
, t

ea
ch

er
s w

ill
 w

an
t t

o 
so

lic
it 

he
lp

 d
ur

in
g 

th
is 

sm
al

l g
ro

up
 ti

m
e 

(s
ch

oo
l c

ou
ns

el
or

, p
ar

en
t v

ol
un

te
er

, 
cl

as
sr

oo
m

 a
ss

ist
an

t).
  I

f i
t i

s n
ot

 p
os

sib
le

 fo
r e

ac
h 

sm
al

l g
ro

up
 to

 w
or

k 
w

ith
 a

n 
ad

ul
t, 

te
ac

he
rs

 w
ill

 n
ee

d 
to

 st
ru

ct
ur

e 
so

m
e 

sm
al

l g
ro

up
 a

ct
iv

i-
tie

s s
o 

th
at

 st
ud

en
ts

 c
an

 b
e 

m
or

e 
in

de
pe

nd
en

t. 
 Th

e 
di

sa
dv

an
ta

ge
 to

 th
is 

is 
th

at
 st

ud
en

ts
 w

ill
 m

iss
 o

ut
 o

n 
im

po
rt

an
t s

ki
lls

 th
at

 a
re

 re
in

fo
rc

ed
 b

y 
te

ac
he

r c
oa

ch
in

g.
  A

n 
al

te
rn

at
iv

e 
is 

to
 m

ak
e 

so
m

e 
po

rt
io

n 
of

 th
e 

ac
tiv

ity
 in

de
pe

nd
en

t a
nd

 th
en

 m
ov

e 
fr

om
 ta

bl
e 

to
 ta

bl
e 

to
 p

ro
vi

de
 e

ac
h 

gr
ou

p 
of

 st
ud

en
ts

 w
ith

 a
 fe

w
 m

in
ut

es
 o

f i
nt

en
siv

e 
co

ac
hi

ng
.  

Th
e 

sm
al

l g
ro

up
 a

ct
iv

iti
es

 a
re

 n
ot

 in
de

pe
nd

en
t s

ea
t w

or
k 

tim
e. 

It 
is 

th
e 

in
te

nt
io

n 
th

at
 

st
ud

en
ts

 c
an

 w
or

k 
qu

ie
tly

 to
ge

th
er

, h
el

pi
ng

 e
ac

h 
ot

he
r w

ith
 th

ei
r w

or
k,

 sh
ar

in
g 

m
at

er
ia

ls,
 a

nd
 g

iv
in

g 
ea

ch
 o

th
er

 co
m

pl
im

en
ts

.  

A
lw

ay
s d

es
cr

ib
e 

an
d 

de
m

on
st

ra
te

 th
e 

sm
al

l g
ro

up
 a

ct
iv

ity
 b

ef
or

e 
th

e 
ch

ild
re

n 
le

av
e 

th
e 

ci
rc

le
 to

 g
o 

to
 th

ei
r s

m
al

l g
ro

up
s. 

 S
ee

in
g 

th
e 

pu
pp

et
s 

m
od

el
 h

ow
 to

 d
o 

th
e 

ac
tiv

ity
 w

ill
 in

cr
ea

se
 th

e 
st

ud
en

ts’
 u

nd
er

st
an

di
ng

 o
f t

he
 p

ro
ce

ss
.  

Th
is 

is 
pa

rt
ic

ul
ar

ly
 im

po
rt

an
t i

f s
om

e 
st

ud
en

ts
 w

ill
 n

ee
d 

to
 st

ar
t t

he
 p

ro
je

ct
 in

de
pe

nd
en

tly
 w

hi
le

 th
e 

te
ac

he
r i

s w
or

ki
ng

 w
ith

 o
th

er
 st

ud
en

ts
.  

In
 th

is 
m

an
ua

l a
re

 a
 se

le
ct

io
n 

of
 p

ra
ct

ic
e 

ac
tiv

iti
es

 th
at

 d
ov

et
ai

l w
ith

 e
ac

h 
of

 th
e 

un
its

.  
Ea

ch
 le

ss
on

 p
la

n 
us

ua
lly

 su
gg

es
ts

 2
-3

 p
os

sib
le

 a
ct

iv
iti

es
.  

Pr
es

ch
oo

l 
le

ss
on

s a
re

 m
at

ch
ed

 w
ith

 a
ct

iv
iti

es
 th

at
 a

re
 m

or
e 

de
ve

lo
pm

en
ta

lly
 ap

pr
op

ria
te

 fo
r y

ou
ng

er
 ch

ild
re

n,
 w

hi
le

 th
e 

ac
tiv

iti
es

 fo
r o

ld
er

 g
ra

de
s i

nv
ol

ve
 m

or
e 

co
m

pl
ex

 sk
ill

s. 
At

 ti
m

es
, t

he
 te

ac
he

r m
ay

 fe
el

 th
at

 a
 re

co
m

m
en

de
d 

ac
tiv

ity
 is

 n
ot

 d
ev

el
op

m
en

ta
lly

 ap
pr

op
ria

te
 fo

r h
is 

or
 h

er
 cl

as
s o

r f
or

 p
ar

tic
ul

ar
 st

ud
en

ts
.  

Te
ac

he
rs

 h
av

e 
di

sc
re

tio
n 

he
re

 a
nd

 c
an

 su
bs

tit
ut

e 
a 

co
m

pa
ra

bl
e 

ac
tiv

ity
 th

at
 se

em
s m

or
e 

ap
pr

op
ria

te
. W

hi
le

 it
 is

 im
po

rt
an

t t
ha

t t
he

 a
ct

iv
ity

 co
in

ci
de

 w
ith

 
th

e 
th

em
e 

of
 th

e 
le

ss
on

, t
he

re
 a

re
 o

fte
n 

m
an

y 
di

ffe
re

nt
 ap

pr
op

ria
te

 a
ct

iv
iti

es
 th
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er
si

st
en

ce
 co

ac
hi

ng
 (p

at
ie

nc
e 

an
d 

ch
ec

ki
ng

). 
In

 a
dd

iti
on

 to
 d

es
cr

ib
in

g 
w

ha
t t

he
 ch

ild
re

n 
ar

e 
do

in
g 

be
ha

vi
or

al
ly,

 
it 

is 
al

so
 im

po
rt

an
t f

or
 te

ac
he

rs
 to

 d
es

cr
ib

e 
fe

el
in

gs
 o

f t
he

 ch
ild

re
n.

  Th
is 

em
ot

io
n 

co
ac

hi
ng

 ap
pr

oa
ch

 w
ill

 e
nh

an
ce

 ch
ild

re
n’s

 e
m

ot
io

n 
la

ng
ua

ge
 

w
hi

ch
 is

 k
ey

 to
 le

ar
ni

ng
 h

ow
 to

 re
gu

la
te

 e
m

ot
io

na
l r

es
po

ns
es

. F
or

 e
xa

m
pl

e, 
yo

u 
m

ig
ht

 sa
y, 

“Y
ou

 lo
ok

 p
ro

ud
 o

f w
ha

t y
ou

’ve
 b

ui
lt 

th
er

e,”
 o

r “
Yo

u 
se

em
 

fr
us

tra
te

d 
by

 th
at

 p
uz

zl
e b

ut
 y

ou
 a

re
 b

ei
ng

 v
er

y 
pa

tie
nt

 tr
yi

ng
 to

 fi
gu

re
 it

 o
ut

.” 
If 

yo
u 

ba
th

e 
ch

ild
re

n 
in

 th
is 

ric
h 

en
vi

ro
nm

en
t o

f e
m

ot
io

n 
la

ng
ua

ge
 a

s 
th

ey
 w

or
k 

on
 a

n 
ac

tiv
ity

, y
ou

 w
ill

 so
on

 se
e 

ch
ild

re
n 

sp
on

ta
ne

ou
sly

 sa
yi

ng
, “

I’v
e g

ot
 th

re
e r

ed
 o

ne
s n

ow
,” 

“I
’m

 h
ap

py
,” 

an
d 

th
en

 y
ou

 a
re

 in
 a

 p
os

iti
on

 
to

 p
ra

ise
 th

is 
kn

ow
le

dg
e. 

 F
in

al
ly,

 co
up

le
d 

w
ith

 d
es

cr
ib

in
g 

w
ha

t i
nd

iv
id

ua
l c

hi
ld

re
n 

ar
e 

ac
co

m
pl

ish
in

g,
 th

e 
te

ac
he

r c
an

 p
ro

vi
de

 sc
aff

ol
di

ng
 so

ci
al

 
co

ac
hi

ng
 fo

r c
hi

ld
re

n’s
 p

ee
r p

la
y. 

Te
ac

he
rs

 sh
ou

ld
 lo

ok
 fo

r o
pp

or
tu

ni
tie

s t
o 

de
sc

rib
e 

so
ci

al
 b

eh
av

io
rs

 su
ch

 a
s s

ha
rin

g,
 h

el
pi

ng
, t

ak
in

g 
tu

rn
s, 

w
ai

t-
in

g,
 a

nd
 so

 fo
rt

h.
  F

or
 e

xa
m

pl
e, 

a 
te

ac
he

r m
ig

ht
 sa

y, 
“W

ow
, I

 se
e y

ou
 a

re
 w

ai
tin

g s
o 

pa
tie

nt
ly

 fo
r a

 tu
rn

 w
ith

 th
at

 a
nd

 n
ow

 y
ou

r f
rie

nd
 is

 sh
ar

in
g t

he
 

cr
ay

on
s w

ith
 y

ou
. H

e i
s a

 go
od

 fr
ie

nd
, I

 ca
n 

te
ll,”

 o
r, 

“I
 ca

n 
te

ll 
yo

u 
ha

ve
 st

ro
ng

 ig
no

re
 m

us
cle

s; 
I n

ot
ice

 th
at

 w
he

n 
he

 te
as

ed
 y

ou
 th

at
 y

ou
 w

er
e r

ea
lly

 
str

on
g a

t w
al

ki
ng

 a
w

ay
.” 

Th
is 

so
ci

al
 co

ac
hi

ng
 is

 fu
nd

am
en

ta
l t

o 
he

lp
in

g 
ch

ild
re

n 
un

de
rs

ta
nd

 th
e 

so
ci

al
 b

eh
av

io
rs

 th
ey

 n
ee

d 
to

 m
ak

e 
fr

ie
nd

s. 
 

N
O

TE
: S

ee
 In

cr
ed

ib
le

 T
ea

ch
er

s 
b

o
o

k 
C

h
ap

te
r 

4 
fo

r 
a 

co
m

p
re

h
en

si
ve

 r
ev

ie
w

 o
f t

h
e 

co
ac

h
in

g
 m

et
h

o
d

s.
 T

h
e 

ta
b

le
s 

o
n

 t
h

e 
n

ex
t 

p
ag

e 
p

ro
vi

d
e 

ex
am

p
le

s 
o

f 
sc

ri
p

ts
 f

o
r 

ea
ch

 o
f 

th
es

e 
ty

p
es

 o
f 

co
ac

h
in

g
 m

et
h

o
d

s.
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Fo
llo

w
-u

p 
on

 D
et

ec
tiv

e 
C

lu
b 

H
om

e 
A

ct
iv

iti
es

H
om

e 
ac

tiv
iti

es
 a

re
 g

iv
en

 a
fte

r e
ac

h 
ci

rc
le

 ti
m

e 
le

ss
on

. Th
es

e 
ac

tiv
iti

es
 h

el
p 

st
ud

en
ts

 p
ra

ct
ic

e 
an

d 
re

m
em

be
r w

ha
t 

w
as

 le
ar

ne
d 

in
 th

at
 le

ss
on

 a
nd

 a
lso

 h
el

p 
pa

re
nt

s t
o 

be
 aw

ar
e 

an
d 

su
pp

or
tiv

e 
of

 th
e 

ne
w

 sk
ill

.  
Fo

r t
hi

s r
ea

so
n 

w
e 

as
k 

th
at

 p
ar

en
ts

 si
gn

 th
e 

de
te

ct
iv

e 
ac

tiv
ity

 w
he

n 
it 

ha
s b

ee
n 

co
m

pl
et

ed
 a

nd
 d

isc
us

se
d 

w
ith

 th
em

.  
It 

is 
im

po
rt

an
t t

ha
t y

ou
 

re
vi

ew
 th

e 
ho

m
e 

ac
tiv

iti
es

 a
nd

 sh
ar

e 
th

em
 in

 cl
as

s t
he

 n
ex

t d
ay

. C
hi

ld
re

n 
sh

ou
ld

 b
e 

ap
pl

au
de

d 
fo

r t
he

ir 
su

cc
es

se
s. 

Te
ac

he
rs

 c
an

 se
t d

ev
el

op
m

en
ta

lly
 ap

pr
op

ria
te

 g
oa

ls 
fo

r h
om

e 
ac

tiv
iti

es
 co

m
pl

et
io

n 
fo

r e
ac

h 
un

it 
(e

.g
., 

fin
ish

 5
 h

om
e 

ac
tiv

iti
es

 in
 th

e 
St

eg
os

au
ru

s u
ni

t).
 W

he
n 

a 
st

ud
en

t h
as

 co
m

pl
et

ed
 a

 u
ni

t t
he

 te
ac

he
r a

nd
 cl

as
sr

oo
m

 sh
ou

ld
 ce

le
br

at
e 

th
at

 st
ud

en
t’s

 a
ch

ie
ve

m
en

t b
y 

so
m

e 
sp

ec
ia

l r
ec

og
ni

tio
n 

ev
en

t (
e.g

., 
rin

g 
a 

sp
ec

ia
l b

el
l, 

cl
as

sr
oo

m
 ap

pl
au

se
, d

in
os

au
r b

ut
to

n)
.  

Be
 su

re
 to

 k
ee

p 
a 

lo
g 

of
 w

hi
ch

 ch
ild

re
n 

ar
e 

co
m

pl
et

in
g 

ho
m

e 
ac

tiv
iti

es
 e

ac
h 

w
ee

k 
so

 th
at

 y
ou

 c
an

 h
el

p 
ch

ild
re

n 
in

 cl
as

s w
ho

 a
re

 n
ot

 d
oi

ng
 h

om
e 

ac
tiv

iti
es

 w
ith

 th
ei

r 
pa

re
nt

s. 
(S

ee
 sa

m
pl

e l
og

 o
n 

pa
ge

 7
2,

 7
3.

)

In
 a

dd
iti

on
 to

 ap
pl

au
di

ng
 ch

ild
re

n 
fo

r t
he

ir 
eff

or
ts

 at
 d

oi
ng

 h
om

e 
ac

tiv
iti

es
, y

ou
 sh

ou
ld

 e
nc

ou
ra

ge
 th

e 
pa

re
nt

s t
o 

be
 in

vo
lv

ed
 w

ith
 

th
ei

r c
hi

ld
re

n’s
 h

om
e 

ac
tiv

iti
es

. Th
is 

m
ay

 b
e 

do
ne

 b
y 

ca
lli

ng
 h

om
e 

to
 a

sk
 if

 p
ar

en
ts

 h
av

e 
qu

es
tio

ns
 a

bo
ut

 th
e 

ho
m

e 
ac

tiv
iti

es
 a

nd
 b

y 
se

nd
in

g 
ho

m
e 

le
tte

rs
 d

es
cr

ib
in

g 
th

e 
D

in
a 

cu
rr

ic
ul

um
 u

ni
t b

ei
ng

 fo
cu

se
d 

on
 a

nd
 n

ot
es

 th
an

ki
ng

 th
em

 fo
r t

he
ir 

in
vo

lv
em

en
t. 

 P
ar

-
en

ts
 a

lso
 n

ee
d 

to
 b

e 
gi

ve
n 

so
m

e 
gu

id
an

ce
 a

bo
ut

 h
ow

 th
ey

 sh
ou

ld
 b

e 
in

vo
lv

ed
 w

ith
 th

e 
ho

m
e 

ac
tiv

iti
es

. W
e 

ex
pe

ct
 p

ar
en

ts
 to

 si
t w

ith
 

ch
ild

re
n 

to
 co

m
pl

et
e 

th
e 

ho
m

e 
ac

tiv
iti

es
, r

ea
d 

th
e 

qu
es

tio
ns

 to
 o

r w
ith

 th
ei

r c
hi

ld
re

n,
 a

nd
 ta

lk
 a

bo
ut

 th
e 

pi
ct

ur
es

 a
nd

 w
ha

t t
he

y 
m

ea
n.

  Th
ey

 a
re

 e
nc

ou
ra

ge
d 

to
 b

e 
po

sit
iv

e 
an

d 
su

pp
or

tiv
e 

an
d 

no
t t

o 
be

 co
nc

er
ne

d 
if 

ch
ild

re
n 

do
n’

t c
ol

or
 w

el
l o

r j
us

t s
cr

ib
bl

e 
on

 th
e 

pa
ge

s. 
It 

is 
no

t i
m

po
rt

an
t t

ha
t c

hi
ld

re
n 

co
lo

r i
n 

th
e 

lin
es

!  
It 

is 
im

po
rt

an
t t

ha
t t

he
 h

om
e 

ac
tiv

iti
es

 b
e 

a 
fu

n 
ex

pe
rie

nc
e. 

So
m

et
im

es
 te

ac
he

rs
 w

ill
 a

lso
 n

ee
d 

to
 

se
nd

 h
om

e 
m

ar
ke

rs
 o

r c
ra

yo
ns

 so
 th

at
 ch

ild
re

n 
ca

n 
co

m
pl

et
e 

th
e 

ac
tiv

ity
. 

N
O

TE
: 

A
n

o
th

er
 m

an
ua

l 
ca

lle
d

 t
h

e 
“D

et
ec

ti
ve

 C
lu

b
 H

o
m

e 
A

ct
iv

it
ie

s”
 m

an
ua

l 
co

n
ta

in
s 

m
an

y 
h

o
m

e 
ac

ti
vi

ti
es

 f
o

r 
ea

ch
 u

n
it

 t
h

at
 y

o
u 

ca
n

 c
o

p
y.

 S
o

m
e 

o
f 

th
es

e 
m

ay
 a

ls
o

 b
e 

us
ed

 d
ur

in
g

 t
h

e 
w

ee
k 

fo
r 

cl
as

sr
o

o
m

 a
ct

iv
it

ie
s.

 I
t 

al
so

 h
as

 s
am

p
le

 l
et

te
rs

 f
o

r 
p

ar
en

ts
 t

h
at

 
p

ro
vi

d
e 

ti
p

s 
fo

r 
co

m
p

le
ti

n
g

 t
h

e 
h

o
m

e 
ac

ti
vi

ti
es

 w
it

h
 c

h
ild

re
n

 a
s 

w
el

l 
as

 s
p

ec
ifi

c 
le

tt
er

s 
th

at
 o

ut
lin

e 
th

e 
ra

ti
o

n
al

e 
an

d
 c

o
n

te
n

t 
fo

r 
ea

ch
 d

in
o

sa
ur

 u
n

it
. 

Th
e 

le
tt

er
s 

o
ff

er
 p

ar
en

ts
 t

ip
s 

fo
r 

h
o

w
 t

o
 e

n
h

an
ce

 t
h

ei
r 

ch
ild

’s
 l

ea
rn

in
g

 o
f 

th
e 

un
it

’s
 c

o
n

te
n

t 
at

 h
o

m
e.

 T
h

es
e 

le
tt

er
s 

ca
n

 b
e 

co
p

ie
d

 b
y 

te
ac

h
er

s 
fo

r 
th

is
 p

ur
p

o
se

.

D
in

a’s
 M

ai
lb

ox
Se

t u
p 

D
in

a’s
 m

ai
lb

ox
 so

 ch
ild

re
n 

kn
ow

 w
he

re
 to

 p
ut

 th
ei

r h
om

ew
or

k 
ea

ch
 d

ay
.  

W
ith

 th
e 

st
ud

en
ts’

 h
el

p,
 th

e 
te

ac
he

r 
sh

ou
ld

 d
ec

or
at

e 
a 

ca
rd

bo
ar

d 
bo

x 
w

ith
 a

 sl
it 

in
 th

e 
to

p 
fo

r m
ai

l. 
 In

 a
dd

iti
on

 to
 th

e 
ho

m
ew

or
k,

 st
ud

en
ts

 c
an

 w
rit

e 
or

 d
ic

ta
te

 
le

tte
rs

 to
 D

in
a 

ab
ou

t t
he

ir 
pr

ob
le

m
s, 

fe
el

in
gs

, o
r a

cc
om

pl
ish

m
en

ts
.

Pr
ov

id
e 

Su
pp

or
t f

or
 C

hi
ld

re
n 

w
ho

 d
o 

no
t C

om
pl

et
e 

H
om

e 
A

ct
iv

iti
es

 a
t H

om
e

W
hi

le
 e

ve
ry

 e
ffo

rt
 sh

ou
ld

 b
e 

m
ad

e 
to

 in
vo

lv
e 

pa
re

nt
s i

n 
th

e 
ho

m
ew

or
k,

 th
er

e 
w

ill
 b

e 
tim

es
 w

he
n 

it 
is 

no
t p

os
sib

le
 to

 o
bt

ai
n 

pa
re

nt
 p

ar
tic

ip
at

io
n.

  
It 

is 
im

po
rt

an
t t

ha
t a

 ch
ild

 is
 n

ot
 le

ft 
ou

t o
f t

he
 h

om
ew

or
k 

pr
oc

es
s b

ec
au

se
 o

f s
tr

es
sf

ul
 h

om
e 

ci
rc

um
st

an
ce

s o
r l

ac
k 

of
 p

ar
en

t f
ol

lo
w

-t
hr

ou
gh

.  
Te

ac
he

rs
 m

ig
ht

 p
ro

vi
de

 a
 ti

m
e 

du
rin

g 
th

e 
da

y 
w

he
n 

st
ud

en
ts

 w
ho

 w
an

t t
o 

w
or

k 
on

 h
om

ew
or

k 
ca

n 
ha

ve
 su

pp
or

t t
o 

do
 so

.  
Th

is 
co

ul
d 

be
 a

 ch
oi

ce
 

tim
e 

ac
tiv

ity
, a

 su
pp

le
m

en
ta

l a
ct

iv
ity

 fo
r s

tu
de

nt
s t

o 
do

 a
fte

r t
he

y 
co

m
pl

et
e 

th
ei

r r
eg

ul
ar

 w
or

k,
 o

r s
om

et
hi

ng
 th

at
 st

ud
en

ts
 co

ul
d 

do
 w

ith
 a

 p
ar

en
t 

vo
lu

nt
ee

r o
r o

ld
er

 st
ud

en
t m

en
to

r i
n 

th
e 

sc
ho

ol
. 
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4.
Ke

y 
to

 S
uc

c
e

ss
 –

 P
ro

m
o

tin
g

Pr
om

ot
in

g 
an

d 
M

or
e 

Pr
om

ot
in

g 
to

 th
e 

W
ho

le
 C

la
ss

ro
om

 
In

 a
dd

iti
on

 to
 th

e 
ci

rc
le

 ti
m

e 
te

ac
hi

ng
 a

nd
 p

la
nn

ed
 sm

al
l g

ro
up

 a
ct

iv
iti

es
, t

he
 te

ac
he

r c
an

 p
ro

m
ot

e 
th

e 
ne

w
ly

 ta
ug

ht
 sk

ill
s t

hr
ou

gh
ou

t t
he

 d
ay

 w
ith

 a
 

hi
gh

 fi
ve

, a
 h

ug
, a

 th
um

bs
 u

p,
 a

 p
at

 o
n 

th
e 

ba
ck

, a
 h

an
d 

st
am

p 
or

 sp
ec

ia
l s

tic
ke

r, 
pr

ai
se

, o
r a

ck
no

w
le

dg
em

en
t. 

 Th
is 

se
ct

io
n 

pr
ov

id
es

 so
m

e 
pr

om
ot

io
n 

st
ra

te
gi

es
 th

at
 y

ou
 c

an
 u

se
 to

 su
pp

or
t y

ou
r s

tu
de

nt
’s 

us
e 

of
 th

es
e 

ne
w

 so
ci

al
, e

m
ot

io
n,

 a
nd

 p
ro

bl
em

 so
lv

in
g 

sk
ill

s.

1.
Fr

ie
nd

sh
ip

 o
r F

ol
lo

w
in

g 
D

ir
ec

tio
ns

 Ja
r:

  Th
e 

te
ac

he
r s

et
s u

p 
a 

cl
as

s g
oa

l f
or

 a
 d

es
ire

d 
be

ha
vi

or
 su

ch
 a

s f
rie

nd
sh

ip
 b

eh
av

io
rs

 at
 re

ce
ss

, f
ol

lo
w

in
g

di
re

ct
io

ns
 d

ur
in

g 
ci

rc
le

 ti
m

e, 
or

 m
ak

in
g 

a 
sm

oo
th

 tr
an

sit
io

n 
fr

om
 lu

nc
h 

to
 w

or
k 

tim
e. 

 E
ac

h 
tim

e 
in

di
vi

du
al

 ch
ild

re
n 

or
 th

e 
en

tir
e 

cl
as

s m
ee

ts
 th

is
go

al
, a

 m
ar

bl
e 

or
 ti

le
 o

r s
to

ne
 is

 a
dd

ed
 to

 a
 g

la
ss

 ja
r. 

 S
tu

de
nt

s c
an

 b
e 

in
vo

lv
ed

 in
 m

on
ito

rin
g 

th
e 

gr
ou

p’s
 p

ro
ce

ss
 a

nd
 a

ch
ie

ve
m

en
ts

.  
“W

ha
t d

id
 w

e 
do

to
 e

ar
n 

m
ar

bl
es

 th
is 

m
or

ni
ng

?”
 “D

o 
yo

u 
th

in
k 

w
e 

m
ad

e 
ou

r g
oa

ls 
fo

r t
ha

t t
ra

ns
iti

on
?”

 “L
et

’s 
th

in
k 

ab
ou

t c
irc

le
 ti

m
e. 

D
o 

yo
u 

th
in

k 
th

e 
cl

as
s d

es
er

ve
s a

m
ar

bl
e 

fo
r l

ist
en

in
g?

” Th
e 

ch
ild

re
n 

co
m

e 
up

 w
ith

 th
e 

po
sit

iv
e 

be
ha

vi
or

s a
nd
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 b
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 C
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 b
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 b
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 b
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 p
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 b
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 d
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 b
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 c
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, f
rie

nd
ly

 co
m

m
un

ic
at

io
n,

 p
ro

bl
em

 so
lv

in
g,

an
ge

r c
on

tr
ol

, a
nd

 fo
llo

w
in

g 
ru

le
s o

r t
ea

ch
er

 d
ire

ct
io

ns
.

89



   
©

Th
e 

In
cr

ed
ib

le
 Y

ea
rs

®

5.
G

oo
d 

D
ee

ds
 T

re
e/

G
ol

de
n 

A
co

rn
 A

w
ar

d
At

 th
e 

be
gi

nn
in

g 
of

 th
e 

ye
ar

 th
e 

cl
as

s c
re

at
es

 a
 h

ug
e 

ba
rr

en
 o

ak
 tr

ee
.  

Th
en

 e
ve

ry
 ti

m
e 

a 
st

ud
en

t i
m

pr
ov

es
 o

r r
ea

ch
es

 a
 p

ar
tic

ul
ar

 ta
rg

et
 g

oa
l, 

s/
he

 re
ce

iv
es

 a
 b

lo
om

in
g 

le
af

 w
ith

 th
e 

w
or

ds
, “

I h
av

e 
le

ar
ne

d 
to

  .
 . 

.” 
an

d 
pu

ts
 th

is 
le

af
 o

n 
th

e 
tr

ee
.  

(A
lso

, a
 n

ot
e 

is 
se

nt
 h

om
e 

to
 te

ll 
pa

re
nt

s o
f t

he
ac

hi
ev

em
en

t.)
  A

 st
ud

en
t w

ho
 e

ar
ns

 fi
ve

 le
av

es
 o

n 
th

e 
tr

ee
, e

ar
ns

 a
 G

ol
de

n 
A

co
rn

 A
w

ar
d.

  I
f t

he
 ch

ild
 ch

oo
se

s, 
s/

he
 c

an
 si

t o
n 

th
e 

sp
ec

ia
l c

ha
ir

an
d 

re
ce

iv
e 

qu
es

tio
ns

 a
bo

ut
 h

er
 h

ob
bi

es
, i

nt
er

es
ts

, a
nd

 li
fe

 e
xp

er
ie

nc
e 

(o
r s

om
e 

ot
he

r c
el

eb
ra

tio
n)

. Th
re

e 
ac

or
ns

 le
ad

s t
o 

a 
go

ld
en

 sq
ui

rr
el

 th
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r o
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 re
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 p
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ei

r
pe

er
s.

20
.S

et
 u

p 
a 

Pr
ob

le
m

-S
ol

vi
ng

 S
ta

tio
n 

in
 th

e 
C

la
ss

ro
om

Te
ac

he
rs

 c
an

 se
t u

p 
a 

sp
ec

ia
l s

ta
tio

n 
(w

ith
 ta

bl
e 

an
d 

ch
ai

r)
 in

 a
 co

rn
er

 o
f t

he
 cl

as
sr

oo
m

 th
at

 is
 d

es
ig

na
te

d 
as

 th
e 

“p
ro

bl
em

-s
ol

vi
ng

 st
at

io
n.”

 W
al

-
ly

’s 
so

lu
tio

n 
de

te
ct

iv
e 

ki
t i

s p
la

ce
d 

on
 th

e 
ta

bl
e, 

as
 w

el
l a

s b
la

nk
 so

lu
tio

n 
lig

ht
 b

ul
bs

 fo
r c
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 p
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 p
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 D
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 m
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w
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s c
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l D
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is 
cla

ss
.  

D
o 

yo
u 

re
m

em
be

r t
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t m
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s r
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Dina Dinosaur’s Checklist
Level One, Unit One 

Apatosaurus: Wally and Dina Teach School Rules 

DVD #1: Apatosaurus

SITE: _ _________________________________________ DATE:  ___________________

LEADER NAMES:_________________________________TIME:  ___________________

VIGNETTES COVERED:  
Apatosaurus Unit: Narration before Vignette 4 (optional may use narration for rules discus-
sion)

LESSONS COVERED: 1	 2	 3	 4

Circle which vignettes and lessons you completed.
(n) = narration included
*Indicates recommended level one vignettes

DID I	 YES	 NO
1. Open circle time with predictable routine __________	 __________

2. Dina greets children and explains Dinosaur School __________	 __________

3. Children are taught opening circle time song __________	 __________

4. Talk about group rules (use rules cue cards) __________	 __________

5. Time Out to calm down is explained __________	 __________

6. Children practice Time Out  to calm down __________	 __________

7. Dina’s detective manual/home activities are explained __________	 __________

8. Send letter #1, Yr. 1 to parents __________	 __________

9. Call parents to explain importance of their involvement __________	 __________

10. Do role plays/practices about following directions __________	 __________

11. Do the following practice activities: (check those completed)

a. Detective Interviews (I-1) __________ __________

b. Draw Pictures of Puppets or of Their Family (I-2) __________	 __________

c. An Acquaintance Activity (I-3) __________	 __________

d. Rules Poster (I-4) __________	 __________

e. Read Wally Meets Dina book & books about rules (I-5) __________	 _ _ _ _ _ _ _ _ _ _ 
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f. Rules Bingo (basic version or abbreviated to 4 rules __________	 _______

for preschoolers) (I-6)

g. Decorate line drawings of Dina (listening) __________	 __________

h. Apatosaurus Activity #2 (see Home Activities manual) __________	 __________ 

Others (additional activities can be found and described in Book One; please describe 
  here other activities you used to strengthen this skill):

	 ___________________________________________________________________________________
__________________________________________________________________________________ 

12. Promote Concepts by: (check those completed) __________ __________

______ Coaching and praising children who follow directions

______ Praising children for putting up quiet hands, listening in circle time, keeping hands to 
self

Self-Evaluation & Notes

112



						         ©The Incredible Years®

Stegosaurus
Unit #4

Becoming a 
Problem-Solving 

Detective

1. What is my problem?

	 Stegosaurus Activity 1:
Color the first picture of Wally using step #1 and write or tell an adult how
you know you have a problem. (Parent hint: if you have bad feelings you have a
problem.)

Child Name : 
 
Adult Signature: 

Do____ Activities in Unit #4 to 
earn a Stegosaurus Button 
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	 Stegosaurus Activity 2:
Write or tell an adult about two solutions to problems that you learned in
Dinosaur School. (Parent Hint: share, take turns, say “please.”)

1.

2.

Child Name : 
 
Adult Signature: 
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	 Stegosaurus Activity 3:
Draw a picture of a solution you have used this week (or ask an adult to 
write it down).

Child Name : 
 
Adult Signature: 
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	 Stegosaurus Activity 12:
Make your own detective kit. Color pictures of you using some of the 
problem-solving solutions. (Parent Hint: share, take turns, get an adult, say 
“please.”) Put them in a box and make your own solution kit.

Child Name : 
 
Adult Signature: 

Extra Bonus Award
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	 Stegosaurus Activity 13:
Color and discuss the Ignore solution card and tell an adult about two  
problems you would use this solution with. Show them how you would do 
this.

Ignore

Child Name : 
 
Adult Signature: 
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	 Stegosaurus Activity 18: 
Problem-Solving Case #8 (From Wally’s Detective Books)
Use your Problem-Solving detective skills to see if you can solve the 
following problem case. Write (or ask an adult to write it down) your 
solution.

Your solution:

Child Name : 
 
Adult Signature: 

Problem: Wally wants to see the Pokeman card that
Freddy has brought from home. But Freddy doesn’t 
want to share it. What should Wally do?
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Teacher-to-Parent 
Communication Letter

Classroom and Family Rules 
Apatosaurus Unit

At school your children are learning about how to do well in school and are  
practicing 5 classroom rules.  You can help support your child’s learning by  
commenting and praising them when you notice them following these rules at home. 

Ask your child to “Show You Five” (hold up your hand). See how many they  
remember! Ask them to show you how they follow these rules, one at a time. 

  	 The Show Me Five Rules are:

Listening Ears:  (To remind children to quietly listen and pay  
attention to the speaker.) Praise them at home when they are using their 
listening ears when others are talking.

Eyes on Teacher:  (To remind children to look at the teacher and pay 
attention.) Praise children at home when they are looking at you with 
their listening eyes.

Keep Hands to Self:  (To remind children to keep their hands to 
themselves.) Praise your child when s/he keeps her hands to own body. 

Use Walking Feet:  (Reminds children about walking slowly – and 
saving running feet for outside!) Praise your children for using their 
walking feet inside the house.

Use Inside Voice:  (To remind children to learn to talk quietly and  
not disturb others.) Praise your children for using polite and quiet  
inside voices.

Record on the Parent-to-Teacher Communication Letter your experiences talking about 
your family rules with your child and send this form back to school with your child.

Incredible Children!
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Incredible Children!

Classroom and Family Rules 
Apatosaurus Unit

Child’s Name: 

Record on this form your experiences talking about your family rules with your child 
and send this form back to school with your child. 

Your child may draw a picture of one of your household rules here too.

Parent-to-Teacher 
Communication Letter 
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Dinosaur 
School

Apatosaurus Unit 1
Wally and Dina Teach  
About School Rules

Dear Parents,

Hello! This is Dina Dinosaur and your child’s teacher writing to tell you about an exciting addition to 
the classroom this year — Dina Dinosaur’s Social and Emotional Skills and Problem Solving  
Curriculum. This curriculum promotes positive social interactions between students, teaches emo-
tion regulation skills, and fosters good learning behaviors. These skills are taught in fun ways using 
DVD examples, puppets, special activities, books, and games. We will be using real life events from 
the classroom and playground to discuss and practice these new skills. 

WHAT WE ARE LEARNING:
•	 Understanding school rules
•	 How to do one’s best in school
•	 Understanding feelings in oneself and others
•	 Effective problem solving
•	 Anger management skills
•	 Being friendly and working as a team member at home and at school

YOU ARE INVITED! We love to have parent helpers at Dinosaur School. If you would like to 
come in to watch a class or even volunteer on a regular basis, please let us know.

We will send you Dinosaur letters to let you know what we are talking about in class so that you 
can encourage the same skills at home. Also, your child will have home activities to practice things 
he or she learns in Dinosaur School. We encourage you to do the activities with your child and “sign 
off ” when they are completed. Please let us know if you have any questions about the program. We 
are looking forward to getting to know you and your child this year!

	 Sincerely,
	 Dina Dinosaur and her friends
	 Phone:_______________________
	 E-mail:_______________________

Dinosaur School is at _____________ on ___________________________
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CHILDREN’S CLASSROOM DINA TRAINING SERIES 
Benefits of Certification/Accreditation as a Child Group 
Leader
We consider this certification process to be of value for the following reasons. First, the certifi-
cation process maximizes the quality of the performance of the teacher.  We believe certified 
teachers implementing the full program will achieve results similar to those in the published 
literature.  The process of certification is considered part of the training process in that the 
teacher will get feedback from peers on his/her leadership ability. Second, certification allows 
the individual to be listed as a certified IY teacher with our center. Certified teachers will be in-
vited to workshops updating our programs and sharing ideas with other teachers throughout 
the country. Finally, certification permits the individual to be eligible to take the course to be a  
certified peer coach or mentor of other teachers. 

Certification is required for this program to be used as part of a research project. 

Background Requirements to be Eligible for 
Certification
1. Experience teaching young children (this may include working with children as a day care 

provider, or preschool or primary grade teacher, psychologist, or school counselor).

2. Excellent teaching skills. Letters of reference attesting to your teaching qualifications.

3. Educational course in child development required (credited course). 
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Requirements
Training
•	 Attend approved training workshops. Only those candidates who have successfully completed the 

approved training qualify to submit a certification application. Approved training consists of a 3-day 
workshop offered by an IY certified trainer of group leaders. 

Experience Requirements
• Conduct minimum of 1 full Dina Curriculum (minimum of 45 from the 60+ lesson plans). 

This can be achieved by conducting lessons 2-3 times per week for 20-30 weeks or once a 
week over two years*. Leaders/teachers are expected to have conducted some lessons (as  
developmentally appropriate) for all dinosaur units in the curriculum and to have completed 45 to 
50 lessons minimum if unable to do all 60+ lessons due to time constraints.  More than 60 lessons 
is also acceptable, if you need to extend the curriculum as well.  We will not accept your materials 
if you do not have lessons from all seven dinosaur units. A minimum of 12 children per series is 
required. A list of dates, locations, and number of attendees will need to be submitted.

*From all levels of the curriculum done in succession.

Feedback and Evaluation
•	 Satisfactory completion of unit checklists for each unit (75% to 85% minimum of the 60+ lessons, 

representing all units). 

•	 Completion of 3 teacher-child group self-evaluation (throughout the year).

•	 Completion of 3 peer evaluations. (These may be done by an Incredible Years Classroom Dina Coach 
or by a co-teacher.

•	 Submission of a minimum of 10 Parent Satisfaction Questionnaires  (completed by parents at end 
of year or after your final lessons in the curriculum). *New requirement as of January 1, 2012.

•	 Background questionnaire

•	 Satisfactory feedback for one lesson, submitted to the Certification Committee.

	 This feedback may be in one of two forms: By submitting a DVD video for review showing one to 
two lessons including large circle time and small group activities. Or a certified trainer or mentor 
may do a live observation of the circle time and small group activities and provide you with written 
feedback for you to submit.

	

	 Your DVD video must meet minimal requirements for following the session protocols and quality of 
delivery per the original model. Your DVD video should show one to two lessons that include the 
following:

	 Circle time lesson: showing and mediating a video vignette, involving children in role plays and 
practice of skills, using the puppets and a small group activity. It is ideal to also send 10-15 minutes 
showing teacher coaching children’s interactions during play or a teamwork academic activity.

NOTE: DVD must meet minimal requirements for following session protocols, but it is 
typical for teachers to submit 2-3 DVDs before being accredited. The DVD review process 
is a supportive supervisory opportunity in which teachers will receive constructive feed-
back to achieve program fidelity.

Certified group leaders are expected to attend a one-day renewal workshop every five years. 

!
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Application Process
Checklist of Items Submitted for Certification

–––––– Application form (see attached form)

______ One-page letter discussing your interest in becoming certified, your goals, plans, and  
       philosophy of effective teaching, and your teaching experience. 

–––––– Background Questionnaire (Confidential questionnaire about your professional  
        background so we can improve the quality of our training workshops and materials) 

–––––– Two letters of reference

–––––– Unit Checklists

–––––– Submit 3 teacher-child group self-evaluation forms (throughout the year) 

______ Submit 3 peer-evaluations

–––––– Parent Final Satisfaction Questionnaires (Submit a minimum of 10 Parent Final  
       Satisfaction Questionnaires)

–––––– Certified mentor or trainer supervisory report or approved DVD of group session

See www.incredibleyears.com/certification-gl/child-programs-certification for cost information, 
paperwork requirements, and forms for download.

Send application materials to:
	 Incredible Years, Inc.
	 Certification Committee 
	 1411 8th Avenue West
	 Seattle, WA 98119 USA
	 Email: incredibleyears@incredibleyears.com
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Application for Certification
as an Incredible Years® 

Classroom Dinosaur Child Group Leader

Name: _______________________________________________________________________

Home Address: ________________________________________________________________

______________________________________________________________________________

______________________________________________ Zip/Postal Code: ________________

Home Phone: _________________________________ Work Phone: ____________________

E-mail: _______________________________________________________________________

Occupation: __________________________________________________________________

Month/Year of Classroom Dinosaur Training: ______________________________________ 

Trainer: ______________________________________________________________________

APPLICATION BILLING INFORMATION (NAME & ADDRESS:

Organization/Name:___________________________________________________________

Address:_____________________________________________________________________

City/State/Provence: _________________________________Postal Code:______________

Country:______________________________________________________________________

E-mail for receipt:______________________________________________________________

This form must accompany your submission of video for review.

Please include the following with your video submission:
•	 A brief letter outlining the session/topic covered and population served
•	 A Self-evaluation that corresponds to the session(s) you are sending for review
•	 A Process Checklist that corresponds to the session(s) you are sending for review
•	 A lesson plan that corresponds to the session(s) you are sending for review

Please see website and leader’s manual for certification application requirements. Contact  
Incredible Years office with any questions (incredibleyears@incredibleyears.com)

Send certification materials to: 
Incredible Years Certification Committee
1411 8th Avenue West
Seattle, WA 98119 USA
incredibleyears@incredibleyears.com
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This checklist is designed for teachers to complete (with co-teachers) following daily lesson 
plan. By looking for the following points, a teacher can identify specific goals for progress. 
This checklist is designed to complement the lesson plans for the specific sessions, which list 
the key content that should be presented, practiced, and promoted throughout the week. It 
is recommended that a teacher video record the lesson and small group activity and review 
afterwards using this checklist. 

Teacher Self-Evaluation (name):_________________________

Co-teacher Evaluation:_________________________________

Certified Trainer/Mentor Evaluation:______________________

Date:________________________________________________

Session Topic:________________________________________

ROOM SETUP
Did the teachers:
1. Have children sit in a semicircle that allows everyone to see the video 

and each other?

2. Post rules on the wall so the children can see them?

3. Have materials ready? (handouts, cue cards, video vignettes ready, 
activities/manuals prepared)

4. Convey enthusiasm about the lesson?

5. Show they had a predictable time on the schedule for Dinosaur  
School?

Starting the Circle Time Discussions
Did the teachers:
6. Have puppets arrive and greet children in a predictable enthusiastic 

manner (e.g. “One, two, three, Dina!” or greeting song)?

7. Begin the lesson with an issue related to the day’s topic?

8. Establish individual or group goals/personal challenges for students?

9. Review learning from prior lesson by asking children for times during 
the week when they were able to practice what they learned in Dino-
saur School?

When Presenting the New Learning for the Day
Did the teachers:
10. Begin the discussion of the topic with open-ended questions to 

prompt children to think about the importance of the topic (e.g., 
what are some rules for the class? Or, what are some friendly behav-
iors?)?

YES   	 NO	 N/A

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

(rev. 2019)

Teacher Child Group Process Checklist
Dinosaur School in the Classroom
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11. Work to engage less verbal students in the discussion?

12. Paraphrase and highlight the points made by children?

13. Use puppets as active participants of the entire lesson?

14. Attend to group process by giving frequent verbal and nonverbal 
praise, nods, thumbs up for paying attention, helping others, etc.?

15. Attend to group process through selective use of ignore when ap-
propriate?

16. Use picture cue cards as prompts to reinforce new behaviors being 
taught?

17. Use a style that is playful, engaging, fun, uses songs and paced at 
children’s level of attention & developmental level?

18. Present clearly and model new behavior with puppets and role play 
practices?

19. Actively involve children by letting them hold cue cards, pause 
video, use smaller puppets, etc.?

20. Provide legitimate opportunities for active children to move and 
stretch (e.g., group stretch break or wiggle space for a particular 
child or music activity)?

21. Respond to group and individual needs (e.g., change pace if chil-
dren are restless and modify activities, language, and questions 
depending on a particular child’s developmental level?

22. Work to address communication issues created by language barriers 
(nonverbal cues, paced repetitive language, modeling, prompting)?

23. Adapt content to be sensitve to children’s culture or to special issues 
relevant for the particular class of students?

24. Incorporate translator in planning when possible?

25. Adjust length of circle time to reflect children’s attention span and 
level of engagement?

26. Follow the lesson plans?

When Showing the Vignettes
Did the teachers:
27. Focus children’s attention vefore showing vignettes? Give them spe-

cific behavior or emotion to watch for?

28. Pause longer vignettes at least once to ask questions about seg-
ments rather than waiting until the end of the vignette? Ask about 
character feelings and what they will do next?

29. Begin by asking children about what they thought was happening 
in the vignette?

30. Acknowledge and praise children’s responses to a vignette?

YES   	 NO	 N/A

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____
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31. When appropriate, praise or nonverbally acknowledge children who 
are focused on the vignette?

32. Take time to acknowledge disappointment at not being called upon 
(e.g., self-pat on the back, expression of “oh man”)?

33. Paraphrase and highlight the points made by children?

34. Move on to the next vignette after key points have been discussed 
and practiced? Pace material to maintain children’s interest?

35. Allow for discussion following each vignette? If children are distract-
ed, vignette may need to be replayed.

36. Make sure that children are attending when vignette is shown?

37. Use vignette to prompt a role play/practice with children? When 
setting up role play practice select student strategically and coach 
them with a script of behaviors to practice?

38. Have children practice the actual behaviors being taught through 
puppet plays, role plays, live plays, and peer-coached plays?

39. Adjust number of vignettes shown according to age and attention 
span of students?

40. Demonstrate and explain small group activity before leaving large 
circle discussion?

Small Group Activities
Did the teachers:
41. Plan small group activity to reinforce new content learned (e.g., co-

operative art activity, feeling game, blocks, play dough, bingo, pass 
the hat, visualization)?

42. Prepare small group activity materials and set out on tables ahead of 
time to minimize children’s waiting time?

43. Participate in small gourp activity using academic, persistence, social 
and emotional coaching, prompting children to use new skills and 
praising newly taught skills when they occur?

44. Use labeled praise for prosocial behaviors?

45. Use “dialogic” reading or interactive reading style?

46. Promote reading skills by associating printed word with language?

47. Promote writing skills by taking dictations, writing words to be cop-
ied, reinforcing children’s beginning attempts to write?

48. Make adaptations in small group practice activities in order to be 
developmentally appropriate for all children?

49. Give as much time to small group practice activities as to large circle 
time discussions?

YES   	 NO	 N/A

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____
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Promoting Skills
Did the teachers:
50. Use emotion and social coaching language?

51. Use academic and persistence coaching?

52. Use proximal praise and labeled praise?

53. Ignore targeted behaviors or attention seeking behaviors?

54. Use Time Out to calm down appropriately for aggressive behavior?

55. Use redirects and distraction to re-engage children who are off-task?

56. Praise and give rewards to individual children who are following 
rules, participating well, and engaging in positive behaviors?

57. Use team incentive approach?

58. Issue personal challenges, team rewards, mystery challenges?

59. Have Dinosaur Cue Cards up on walls (e.g., quiet hands up, shar-
ing)?

60. Use nonverbal praise & encouragement?

61. Act in a fun, playful, and engaging way with children?

62. Integrate Dinosaur language throughout the day at choice time, on 
playground, during meal times, etc.?

63. Prepare for transitions effectively?

64. Promote optimism and show belief in children’s ability to learn and 
be successful?

65. Avoid making critical or negative statements about children’s behav-
ior?

66. Show respect, warmth and calmness with children?

67. Involve children actively in learning through games, activities, stories, 
and fantasy?

68. Have predictable routines for opening and closing circle time, bring-
ing out and saying goodbye to puppets, transitioning to snact time 
or small groups, saying goodbye? 

Review Home Activities and Wrap Up
Did the teachers:
69. Review Detective Home Activities with the children?

70. Individually give children a chance to share their home activities?

71. Enthusiastically praise whatever effor children made this week?

72. Assist children who didin’t complete the home activities to complete 
them?

YES   	 NO	 N/A

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

131



REMEMBER: Your goal in the circle time lessons should be to draw from the chil-
dren the information and ideas to share with each other.  They should be given 
plenty of opportunities to practice new behaviors throughout the week.

Summary Comments:

Lesson reviewed by: _____________________________________

Date: ______________________

____   	____	 ____

____   	____	 ____

73. Have puppets say good-bye (not every session)?

74. Involve parents by sending home parent letters with home activities? 
(see website for samples: www.incredibleyears.com/resources/gl/
teacher-program/)

Children’s Responses
75. Children appear engaged and on-task during large group circle time.

76. Children were enjoying themselves during small group activities. 

77. Children were involved in asking questions, role plays, and suggest-
ing ideas.

78. Waiting time for children was minimized.

Teacher Collaboration
(To be completed if there is a second or third teacher / co-leader involved 

with the curriculum)

79. Did the teachers have clear, complementary roles in each of the 
different activities (e.g., take turns leading content and focusing on 
process)?

80. Did teachers work well as a team reinforcing each other, while at-
tending to different roles with students? 

81. Do teachers have regular, consistent meeting times weekly to discuss 
and plan for the Dina Curriculum?

82. Are teachers implementing behavior plans for children targeted with 
special needs? (see website for behavior plans: www.incredibleyears.
com/resources/gl/teacher-program/)

83. Do teachers call parents to share something positive about their 
child?

84. Do teachers share Dinosaur materials at parent orrientation nights?

85. If there is an assistant teacher, is s/he involved in planning and in 
implementing the curriculum?

YES   	 NO	 N/A

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____

____   	____	 ____
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Similarly, several Head Start studies suggested that
between 16 and 30% of preschool children in those
classes posed ongoing conduct problems for
teachers (Kupersmidt, Bryant, & Willoughby, 2000;
Lopez, Tarullo, Forness, & Boyce, 2000).

Need for early prevention programs in schools with
high-risk populations

The Early Child Longitudinal Survey (ECLS), a
nationally representative sample of over 22,000
kindergarten children, suggests that exposure to
multiple poverty-related risks increases the odds
that children will demonstrate less social compet-
ence and emotional self-regulation and more
behavior problems than more economically advant-
aged children (West et al., 2001). While socioeco-
nomic disadvantage does not necessarily lead
to social and emotional problems, up to 25% of
children living in poverty experience negative social
and emotional outcomes (Keenan, Shaw, Walsh,
Delliquadri, & Giovannelli, 1997). Low income is also
a significant risk factor for the early onset of conduct
problems and academic underachievement (Offord,
Alder, & Boyle, 1986). Moreover, longitudinal data
suggest that these early gaps in social competence
for socio-economically disadvantaged children per-
sist and even widen as children progress in school
(Huffman, Mehlinger, & Kerivan, 2001).

In addition to poverty-related risks for children’s
social, emotional and conduct problems, research
also shows that teachers with poor classroom man-
agement skills have higher overall levels of class-
room aggression, peer rejection and exclusion which,
in turn, compound the development of individual
children’s social and conduct problems (Kellam,
Ling, Merisca, Brown, & Ialongo, 1998). Moreover, it
seems that children who are at highest risk are often
taught by teachers who are the least prepared to
handle challenging behavior; teachers serving pre-
dominantly low-income children use more harsh,
detached, and ineffective teaching strategies than
those teaching middle-income children (Phillips,
Voran, Kisker, Howes, & Whitebrook, 1994; Stage &
Quiroz, 1997). Children with conduct problems are
also more likely to be disliked by teachers and
receive less academic or social instruction, support,
and positive feedback from teachers for appropriate
behavior (Arnold, Griffith, Ortiz, & Stowe, 1998;
Arnold et al., 1999; Campbell & Ewing, 1990; Carr,
Taylor, & Robinson, 1991). Consequently, children
with conduct problems grow to like school less, have
lower school attendance (Birch & Ladd, 1997) and
increased risk for underachievement, academic fail-
ure, and future adjustment problems.

Conversely, there is substantial evidence indicating
that well-trained and supportive teachers, who use
high levels of praise, proactive teaching strategies,
and non-harsh discipline, can play an extremely
important role in fostering the development of social

and emotional skills and preventing the development
of conduct problems in young children. In fact,
longitudinal research demonstrates that low-income
children in high quality preschool settings are
significantly better off, cognitively, socially, and
emotionally, than similar children in low quality set-
tings (Burchinal, Roberts, Hooper, & Zeisel, 2000).
Having a supportive relationship with at least one
teacher has been shown to be one of the most
important protective factors influencing high-risk
children’s later school success (Pianta&Walsh, 1998;
Werner, 1999).

Moreover, there is increasing evidence to suggest
that teachers’ efforts to involve parents in ways to
support their children’s learning at home (through
newsletters, suggested homework activities, teacher
phone calls) and in developing coordinated home/
school behavior plans have positive effects on
children’s academic, social and emotional compet-
ence (Henderson & Berla, 1994). However, while
most teachers want to be active partners with
parents, most have had little training in ways to work
collaboratively with families (Burton, 1992; Epstein,
1992).

Thus it is hypothesized that supporting teachers’
capacity to manage a classroom with positive
behavior management strategies, to deliver a cur-
riculum designed to promote social competence and
emotional regulation, and to encourage teacher–
parent involvement will lead to fewer conduct
problems, increased school readiness and eventual
academic success. In particular, supporting
teachers who work with young children exposed to
poverty-related risks may also help to reduce the
academic, social and emotional gap that exists at the
starting gate between higher-risk children and their
more advantaged peers (Ladd et al., 1999; Skinner,
Zimmer-Gembeck, & Connel, 1998).

Emerging research on the effectiveness of early
school-based interventions

Mounting evidence from several multifaceted, longit-
udinal, school-based prevention programs have
indicated the promise of prevention programs for
reducing risk factors related to academic failure and
conduct disorders in adolescence. For example, two
large-scale indicated prevention projects, Tremblay
et al. (Tremblay, Pagani, Masse, & Vitaro, 1995;
Tremblay et al., 1996) and FAST TRACK (Conduct
Problems Prevention Research Group, 2002) both
selected highly aggressive elementary grade school
children and offered comprehensive intervention
starting in first grade including social skills training,
academic tutoring, teacher classroom management
and parent training. Both projects found long-
term benefits in school performance and reduc-
tions in antisocial behavior such as burglary and
theft. Several other prevention trials, LIFT (Reid,
Eddy, Fetrow, & Stoolmiller, 1999), Seattle Social
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Development Project (Hawkins, Catalano, Kos-
terman, Abbott, & Hill, 1999) and the Baltimore
study (Kellam & Rebok, 1992) addressed similar
parent and school risk factors and used universal
designs targeting school-age children (grades 1–5)
in high-risk neighborhoods or schools. All three
projects found benefits for children who had received
the intervention, including fewer violent delinquent
acts and lower rates of drinking, sexual activity, and
pregnancy by 18 years (Hawkins et al., 1999) and
lower levels of classroom and playground aggression
(Kellam et al., 1998; Reid et al., 1999).

Preschool–kindergarten classroom prevention
programs designed specifically to improve young
children’s social-emotional competence (see review,
Webster-Stratton & Taylor, 2001) have also shown
promise for improving classroom behavior. For
example, programs such as I can Problem Solve

(Shure, 1997), Second Step (Grossman et al., 1997)
and the First Step curriculum (Walker et al., 1998a)
combined training for children’s emotional and
social skills with cognitive strategies to promote
school readiness. Results showed improvements in
children’s school readiness and less aggressive
behavior. However, these studies are limited by lack
of control groups, small sample sizes, lack of cultural
diversity, lack of observational data in the classroom
and reliance on teacher reports. Moreover, studies
with economically disadvantaged children ages 3 to
6 years are relatively scarce. One exception is an
evaluation of the PATHS program (Promoting Alter-
native Thinking Strategies; Greenberg, Kusche,
Cook, & Quamma, 1995), which was originally
evaluated in the Fast Track program for older
children and was adapted for use in preschool
with socio-economically disadvantaged populations
(Domitrovich, Cortes, & Greenberg, 2006). This
intervention was delivered by teachers in 20 Head
Start classrooms. Results showed that intervention
children had higher emotion knowledge skills and
were rated by teachers and peers as more socially
competent compared to peers. The intervention did
not produce changes in reports of children’s prob-
lem-solving abilities or levels of aggressive behavior,
and no independent observational data were
collected.

The Incredible Years interventions

The Incredible Years (IY) Child Training curriculum
(Dinosaur School) was originally developed to treat
clinic-referred children (ages 3–7 years) diagnosed
with oppositional defiant disorder or early-onset
conduct problems. In two randomized trials with
clinic populations, results showed improvements in
children’s conduct problems both at home and at
school based on independent observations as well as
parent and teacher reports (Webster-Stratton &
Hammond, 1997; Webster-Stratton & Reid, 2003;
Webster-Stratton, Reid, & Hammond, 2001, 2004).

This clinic-based treatment model was revised and
adapted so that it could be used by teachers as a
preschool and early school-based preventive model.
One independent study using an adaptation of this
classroom-based curriculum for high-risk students
indicated its potential benefits for reducing aggres-
sion on the playground (Barrera et al., 2002). The
content of the Dinosaur School curriculum is based
on cognitive social learning theory (Bandura, 1989;
Patterson et al., 1992) and research indicating the
kinds of social, emotional and cognitive deficits
found in children with conduct problems (e.g., Dodge
& Price, 1994; Ladd, Kochenderfer, & Coleman,
1997) as well as on social learning behavior change
methods such as videotape modeling, role play and
practice of targeted skills, and reinforcement for
targeted behaviors. For more details see Webster-
Stratton and Reid (2004).

Training for teachers not only involved how to
deliver the Dinosaur School curriculum, but also
training in utilizing effective classroom management
strategies. This included strategies to promote pro-
social behaviors and emotional literacy, to prevent
or reduce the development of conduct problems
and ways to increase parents’ involvement in their
children’s education and behavior planning.

We have grouped risk and protective factors into
four categories: (a) teacher classroom management
skills and classroom environment; (b) teacher–parent
involvement; (c) child school readiness (social com-
petence, emotional self-regulation, and absence of
behavior problems); and (d) poverty. If children with
social/emotional/behavioral problems are not sup-
ported, risk factors can intertwine and cascade to
increasingly negative outcomes (Figure 1). The IY
child and teacher intervention is designed to target
the first three of these more malleable risk factors
and it is hypothesized that the increase of protective
factors will prevent problematic behavior patterns.
The fourth area of risk that we have identified (pov-
erty) is not one that can be easily changed by
schools. However, the fact that children living in
poverty are at higher-risk points to the need to focus
more intervention services in high-need, low-income
schools. Thus, this study placed our intervention in
schools with high percentages of students who are
living in poverty.

We hypothesized that training teachers to deliver
the IY Dinosaur School Curriculum utilizing positive
classroom behavior management strategies would
result in more positive and responsive teaching and
less harsh or critical discipline, increased focus on
social and emotional teaching, and more focus on
parent involvement in children’s education than in
control classrooms. We hypothesized that children of
teachers who received this training would show more
school readiness and fewer conduct problems than
children in control classrooms. Building on Zigler’s
(Raver & Zigler, 1997) conceptualization of school
readiness, this includes the following domains:
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(a) Emotional self-regulation (e.g., attention and
persistence, engagement/on-task work, prosocial
problem solving, feelings vocabulary, ability to
manage anger); (b) Social competence (e.g., sharing,
helping, friendship skills, positive peer interactions);
(c) Teacher–parent involvement (calls, newsletters,
homework activities); and (d) Absence of conduct
problems (e.g., compliance to rules and teacher
directions, low verbal and physical aggression and
negative affect).

Methods

The study design randomly assigned culturally diverse
Head Start programs and elementary schools serving
low-income populations to intervention or control con-
ditions. Random assignment was conducted separately
for matched pairs of Head Start programs and ele-
mentary schools. In the intervention schools, all
children enrolled in Head Start, kindergarten, or grade
one classrooms received the IY social, emotional and
problem solving curriculum (Dinosaur School) as a
prevention intervention. Control schools followed their
usual school curriculum. Informed consent was
obtained from all teachers and parents.

School and subject selection

One hundred and twenty classrooms from Seattle area
Head Starts and 14 elementary schools were involved in
the project. All participating schools served a diverse
low-income and multi-ethnic population. Students are
typically admitted to Head Start based on low socio-
economic status and elementary schools were selected
for the project based on higher levels of free and
reduced lunch (M ¼ 59% free lunch). These schools
were matched on variables such as size, geographic
location, and demographics of the children, and
matched pairs were randomly assigned to intervention
or control conditions (comparability of intervention and
control conditions is reported below). Parents of all
children in the study classrooms were invited to par-
ticipate in the research project and 86% of Head Start
and 77% of elementary school families who were
approached signed consent forms indicating their will-
ingness to participate. Data were collected only on
children whose parents had consented, but all children
in the intervention classrooms received the classroom
intervention. To measure the effectiveness of the pre-
vention program, children were assessed in the fall, the

intervention was conducted from November to April,
and participants were retested in the spring at the end
of the school year. At each assessment period, children,
parents, and teachers completed report measures and
children and teachers were observed in the classrooms
by independent observers (blind to intervention condi-
tion) during structured and unstructured times (e.g.,
playground).

Recruitment of schools and students occurred in
each of 4 consecutive years (4 cohorts) in order to ease
project burden in each year. By design, schools that
served as control participated as intervention in the
next year, and also by design, each year a new set of
schools were matched and randomly assigned to inter-
vention or control. This procedure was repeated over
four consecutive years to fill out the sample.

To keep models as simple as possible, we just used a
teacher’s first year of participation to evaluate the
intervention impact on teacher outcomes (i.e., the TCI,
see below). This meant that if a teacher participated for
2 or more years (e.g., year 1 in the control condition and
year 2 in the intervention condition), we only used the
year 1 TCI data in the models. In some classrooms there
were multiple teachers, therefore the nesting structure
for the TCI outcomes was repeated measures, pre and
post, within teachers, teachers within classrooms and
classrooms (i.e., 3 levels). For the TCI outcomes, we had
153 teachers nested within 120 classrooms with 93, 21
and 6 classrooms having 1, 2 and 3 teachers respec-
tively nested within them. The 120 classrooms were 33
Head Start, 42 K and 45 first grade. The numbers of
classrooms and teachers in the statistical models, as
reported in the results section, were reduced slightly
depending on the pattern of missing data for a par-
ticular outcome.

For intervention impact on teacher–student (i.e.,
Teacher MOOSES) and student outcomes, however, the
study design lead to a different nesting structure.
Teachers who participated for 2 or more years but had
different students in year 1 than year 2 contributed 2
classrooms to the analyses. Thus for these models, not
only was there an additional level of nesting but there
was also a reversal of teachers and classrooms in the
nesting hierarchy. The nesting hierarchy was repeated
measures nested under students, students nested
under classrooms, classrooms nested under teachers
(i.e., 4 levels as shown in column 2 of Table 1). Having
classrooms nested under teachers allows correlation to
arise due to the teacher, the unique composition of the
group of students or both. We thought it unwise to a
priori assume one or the other would be absent. For
teacher–student and student outcomes, we had 1,768

Proximal outcomes
•Emotional disregulation 
•Poor social skills 
•Poor teacher-parent 
involvement 
•Conduct problems 

Risk factors 
•Poor classroom 
management 
•Low teacher-parent 
involvement 
•Poor school readiness 
•Poverty

 Distal outcomes 
elementary school 
•Academic delays 
•Conduct problems 
Middle and high 
school 
•Academic failure 
•School dropout 
•Delinquent behavior 
•Substance use/abuse 

Figure 1 Cascading risk factors
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students nested within 160 classrooms nested under
119 teachers. Of the 119 teachers, 79 teachers con-
tributed 1 class, 39 contributed 2 classes and 1 con-
tributed 3 classes. Of the 160 classrooms, 42 were Head
Start, 59 were K and 59 were 1st grade. Of the 119
teachers, 33 were HS, 37 were K, 44 were 1st and 5
were K/1st. The number of students in the statistical
models, as reported in the results section, was reduced
slightly depending on the pattern of missing data for a
particular outcome.

Using this design some teachers (but no students)
crossed over from the control condition to the inter-
vention condition in a subsequent year (with a new
group of students). Thus all analyses on student out-
comes involved independent groups of students. All
analyses on teacher–student outcomes (i.e., teacher
behaviors directed to individual students) involved both
years of teacher participation and thus the same
teacher but new students. Regardless of number of
years of participation, all teachers and students were
naı̈ve to the intervention at the pre test. For teachers
with 2 years of participation, group status (intervention
versus control) was included in the models as a time-
varying covariate. All models also included potential
correlation in outcomes due to the presence of the same
teacher across years. Thus, we viewed our design as a
simplification of a deliberate cross-over design. Because
only control teachers crossed over, we did not include
parameters in our models that are usually standard in
cross-over designs such as carry over effects, sequence
effects or period effects (Milliken & Johnson, 1984).

Elementary intervention and control schools showed
no significant differences on key school-level demo-
graphic variables. In the intervention schools 56.67% of
children received free and reduced lunch compared to
58.75% for control schools. School student enrollment
averages were 323 for intervention schools versus 313
for control schools. The percentage of children in study
schools who met 4th grade achievement standards were
also not significantly different for intervention and
control schools; for reading (71% intervention versus
67% control), and math (45% intervention versus con-
trol 38%). Head Start uses consistent federal poverty
guidelines for enrollment and class size was consist-
ently set at 18 students, one teacher, and one teacher’s
assistant, thus Head Start intervention and control
classrooms in this study were equivalent on classroom
variables.

Student-level variables were also comparable across
intervention and control conditions. No significant
differences were found for any of the following demo-
graphic variables. On average students were
63.7 months of age (SD ¼ 12.7, range ¼ 35 to 101) and
50% were male. This sample was ethnically diverse
(18% Latino, 18% African American, 20% Asian, 27%
Caucasian, 8% African, and 9% other minority), and

31% of the children did not speak English as their first
language.

Teacher demographic variables were comparable
across the intervention and control conditions. No sig-
nificant differences were found for any of the following
teacher variables. Teachers were Caucasian (65%),
African American (16%), Asian (12%) and other (8%)
and 95% female. Thirty-nine percent of teachers taught
in Head Start (HS), 30% kindergarten, and 31% 1st
grade. Teachers’ level of education was high school
(4%), two years of college (13%), bachelor’s degree
(43%), master’s degree (40%).

Selection of moderate- to high-risk group

In addition to the classroom observations and parent
and teacher reports, we were interested in directly
assessing children’s cognitive solutions to social prob-
lem-solving situations as well as their feelings vocabu-
lary. Due to budget considerations we were not able to
individually test all the children in the study; therefore,
we selected an indicated sub-sample of moderate- to
high-risk children to participate in these assessments.
Since this was a prevention study, a relatively low
screening threshold for behavior problems was used
to identify the indicated sample. Selection criteria
included a method of selecting children who had a
higher than average number of behavior problems, but
did not limit screening exclusively to a clinical sample.
Thus, either a parent, teacher, or school counselor
report was enough to classify a child as ‘indicated.’ For
the parent rating, children whose parents reported
greater than 10 behavior problems on the Eyberg Child
Behavior Inventory (ECBI; Robinson, Eyberg, & Ross,
1980) were considered moderate risk. This cut-off has
been has been used in our prior prevention studies with
low-income families (Webster-Stratton & Hammond,
1998). Teachers’ reports were also used to select stu-
dents who had higher than average levels of problem
behaviors in the classroom based on reports on the
externalizing scale of the Social Competence Behavior
Evaluation (LaFreniere, Dumas, Dubeau, & Capuano,
1992).

Interventions

Teacher training. Intervention teachers participated
in 4 days (28 hours) of training spread out in monthly
workshops. The training followed the textbook How to
Promote Social and Emotional Competence in Young
Children (Webster-Stratton, 2000). Approximately half
of this training focused on classroom management
strategies such as ways to develop positive relation-
ships with students and their parents, proactive
teaching methods, effective use of praise and encour-
agement, incentive programs for targeted prosocial
skills, setting up discipline hierarchies and individual
behavior plans for identified children with problem
behaviors. Physical aggression and high levels of
oppositional defiant behavior were targeted for close
monitoring, incentive and discipline programs in struc-
tured and unstructured settings (such as the play-
ground). Teachers learned ways to promote children’s
self-regulation through persistence, emotion and

Table 1 Nesting hierarchy

Teacher outcomes Student outcomes

Classrooms Teachers
Teachers Classrooms
Repeated measures Students

Repeated measures
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problem-solving coaching as well as ways to promote
social competence through social peer coaching.
Teachers were also encouraged to involve parents in
home–school behavior plans as well as classroom
learning using regular parent letters about Dinosaur
School, weekly Dinosaur homework for children to be
completed with parents, and invitations to visit the
classroom. More details about this curriculum can be
found in Webster-Stratton and Reid (2004).

Dinosaur School. The Dina Dinosaur Social Skills
and Problem Solving Curriculum was designed to
promote children’s social competence, emotional self-
regulation (e.g., engagement with classroom activities,
persistence, problem solving, anger control), and
school behavior (e.g., following teacher directions,
cooperation). Our classroom-based version of the
Dinosaur Curriculum uses a format of 30 classroom
lessons per year and has preschool and primary grade
versions. The content is broken into 7 units: (a)
Learning school rules; (b) How to be successful in
school; (c) Emotional literacy, empathy, and perspective
taking; (d) Interpersonal problem solving; (e) Anger
management; (f) Social skills; and (g) Communication
skills. Teachers followed lesson plans that covered each
of these content areas at least 2 times a week, using
15–20-minute large group circle time followed by
20 minutes of small group skill-practice activities.
A certified research staff member co-led all the lessons
with the teachers to ensure that each classroom
received a full dose of intervention. Teachers made the
lessons developmentally appropriate for the children
in their classrooms by choosing from recommended
vignettes and small group activities. There are over 300
small group activities which focus on social emotional
skills and cover a wide variety of teaching modalities.
The program also consists of over 100 videotaped
models of children demonstrating social skills and
conflict management strategies. In addition, the pro-
gram is young child friendly, using life-size puppets,
Dinosaur homework activities, picture cue cards for
non readers, and games to stimulate group discussion,
cooperation, and skill-building. In the classroom,
teachers were encouraged to promote the skills taught
in circle time lessons throughout the day during less
structured settings, such as during choice time, in the
lunchroom, or on the playground.

Control classrooms. Families, teachers and children
in the control classrooms continued their regular
Head Start and elementary school curriculum and
services.

Measures

All assessments were conducted on the same time line
and frequency in both conditions. The pretests were
conducted in the early fall. The intervention ran from
November to April, and post-assessments were con-
ducted in late spring. Assessments measured social
and emotional competencies, conduct problems,
teacher competencies, teacher efforts to involve parents
and classroom environment by both teacher reports
and independent observations of teachers and all the

children in the classroom. A sub-sample of moderate- to
high-risk children (216) were selected based on elevated
problem scores (selection described above). This sample
of children was tested using the Wally Problem-Solving
test (Webster-Stratton, 1990; Webster-Stratton et al.,
2001). During the last two years of the grant, we
developed the Wally Feelings test as a pilot measure to
assess the size of children’s feelings vocabulary. This
test was administered to the moderate- to high-risk
children in the last two cohorts, and pilot results are
presented for 52 children.

Independent classroom observations

At each assessment period, each child was observed on
two separate occasions of 30 minutes each and
approximately half of the observation time was in a
structured setting and the other half in an unstruct-
ured setting. At the same time that coders were con-
ducting observations of child behavior, they also coded
teacher behaviors. Since each teacher had multiple
children in the classroom, the number of times that
teachers were coded varied depending on the number of
children in her classroom. Each teacher was coded on
at least two and up to eight times at each time point.
Coders were blinded to study condition and random
reliability checks were completed on approximately
20% of all observations. Coders record discrete behav-
iors as well as complete rating scales that provide
information on teaching style, the quality and duration
of children’s interactions with teachers and peers.
These behavior codes have been used successfully in
our studies with over 1,000 Head Start and elemen-
tary school students and over 300 teachers (Webster-
Stratton & Lindsay, 1999). The specific coding systems
are described next.

Observations of teacher classroom management
behaviors and teaching style

Multiple Option Observation System for Experimental
Studies (MOOSES). The MOOSES classroom observa-
tion coding system developed by Tapp, Wehby, and Ellis
(1995), revised by our team for use with young children,
was used to code teachers’ interactions with children as
well as children’s interactions with teachers and peers.
There were three discrete teacher-focused behavior
codes: (a) positive reinforcement (praise and encour-
agement), (b) critical statements, and (c) amount of
interaction with students. Coders record frequency of
the behavior directly into hand-held computers. Reli-
ability as measured by intraclass correlations were as
follows: teacher–child involvement ¼ .94, teacher criti-
cal ¼ .83, and teacher praise ¼ .81.

Teacher Coder Impressions Inventory (TCI). The TCI
was developed by our group to evaluate teacher’s style
and classroom management strategies. Coders com-
plete a series of 71 Likert-type questions rating teaching
style which were classified into five summary scores
based on theoretical considerations and confirmed
using factor analyses. The five scales include: (a)
Harsh/Critical Style (29 items including threats,
criticism, sarcasm, anger, physical aggression and
verbal aggression, overly strict, anger, fearful),
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(b) Inconsistent/Permissive Style (12 items including no
follow-through, failure to monitor, tentative/indecisive,
overly permissive), (c) Warm/Affectionate Style (11
items including modeling positive behavior, reinforcing,
paying attention, verbal and physical affection, playful,
gives rationale), (d) Social/Emotional Teaching (10
items including teaches prosocial behavior, problem-
solves, shapes positive peer play, encourages feeling
language, promotes social competence), and (e) Effect-
ive Discipline (6 items including follow through with
threat, warned of consequences, used an incentive
program, posted rules and a schedule, used time out,
withdrew privileges). Standardized alpha coefficients
and intraclass reliability coefficients were Harsh/Crit-
ical, alpha ¼ .98, ICC ¼ .83; Inconsistent/Permissive,
a ¼ .93, ICC ¼ .73; Warm/Affectionate, a ¼ .90, ICC ¼
.67, Social-Emotional Teaching a ¼ .84, ICC ¼ .62; and
Effective Discipline a ¼ .58, ICC ¼ .61. Internal con-
sistency is based on all observations for all teachers on
all occasions (N ¼ 1988).

Observations of child conduct problems, emotional
self-regulation and social competence

Multiple Option Observation System for Experimental
Studies (MOOSES) (Tapp et al., 1995). Coders rated
frequency of discrete child behavior codes, which
occurred during two separate 30-minute structured
and unstructured observations, as well as the duration
of a child’s involvement with peers and off-task or
disengaged behavior. These were summed to form six
child variables: (a) total conduct problems, which
included physically aggressive behavior (grabbing,
hitting, biting, throwing objects), verbal aggressive
behavior (yelling, swearing, mocking), and noncompli-
ant or oppositional responses to teacher command or
instructions. Two variables measured emotional self-
regulation: (b) percent time child disengaged/off-task
from classroom activities and (c) percent time in
solitary play. Three variables measured social compet-
ence: (d) child positive with teacher; (e) child positive
with peer; and (f) percent time in peer involvement.
Inter-rater reliabilities as measures by intraclass
correlations were as follows: child conduct prob-
lems ¼ .94, peer involvement ¼ .95, solitary involve-
ment ¼ .94, child positive to teacher ¼ .93, child
positive to peer ¼ .88, child disengaged ¼ .88.

School Readiness and Conduct Problems: Coder
Observation of Adaptation-Revised (COCA-R). This
measure is an observational version of the TOCA-R
(Werthamer-Larsson, Kellam, & Oveson-McGregor,
1990). Following the 30-minute observation, coders
respond to 36 items to obtain an overall school readi-
ness score. This score includes items on children’s
emotional self-regulation skills (e.g., concentration,
controls temper, expresses feelings appropriately,
eagerness to learn, cooperation, task completion, can
calm down, and distractibility). It also includes items on
social skills (e.g., being friendly, helping others, giving
compliments, not bossy with suggestions, liked by
classmates, initiating peer interactions), and conduct
problems (aggression, noncompliance, teasing, and
destructive behavior). Internal consistency (a ¼ .92)
and interrater reliability (ICC ¼ .80) were high.

Observations of classroom atmosphere

Classroom Atmosphere Measure (CAS). This 10-item
questionnaire (Greenberg et al., 1995) is completed by
observers rating the general classroom atmosphere.
Observers rate overall classroom level of students’
cooperation and problem solving, interest in subject
matter, focus, responsiveness, on-task behavior, and
classroom support. Observers also rate how well the
teacher is able to manage overall levels of classroom
disruptive behavior, transitions, and follow through on
rules. Thus, the measure reflects the interactions
between the teacher’s style and the children’s behaviors
as a group rather than focusing on an individual child.
In our sample, this scale shows good internal consist-
ency for the 10 items (a ¼ .93) and adequate inter-rater
reliability (ICC ¼ .74) based on 281 primary–secondary
pairs. Alphas by grade are .92 (Head Start), .94 (kin-
dergarten) and .94 (1st grade).

Child problem solving and feelings testing

Wally Problem Solving and Feelings Tests. The WALLY
ProblemSolving test (Webster-Stratton, 1990)measures
children’sproblem-solving skills or solutions in response
to hypothetical problem situations. Summary scores
include the number of different positive and negative
strategies that children generate in order to solve the
problem. The WALLY was derived from Spivak and
Shure’s Preschool ProblemSolvingTest (Spivak&Shure,
1985) and Rubin and Krasnor’s Child Social Problem-
Solving Test (Rubin & Krasnor, 1986). Inter-rater reli-
ability for number of different positive strategies was ICC
.93 and for different negative strategies was ICC .71.

The Wally Feelings test was piloted in the later half of
this project to measure whether there was an increase
in children’s feelings language. Children are shown a
series of 8 pictures of children in positive and negative
situations and are asked how the characters in the
situations feel. The frequencies of different negative and
positive feeling words expressed by the children are
summed to give a total positive feeling and negative
feeling vocabulary score.

Parent involvement

Teacher–Parent Involvement Questionnaire (INVOLVE-T).
The INVOLVE-T is a 20-item teacher questionnaire
developed by the Oregon Social Learning Center and
revised by us for use with young children. The measure
asks teachers to report on the extent to which parents
participate in school activities, seem comfortable
with the teacher and school environment, value educa-
tion, support the teacher, and assist children with
their homework. The questionnaire has 3 subscales:
(a) Teacher Bonding With Parent (e.g., teacher called
parent, wrote note, invited parent to school, comfortable
meeting with parent); (b) Parent Involvement in Educa-
tion (e.g., parent has same goals as teacher, thinks
education important, helps with homework), and (c)
Parent Involvement With School/Teacher (e.g., parent
calls teacher, parent visits classroom, parent attends
conferences, parent volunteers). Alphas are .76, .91, and
.84 respectively.

Preventing conduct problems 477

� 2008 The Authors
Journal compilation � 2008 Association for Child and Adolescent Mental Health. 159



Satisfaction with program

Teacher Satisfaction Questionnaire. Following each
day of teacher training, a brief attitude inventory is
completed regarding teacher satisfaction in terms of
content of program, videotapes shown, methods utilized
(e.g., role plays, behavior plans), and group discussion.
A more comprehensive teacher satisfaction measure is
completed at the end of the year.

Parent Curriculum Involvement and Satisfaction
Questionnaire. Parents completed a brief end of the
year questionnaire asking about their feelings about the
Dinosaur curriculum, how much they talked with their
children about the program, the value of the homework
and how much their children used the program strat-
egies at home.

Intervention integrity

Fidelity was monitored and measured in the following
ways: (a) Teacher training was conducted using a
standard protocol and was delivered by certified IY
trainers; (b) All trainings were videotaped and reviewed
by the program developer; (c) Detailed manuals were
provided for all Dinosaur lessons, complete with
activities, role plays, and homework assignments;
(d) Protocol checklists were completed by the research
co-leader after each session, indicating which lessons,
small group activities and vignettes were used; (e) Les-
sons were observed by certified IY supervisors and
standardized process and content evaluations were
completed after each of these observations; (f) IY Dino-
saur research co-leaders met for weekly supervision to
review protocols and ensure adherence to the curricu-
lum.

Results

Intervention integrity

Because the classroom intervention was delivered in
a partnership between the teacher and the research
co-leaders there was a very high degree of interven-
tion integrity. All children in the intervention class-
rooms participated in the IY Dinosaur intervention
and their teachers were offered 4 days of training in
the Dinosaur curriculum. Teachers received an
average of 3.73 days of training (only 4 teachers
attended less than the full four days of training).
Checklists completed by the research co-leaders
indicated that, on average, 27 of the 30 required
lessons were completed in the intervention class-
rooms and an average of 30 recommended vignettes
and 25 small group activities were completed in the
intervention classrooms.

Observations of teacher behavior

As explained in the methods section, for the teacher
outcome analyses, teachers were nested within
classrooms, which predominantly corresponded to a

teacher and assistant(s) or in some cases co-
teacher(s). Missing data at the pre- and post-test
reduced the number of classrooms to 115 and the
number of teachers to 139. Approximately 83%
(pre-test) and 87% (post-test) of teachers had
between 2 and 5 observations (i.e., 13–17% had only
one observation or more than 5).

Modeling method. Because teachers within a
classroom are observed dealing with the same group
of students, some correlation would be expected for
teachers within a classroom. Employment selection
or shared classroom experience may also produce a
shared style of teaching within classrooms. The
intervention was aimed at individual teachers, how-
ever, so it is desirable to analyze the outcome data at
that level. Within teachers, we have up to 8 repeated
measures at both the pre and post test. Accordingly,
a multi-level random intercept and slope model was
used within a pre-post ANCOVA model that allowed
for both classroom- and teacher-level variation in
intercept and post on pre regression. We did not
expect both sets of random effects to be important
and we anticipated that teacher-level effects would
be more important than classroom-level effects
because only 23 classrooms had more than 1
teacher. But we started out by being over-inclusive
and then trimmed the models as necessary to elim-
inate convergence problems and to identify the most
important and parsimonious set of random effects.
Initial models also included intervention by pre
score interactions to test for differential effectiveness
of the intervention by initial level.

Background information was available for ethnic-
ity, gender, grade level and number of days of
training for each teacher. For simplicity, ethnicity
was collapsed to white versus nonwhite, grade level
was collapsed to Head Start versus kindergarten and
first grade and training was collapsed to 4 versus
less than 4 days (only 4 of the intervention teachers
missed any training days).

Results of observations of teacher behavior
management skills and teaching style

Teacher Coder Impression (TCI) analyses. Coders
rated teacher’s teaching style on 5 different TCI
constructs, Harsh/Critical, Inconsistent/Permis-
sive, Warm/Affectionate, Social/Emotional, and
Effective Discipline. Table 2 shows model estimates
for fixed and random effects for each construct.
Where background covariates (ethnicity, gender,
grade and training) were significant, they were
included in the final model. Most of the initial models
with the full set of classroom- and teacher-level
random effects had serious convergence problems or
produced non-positive definite information matrices.
Using a series of nested chi-square tests, we identi-
fied the most parsimonious set of random effects to
include and except for one construct this usually
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was either classroom-level or teacher-level effects but
not a mixture of both. None of the intervention effects
shifted from being significant to non-significant or
vice versa as a result of trimming the random effects.
None of the pre by intervention interaction effects
(i.e., differential effectiveness) were significant and
none were retained in final models.

Four of 5 constructs had significant main effects
such that teachers in the intervention condition
became less harsh/critical and inconsistent/per-
missive, more warm/affectionate, and placed more
emphasis on social/emotional teaching. In pre-
liminary models, effective discipline did not show
significant main effects of intervention but instead
the intervention effect depended on the grade of the
teacher (1st/K vs. HS); Accordingly, the model in
Table 2 includes a dummy variable indicator of HS
vs. 1st/K (HS ¼ 0, 1st/K ¼ 1) and an interaction of
the dummy variable with intervention status. As
shown in Table 2, there was a significant main effect
for grade (fixed effect for 1st/K versus HS ¼ .310,
p < .001) indicating that 1st/K teachers had higher
levels of effective discipline than HS teachers and a
significant main effect for intervention (fixed effect
for Intervention ¼ .254, p < .05) indicating that HS
intervention teachers improved more on effective
discipline than HS comparison teachers. The inter-
action effect of grade with intervention (fixed effect
for Intervention by 1st/K ¼ ).286, p < .05) was
negative, indicating no intervention effect for 1st/K
teachers. For the other 4 constructs, preliminary
analyses indicated there were no significant differ-
ences in intervention effects for HS versus K and 1st
so these effects were not included in the final models
shown in Table 2. Effect sizes, when computed as
the adjusted mean level shift in the post score due
to intervention divided by the standard deviation of
the classroom- or teacher-level random intercept,
ranged from medium to large: warmth/affectionate
(.51), inconsistent/permissive (.63), harsh/critical
(.67), social/emotional teacher (.96), and effective
discipline (1.24), for Head Start teachers.

Results of observations of teacher classroom
management and children’s school readiness and
conduct problems

As explained in the methods section, for the teacher–
student and student outcome analyses, students
were nested within classrooms, which in turn were
nested under teachers. The sample size of students
who were considered in the study was 1,768. Models
were based on 1,746 students who had at least one
observational measurement and background co-
variates of age and gender. These 1,746 students
were nested in 160 classrooms, which in turn were
nested under 119 teachers (40 teachers had 2 or
more classrooms).

Modeling method. We started by fitting a 4-level
model (repeated measures within students, students
within classrooms, classrooms within teachers, and
teachers) for both teacher–student and student out-
comes. Our initial model included 3 random effects
at the student, classroom, and teacher levels, inter-
cept (initial status), normative slope (time) and
intervention slope. The normative slope applied to
teachers’ or students’ growth when they were in the
control condition and both the normative and inter-
vention slope applied to teachers’ or students’
growth when they were in the intervention condition.
Thus, the intervention slope was an additional
increment in growth over and above the normative
slope when the teachers or students were in the
intervention condition. By specifying the interven-
tion slope as random, we allowed for differential
student response to intervention, that is, we did not
expect all teachers or students to derive the same
benefit on average from the intervention. Both ran-
dom slopes were allowed to correlate with initial
status but not with each other, for identification
purposes. The correlation of the intervention slope
with initial status is substantively interesting
because it represents differential response to
the intervention based on initial level. In universal

Table 2 Results for coder ratings of teacher behavior (TCI)

Effect
Warmth
Value

Inconsistent
Value

Harsh/critical
Value

Social/emotion
Value

Eff. discipline
Value

Fixed effects
Intercept 2.627*** .690*** .806*** 1.294*** 1.138***
Pre .364*** .399*** .401*** .296*** .224***
Intervention .203* ).112* ).126** .231*** .254*
Nonwhite .129** ).151*
1st/K versus HS .310***
Intervention by 1st/K ).286*

Random effects
Teacher intercept .398*** .178*** .189*** .241a*** .204a***

Teacher random slope .258** .320a***

Residual .554*** .293*** .252*** .396*** .415***

Note: *p < .05, **p < .01, ***p < .001.
aRandom effect is at classroom not teacher level. Random effect parameters are standard deviations or correlations.
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preventive interventions aimed at behavior prob-
lems, it is not unusual for children with few or no
problems to show little benefit while children with
initial high levels of behavior problems show con-
siderable benefit. This pattern produces a negative
correlation between initial status and the interven-
tion slope. In summary, the key parameters related
to intervention effects in Tables 4–6 are the fixed
effect for the intervention slope, which represents
the main effect of the intervention, and the random
effect for the correlation of the intervention slope
with initial status, which represents differential
effectiveness of the intervention related to initial
level. See (Muthen & Curran, 1997; Stoolmiller,
Eddy, & Reid, 2000) for more details about models
for differential effectiveness in randomized universal
prevention trials.

We expected the random effect part of the model to
be over-parameterized, and indeed it was, but we
started out by being over-inclusive and then trimmed
the models as necessary to eliminate convergence
problems and to identify the most important and
parsimonious set of random effects. For teachers,
only teacher-level and in some case classroom-level
random effects were significant. None of the student
level random effects were significant. This is perhaps
not surprising since the intervention targeted
teacher behavior and the outcomes were teacher
behavior. For students, models with teacher-level
initial status, normative and intervention slopes and
classroom and student intercepts provided the best
combination of fit and parsimony. This is perhaps
not surprising given that teachers were the targets of
intervention. To probe significant correlations of
initial status with intervention slope, we used model
results to compute point-wise t-tests across the
range of observed pre scores and noted where the
intervention and control groups first became signif-
icantly different at the .05 level. We also computed
point-wise effect sizes which we defined as the
intervention slope mean (i.e., the mean slope differ-
ence between the groups) divided by the standard
deviation of the teacher level normative slope.

Observation of Teacher Classroom Management
Behaviors (MOOSES). Results for Teacher involve-
ment, teacher critical, and teacher praise from the
MOOSES are shown in Table 3. Although initial
models included student-level random effects, none
were significant so none are shown in Table 3.
Teacher critical showed a significant main effect of
intervention (fixed effect for Intervention slope ¼
).181, .001 < p < .01). The correlation of initial sta-
tus with the intervention slope was negative and
significant (Cor (Initial status, Int. slope) ¼ ).434,
.01 < p < .05), indicating significant differential
effectiveness; the more critical the teacher was ini-
tially, the more her score improved at the post-test.
The intervention effect first became significant at
p < .05 at .24 standard deviations below the pre-

score mean (min. significant effect size ¼ ).382 in
Table 3), a medium small effect. At 2 standard
deviations above the pre-score mean the effect size

Table 4 School readiness: Coder Observation of Classroom
Adaptation-Revised (COCA-R) (square root transformed)

Effect Value Std.Error t value p value

Fixed effects
Girl ).0800 .0093 )8.5989 .0000
Age at entry ).0423 .0068 )6.1847 .0000
Observation
occasion 1 vs. 2

.0190 .0068 2.7990 .0051

Initial status .7622 .0119 63.8898 .0000
Normative slope ).0007 .0117 ).0636 .9493
Intervention slope ).0349 .0170 )2.0534 .0401

Random effects
Student intercept .1257 .0054 23.3938 .0000
Classroom intercept .0376 .0165 2.2827 .0224
Teacher
Initial status .0822 .0105 7.8552 .0000
Normative slope .0414 .0135 3.0610 .0022
Intervention slope .0925 .0143 6.4791 .0000
Cor (initial status,
int. slope)

).4551 .2034 )2.2373 .0253

Within student residual .2749 .0028 97.2359 .0000

Table 3 Multi-level results for teacher MOOSES

Effect

Teacher–child
involvement1

Teacher
critical2

Teacher
praise3

Value Value Value

Fixed effects
Initial status 8.416*** 1.514*** 2.873***

Normative slope ).043 .021 ).168
Girl ).140 ).009 .030
Age at entry ).148 ).053* ).051
Observation
occasion 1 vs. 2

)1.688*** ).240*** ).588***

Intervention slope ).465 ).181** .031
Random effects
Classroom
Normative slope .643***

Initial status 1.011*** .436*** .945***

Intervention slope .022
Cor(Initial status,
norm. slope)

).458***

Cor(Initial status,
int. slope)

Teacher
Normative slope 1.564*** .372***

Initial status 1.699*** .572*** .693***

Intervention slope 1.295*** .302***

Cor(Initial status,
norm. slope)

).496* ).188

Cor(Initial status,
Int. slope)

).302 ).434*

Within student residual 5.132*** .851*** 1.538***

Average effect size ).486
Min. significant effect size ).382
Max. significant effect
size (z ¼ 2.00)

)1.370

Note. Estimated random effects are standard deviations unless
otherwise indicated.
Transformations: 1Root (1.5); 2Log; 3Root (2).
*p < .05, **p < .01, ***p < .001.
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was )1.370, (max. significant effect size in Table 3),
a very large effect. No other MOOSES teacher con-
structs showed significant effects.

School readiness and conduct problems: Coder
Observation of Classroom Adaptation (COCA-R).
Table 4 shows results for the child school readiness
score (lower scores on this measure indicate better
school adjustment). Background covariates of age,
gender andobservationoccasionall hadstrong effects
on the outcome but did not interact with intervention
status. Girls and older children had lower scores and
children had higher scores on the second occasion of
observation than the first. The fixed effect for the
intervention slope is negative and significant, indi-
cating a greater improvement in school readiness in
the intervention than the control condition. Both the
teacher-level standard deviation (SD) for the inter-
vention slope and the teacher-level correlation of the
intervention slope with initial status are significant.
The significant SD indicates significant individual
differences in student outcomes at the teacher level in
response to intervention. The significant and negative
correlation indicates that teachers whose students

Table 5 Multi-level results for child MOOSES

Effect

Child conduct
problems1

Child
disengage1

Peer
involve

Child
solitary2

Child positive
teacher

Child positive
peer

Value Value Value Value Value Value

Fixed effects
Initial status 2.157*** ).848*** 33.698*** 5.661*** 2.167*** 3.178***

Normative slope .035 .118* 3.797*** ).373*** ).014 .265***

Girl .403*** ).479*** ).554 .131 ).088*** ).122**

Age at entry .159*** ).141*** 2.307*** ).082 ).135*** .186***

Observation occasion 1 vs. 2 .026 8.167*** .046 ).091*** .262***

Intervention slope .040 ).082 1.552 .090 ).055 .011
Random effects
Student
Normative slope 1.240*** .569*** .006
Initial status 1.066*** .629*** .094 .765*** .244*** .470***

Intervention slope .606***

Cor(Initial status, norm. slope) .596*** ).414*

Cor(Initial status, int. slope) .296***

Classroom
Normative slope .044
Initial Status .226** .187** 2.661** .350*** .071* .149*

Intervention slope 3.558**

Cor(initial status, norm. slope) .013
Cor(initial status, int. slope) ).703

Teacher
Normative slope .135 .153*** .296***

Initial status .347*** .435*** 3.690*** .441*** .310*** .283***

Intervention slope .377*** .401*** .634*** .066 .215*

Cor(initial status, norm. slope) ).030 ).111 ).104
Cor(Initial status, int. slope) .522* ).608** ).589

Within student residual .590a 1.353*** 22.861*** 2.667*** .579*** 1.154***

Average effect size .032 ).141
Min. significant effect size .704 ).295
Max. significant effect size (z ¼ 2.00) 1.095 )1.648

Note. aFixed reliability estimate (20% of the observed variance at pre score). Estimated random effects are standard deviations
unless indicated otherwise. *p < .05, **p < .01, ***p < .001. Transformations: 1Log; 2Root (1.75).

Table 6 Classroom atmosphere

Effect Value Std.error t-value p-value

Fixed effects
Girl ).0235 .0140 )1.6829 .0926
Age at entry ).0079 .0142 ).5523 .5808
Observation
occasion 1 vs. 2

.0383 .0130 2.9430 .0033

Initial status 2.3896 .0411 58.2014 .0000
Normative slope .0176 .0353 .4976 .6188
Intervention slope ).1500 .0427 )3.5142 .0004

Random effects
Student intercept .0769 .0220 3.4974 .0005
Classroom
Initial status .2510 .0306 8.2109 .0000
Normative slope .1947 .0373 5.2257 .0000
Cor (Initial status,
norm slope)

).6181 .2231 )2.7707 .0056

Teacher
Normative slope .1463 .0389 3.7623 .0002
Initial status .3463 .0359 9.6458 .0000
Intervention slope .1408 .0660 2.1336 .0329
Cor (initial status,
int. slope)

).5813 .4261 )1.3641 .1725

Within student residual .5074 .0056 91.2291 .0000

Note. Random effect parameters are standard deviations or
correlations.
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had worse scores on this measure showed more
change in the intervention year than those that star-
ted with students who had better school readiness
scores. Follow-up analyses to probe the dependence
of the intervention effect on initial status reveal that
the intervention effectswere significant at the .05 level
starting at about the mean of the pre score with an
effect size of ).82 and going down to an effect size of
)2.87 at 2 standard deviations above the pre score
mean. Thus, the intervention had a large impact on
average student scores for teachers with students
with average levels of poor school readiness and a
very, very large impact on average student scores for
teachers with students with very poor initial levels of
school readiness.

Observation of Child School Readiness and Con-
duct Problems (MOOSES). None of the 6 child
MOOSES constructs showed significant main effects
of intervention (fixed effect for intervention slope in
Table 5) but child conduct problems and disen-
gagement scores both showed significant negative
correlations of initial status with intervention slope
(Cor(init. status, int. slope) in Table 5) signaling dif-
ferential effectiveness at the teacher level, and child
conduct problems showed a significant negative
correlation of initial status with intervention slope
(Cor(init. status, int. slope) in Table 5), signaling
differential effectiveness at the student level as well.
For both constructs, findings indicate that the higher
the initial average child conduct problems for a
teacher, the more improvement in average child
scores at the post test. For child conduct problems,
this differential effectiveness was also replicated at
the student level, indicating that over and above the
effect at the teacher level, children with higher
baseline conduct problems showed more improve-
ment at post test. For child conduct problems, the
intervention effect first became significant at p < .05
at 1.42 standard deviations above the pre score
mean with an effect size of ).70, (min. significant
effect size in Table 5), a medium large effect. At 2
standard deviations above the pre score mean the
effect size was )1.10, (max. significant effect size in
Table 5), a large effect. For the child disengagement
variable, the intervention effect first became signific-
ant at p < .05 at .20 standard deviations above the
pre score mean with an effect size of ).29, (min.

significant effect size in Table 5), a small effect. At 2
standard deviations above the pre score mean the
effect size was )1.65, (max. significant effect size in
Table 5), a very large effect.

Classroom atmosphere. Table 6 shows results for
the classroom atmosphere total score (low scores
indicate better classroom atmosphere). The inter-
vention slope (fixed effect for Intervention Slope in
Table 6) is negative and significant indicating a
greater improvement in classroom atmosphere in the
intervention than the control condition (effect size
was large ¼ 1.03, not shown in Table 6). Of the
background covariates, only the observation occa-
sion had a strong fixed effect, similar to the child
school readiness total score. The only significant
random effect at the student level was the student
intercept. The classroom-level correlation of initial
status with intervention slope was not significant
and eliminated from the model to remedy con-
vergence problems, providing no evidence for differ-
ential effectiveness related to initial level. The
teacher-level standard deviation of the intervention
slope was marginally significant (z ¼ 2.13, p ¼
.0329), indicating some tendency for differential
effectiveness, but the teacher-level correlation of
initial status with intervention slope was not signif-
icant (Cor(initial status, int. slope) ¼ ).58, z ¼
)1.36, p ¼ .1725), suggesting that the differential
effectiveness was not related to initial status.

Child problem-solving and feelings testing

Wally Problem Solving and Feelings Tests. See
Table 7 for means and standard deviations on these
measures. Mixed-design ANOVA (time by condition)
was used to evaluate the intervention effects on
these measures. Children in the intervention condi-
tion showed significantly greater improvement than
the control children on the number of different
positive strategies generated; F(1,214) ¼ 9.27,
p < .01, Eta2 ¼ .041. On the Wally Feelings test,
intervention children showed significantly greater
improvement than the control group in the number
of positive feelings that they could identify;
F(1,52) ¼ 8.58, p < .01, Eta2 ¼ .14. These results
help to bolster the differential effectiveness findings
presented in the multi-level models.

Table 7 Wally problem-solving and feelings at pre and post by condition

Control Intervention

Pre Post Pre Post

M SD M SD N M SD M SD N

Wally’s problem-solving # different positive strategies 5.51 2.09 6.61 1.99 96 5.48 2.47 7.21 2.42 120
Wally’s problem-solving # different negative strategies1 1.81 1.36 1.39 1.23 96 1.46 1.27 1.27 1.16 120
Wally feelings # positive feelings1 1.75 1.07 2.00 .92 20 1.79 1.39 3.71 2.28 34
Wally feelings # negative feelings1 2.25 1.21 3.00 1.69 20 2.82 1.78 4.21 2.20 34

Note. 1Log transformations for analyses.
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Parent involvement

Teacher-Parent Involvement Questionnaire (INVOL-
VE-T). Table 8 shows results for a multi-level pre-
post ANCOVA with parents nested within teachers.
No intervention effects or interactions of pre test by
intervention were detected for parent involvement in
education, school or a total score composed of both
education and school involvement, although the
intervention main effect for parent involvement was
marginally significant (p ¼ .053). For parent–teacher
bonding, however, a significant pre by intervention
interaction emerged as well as a significant main
effect of intervention favoring the intervention group.
The interaction effect was negative, indicating that
the post on pre regression was flatter in the inter-
vention group, suggesting differential effectiveness,
that is, teacher–parent bonding improved most in
the intervention group for teachers who reported low
teacher–parent bonding. Follow-up analyses to
probe the dependence of the intervention effect on
initial status reveal that the intervention effects were
significant at the .05 level starting at .39 standard
deviations above the mean (2.85) of the pre score
with an effect size of .14 and the effects increased for
lower pre scores going up to an effect size of .57 at 2
standard deviations below the pre-score mean
(1.68). Thus, the intervention had a medium impact
on the average parent–teacher bond within teachers
at initially low levels of bonding and small impact on
the average parent–teacher bond within teachers
with average to slightly above average initial levels of
bonding.

Satisfaction with program

Family and teacher satisfaction questionnaires.
Teachers were very satisfied with both the training
they received and the curriculum implementation in
their classrooms. Teachers rated 4 aspects of the
4-day training on a 4-point scale (1 ¼ unhelpful
and 4 ¼ very helpful): trainer’s leadership skills
(M ¼ 3.91, SD ¼ .29), group discussion (M ¼ 3.72,

SD ¼ .45), use of videotape examples (M ¼ 3.58,
SD ¼ .59), and use of role-plays (M ¼ 3.45, SD ¼
.64). At the end of the year, 83.3% of teachers said
that the Dinosaur curriculum was easy to integrate
into their regular curricula, 91% said that the pro-
gram met their social/emotional goals for their stu-
dents, 73% felt that the content and activities were
developmentally appropriate for their students, 75%
reported that they would continue the program in the
next school year, and 53% reported that they would
like ongoing training and technical support regard-
ing the program. Chi square analyses showed no
significant differences among grade levels for three of
the variables. However, Head Start teachers had
significantly more concerns about how to deliver the
content and activities in developmentally appropri-
ate ways and requested more ongoing training or
technical support than K and 1st grade teachers; Chi
square (1, N ¼ 93) ¼ 14.45, p < .01. Eighty percent
of Head Start teachers versus 35.5% of kindergarten
teachers and 43.8% of first grade teachers asked for
ongoing training.

Parents were also satisfied with the program:
94.1% reported positive overall feelings about the
Dinosaur curriculum; 91.4% would recommend the
program to other parents; 87.3% found the Dinosaur
homework assignments useful; 68.2% often talked
at home with their children about the Dinosaur
curriculum; and 72.5% said their children used the
Dinosaur School strategies at home (e.g., taking
deep breaths, talking about feelings, or using prob-
lem-solving steps). Chi square analysis showed
no differences for parent evaluations across grade
levels. These findings indicate that at least 2/3 of the
parents were involved in supporting their children’s
learning in regard to the social and emotional
curriculum at home.

Discussion and conclusions

Surveys indicate that kindergarten teachers are very
concerned about the number of children who arrive

Table 8 Multi-level ANCOVA results for parent involvement constructs

Educationa Schoolb Total Teacher bonding

Value Std.error Value Std.error Value Std.error Value Std.error

Fixed effects
Intercept 1.020 .042 .934 .034 2.837 .051 2.650 .045
Pre score .594 .043 .831 .074 .589 .046 .439 .053
Intervention ).020 .040 .061 .031 .025 .045 .099*** .033
Pre by intervention .098 .052 ).144 .085 .046 .054 ).175*** .060

Random effects
Teacher level
Intercept .275 .029 .224 .024 .349 .035 .342 .032
Post on pre slope .145 .038 .320 .052 .202 .036 .218 .043
Cor(int, post on pre slope) .175 .256 ).567 .205 ).426 .210 ).254 .211
Within teacher residual .433 .010 .336 .008 .472 .011 .324 .007

Notes. aReversed and 2/3rds root transformed. b2/3rds root transformed. Random effect parameters are SDs or correla-
tions.*p < .05, **p < .01, ***p < .001.
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in their classroom without the emotional self-regu-
latory and social skills to function productively and
learn in the classroom (West et al., 2001). They
report they are unable to teach academic skills be-
cause of difficulty knowing how to manage the
increasing numbers of students with conduct prob-
lems. Moreover, research has indicated that poor
school readiness and increased conduct problems
are even more prevalent in classrooms with high
percentages of students from poverty situations and
where there is a poor connection or involvement
between the school and parents. Therefore in this
efficacy trial we tested the impact of training teach-
ers in classroom management strategies and in the
delivery of a social and emotional curriculum in
schools with high percentages of culturally diverse
and socio-economically disadvantaged children. The
goals of this universal prevention curriculum were to
help teachers promote children’s social competence
and emotional self-regulation, reduce conduct
problems, and involve parents in their children’s
learning. Schools were randomly assigned to the
intervention condition or usual school services.

Results of observations of teachers’ classroom
management style with students indicated signifi-
cant improvements for teachers in intervention
classrooms. Teachers who received intervention were
significantly different from control teachers on four
of the five TCI variables: harsh/critical, warm/
affectionate, inconsistent/permissive, and social/
emotional. Intervention teachers used more specific
teaching strategies that addressed social and emo-
tional skills than teachers in control classrooms.
The effect sizes were moderate to high, indicating
that the curriculum and training had robust effects
on changing teachers’ classroom management
approaches. MOOSES ratings confirmed the TCI
findings, showing that intervention teachers used
significantly fewer critical statements than control
teachers.

Results of the observations of students in the
classrooms on the COCA-R showed both significant
improvement and significant differential improve-
ment in emotional self-regulation, social competence
and conduct problems compared with the control
students’ behaviors. Here the effect size was particu-
larly strong for those students from classrooms with
the poorest initial scores. The intervention had a
large impact on students from classrooms with
average levels of school readiness and conduct
problems and a very, very large impact on students
from classrooms with very low initial levels of school
readiness and high conduct problems. In addition,
MOOSES frequency measures of two discrete child
behaviors, conduct problems and disengagement
(or off-task behavior) in classroom activities, also
significantly differentially improved in the interven-
tion classrooms compared to the control condition
and showed the same pattern of differential effect-
iveness. Thus, overall, children from classrooms that

were most at initial risk benefited most from the
intervention. A global measure of Classroom Atmo-
sphere based on student behaviors of responsive-
ness, engagement, and cooperativeness and teacher
supportive behavior also indicated significant inter-
vention effects. We found no evidence that the stu-
dent gender, age or grade moderated the effects of
the intervention on student outcomes. Indeed, only
one of the teacher outcomes (effective discipline)
showed HS versus K/1st moderation so it appears
that the intervention works equally as well for boys
versus girls, and preschool Head Start children ver-
sus elementary school children.

All of our student behavioral outcomes showed
strong teacher-level effects, meaning that groups of
students associated with a particular teacher
changed more than groups of students associated
with a different particular teacher. In addition, the
groups of students that showed the most change
due to the intervention were those groups that
needed the most improvement to begin with.
Because the groups of students are formed about a
particular teacher, it is tempting to assume that
those groups of students who were most in need of
improvement and showed the most change had
teachers who also were most in need of improve-
ment and showed the most change as a result of the
intervention. That is in fact our hypothesis for
future work but it is important to point out that this
was never directly demonstrated in any our models
and need not be the case.

Results of the individual testing of a subset of
high-risk students confirmed the classroom obser-
vations of enhanced children’s social problem-solv-
ing skills and emotional literacy. Students who
received intervention had more prosocial solutions to
problem situations and an increased positive feeling
vocabulary compared with control students.
Increasing children’s social problem-solving knowl-
edge and emotional language is promising because it
increases the likelihood that children exposed to this
curriculum will be more successful in solving prob-
lems with peers.

Teachers in the intervention group reported
feeling more bonded or involved with the parents of
children in their classes, with the strongest effects
occurring with teachers who reported initial low
bonding with parents. This finding indicated that
teachers made more efforts to involve parents
through newsletters, phone calls and homework.
However, intervention teachers did not report a
significant improvement in parents’ efforts to call
them or volunteer in the classroom or attend
meetings. Because this intervention was not
directly offered to the parents, this might suggest
that further studies include an intervention for
parents in how to be involved in their children’s
education and work with the teacher. In fact, in
a prior prevention study that offered a 12-week
parent training program to parents we did find
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that intervention parents were significantly more
involved with their children’s education and school
than control parents on this measure (Reid,
Webster-Stratton, & Hammond, in press; Webster-
Stratton & Reid, 2008). Since parent involvement
and ability to work collaboratively with teachers
has been shown to be an important predictor of
children’s school success (Hawkins et al., 1999), it
is important to understand how to promote
parental involvement.

Finally, teacher evaluations indicated that teachers
were very satisfied with their training and their ability
to implement the curriculum inconjunctionwith their
academic curriculum. In addition, parent evaluations
indicated that parents were very satisfied with the
content of the curriculum and its effects on their
children. Interestingly, on these evaluations over
85% found the dinosaur homework useful and over
65% reported using the strategies at home. This
would suggest there was a fairly high level of
parent involvement at home with the curriculum
concepts.

This study contributes to a growing body of liter-
ature evaluating the social, emotional and problem-
solving classroom curriculum (Domitrovich, Cortes,
& Greenberg, in press; Grossman et al., 1997;
Walker et al., 1998b) showing promise for improving
young children’s overall school readiness and
reducing conduct problems. Like the PATHS curric-
ulum, the Dinosaur curriculum focused on pre-
school and kindergarten children who were socio-
economically disadvantaged and showed similar
findings in terms of increased emotion knowledge
skills as well as enhanced problem-solving strategies
for the sub-sample tested with the Wally measures.
A strength of the current study is the use of inde-
pendent classroom observations of teachers’ inter-
actions and children’s social and emotional
behavior. These observations indicated that the
intervention resulted in enhanced teacher classroom
management skills as well as improvements in chil-
dren’s overall school readiness and reduction of
conduct problems. To date, few other studies have
used observational methods to measure teacher and
child behaviors in the classroom. Instead, most have
relied on teacher self-report behavior ratings to
measure changes (Domitrovich et al., 2006; Lynch,
Geller, & Schmidt, 2004). While teacher report
provides important information about teachers’
perceptions of children’s behavior, these ratings are
usually provided by the same teachers who received
training and implemented the intervention, and thus
may be biased in favor of reporting positive student
changes. The addition of independent observations
that corroborate teacher report findings strengthens
the intervention effects reported in the current
study. Further follow-up research is under way to
assess whether the changes in the students’ social,
emotional, and behavioral competence are sustained
in subsequent grades, and whether they lead to

enhanced academic achievement and reduction of
conduct disorders.

Another strength of the current study is very high
intervention implementation integrity. Because
research staff co-led the Dinosaur curriculum with
teachers almost all classrooms received a full dose of
intervention delivered using consistent implementa-
tion standards. This allowed for an accurate evalu-
ation of the intervention when it is delivered with
integrity and with ‘full strength,’ as intended by the
developers. Further research is now needed to con-
duct an effectiveness trial where the program is
evaluated under ‘real world’ conditions without the
research support and careful monitoring that was
offered in the current project. It remains to be seen
what level of technical support teachers will need to
implement the program effectively on their own after
receiving the training.

Another limitation of the study is that we cannot
determine whether the child behavior improvements
occurred outside the classroom environment and
whether they generalized to the home environment.
Further study should include parent report of
behavior change as well.

Children between the ages of 3 and 6 years are
developing social and emotional skills at a pace
exceeding any other later stage of life. Their behavior
is still flexible and their cognitive processes, which
vacillate between fantasy and reality, are highly
malleable and receptive to adult socialization pro-
cesses. Teaching and learning that happens in this
age range is crucial because it sets either a firm or a
fragile foundation for later relationships and social-
ization, learning, and attitudes toward school. Early
childhood learning can be seriously threatened by
social, emotional impairments and conduct prob-
lems. Intervening early to remediate these difficulties
may have lifelong benefits for enhancing children’s
later success. Research, such as this, that provides
empirical information about ways to change these
key variables can provide the basis for early inter-
vention plans for schools that will help to benefit
children at high risk for later school difficulties. In
other words, focusing on promoting social and
emotional learning and preventing conduct problems
in these early years may put children on a trajectory
leading to a cycle of lasting improvements in school
achievement and mental health.
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Abstract: Appropriate implementation of time-
out has been shown for decades to produce 

positive outcomes ranging from the reduction in 
child problem behaviors to reduced levels of child 
maltreatment. Although the literature indicating 
positive outcomes on time-out is abundant, time-out 
continues to elicit controversy. While this controversy 
has been long-standing, more recent, outspoken 
sceptics have contested time-out using widely-
viewed mediums. Unfortunately, critics present 
arguments against time-out without consulting the 
abundant, empirical literature on its positive effects. 
Moreover, these misinformed views can have 
devastating consequences by swaying families away 
from appropriate time-out implementation who may 
otherwise benefit. This paper utilizes the breadth of 
research on time-out to addresses myths surrounding 
its implementation. 

Keywords: time-out, children, parenting, behavior 
problems, evidence-based treatment 

Introduction

The use of time-out with children has been debated for 
years (e.g., LaVigna & Donnellan, 1986; Lutzker, 1994a; 
Lutzker, 1994b; McNeil, Clemens-Mowrer, Gurwitch, & 
Funderburk, 1994; Vockell, 1977). Research indicates 
that the use of time-out has been recommended to 
reduce problem behaviors for both typically behaving 
and clinically referred children (see Everett, Hupp, & 
Olmi, 2010 for a review; O’Leary, O’Leary, & Becker, 
1967). The use of time-out in the classroom has 
been accepted by the general public for decades 
(Zabel, 1986), over and above alternative forms of 
discipline (e.g., spanking; Blampied & Kahan, 1992; 
Foxx & Shapiro, 1978). This sentiment is still shared 
in recent community sample perspectives (Passini, 
Pihet, & Favez, 2014). The use of time-out has been 
endorsed by the American Academy of Pediatrics, 

Society for a Science of 
Clinical Psychology, and 
American Psychological 
Association, among 
others, as an effective 
discipline strategy for 
child misbehaviors 
(American Academy 
of Pediatrics, 1998; 
Novotney, 2012; 
Society for a Science 
of Clinical Psychology, 
2014). However, the 
implementation of this 
widely used procedure 
continues to evoke 
controversy (e.g., Siegel & Bryson, 2014a). 

Despite abundant evidence documenting the 
effectiveness and utility of time-out, highly visible, 
non-evidence-based cautions and recommendations 
against its use continue to be written and publicly 
disseminated. Unfortunately, such unfounded 
arguments against time-out implementation 
meaningfully permeate the public discourse. 
For example, a recent article in Time magazine 
(Siegel & Bryson, 2014a) publically ridiculed time-
out by claiming it negatively affected children’s 
neuroplasticity, isolated children, deprived them of 
receiving their “profound need for connection” (para. 
4), and worsened problem behaviors rather than 
reducing them. The current article details the important 
components present in evidence-based practices 
incorporating time-out. In turn, the authors directly 
address major concerns raised by opponents of 
time-out using evidence collected through a rigorous 
literature search and relevant news articles. Research 
on the subject is compiled to provide an empirical 
perspective on time-out myths and controversies.

Specifications of Time-out

To address questions concerning the time-out 
paradigm, we first define the term and operationalize 
the procedure. Definitional issues are important as 
research findings from improperly implemented 
discipline procedures have produced mixed results 
(Larzelere, Schneider, Larson, & Pike, 1996). The 
term “time-out” was originally coined by Arthur Staats 
(Staats, 1971), and is an abbreviation of what many 
behavior analysts or behavioral psychologists would 
describe as “time-out from positive reinforcement” 
(Kazdin, 2001). Time-out “refers to the removal of a 
positive reinforcer for a certain period of time” (Kazdin, 
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2001, p. 210). By definition, time-out includes (1) a 
reinforcing environment, as well as (2) removal from 
that environment (Foxx & Shapiro, 1978). The positive, 
reinforcing environment often is established through 
warm, supportive parenting practices (e.g., praise). 
Appropriate child behaviors are immediately followed 
by positive parental attention to increase children’s 
use of the appropriate behavior. Time-out, therefore, 
is meant to follow an inappropriate response to 
decrease the frequency of the response (Miller, 1976). 
Time-out is not meant to ignore a child’s essential 
needs such as hunger, thirst, fear, or distress due 
to an accident (Morawska & Sanders, 2011). There 
are three situations that are appropriate for time-out 
implementation: (1) the presence of inappropriate 
behavior (e.g., noncompliance to a parental command), 
(2) the presence of a safety issue associated with the
behavior (e.g., child hitting others), (3) when the use
of reinforcements by the caregiver is ineffective due
to the presence of other maintaining reinforcers in
the child’s environment (e.g., other children laughing
at the behavior in the classroom; Anderson & King,
1974).

Between the years of 1977 and 2007, Everett, Hupp, 
and Olmi (2010) evaluated the collection of time-
out research to operationally define a best-practice 
time-out procedure. Of the 445 studies collected, 
the researchers selected the 40 highest quality 
articles comparing 65 time-out intervention methods. 
A necessary set of criteria largely accepted across 
the literature was summarized as a collection of  
“(a) verbalized reason, (b) verbalized warning, (c) 
physi¬cal placement, (d) location in a chair, (e) short 
time durations, (f) repeated returns for escape, and 
(g) contingent delay release” (Everett, Hupp, & Olmi,
2010, p. 252). In addition, behavioral management
principles were largely recommended including “(a)
remaining calm dur¬ing implementation, (b) the use of
the intervention immediately and consistently following
target behavioral occurrence, and (c) appropriate
monitoring through which to judge intervention
effectiveness” (Everett, Hupp, & Olmi, 2010, p. 252).

Overall, time-out is meant to provide a consistent form of 
discipline that is delivered in a calm, controlled manner. 
Psycho-education on the use of developmentally 
appropriate behaviors is often conducted, thereby 
helping parents to set appropriate expectations for 
their child’s behavior. Time-out allows parents to set 
limits when children act defiantly. It can be utilized in 
conjunction with other parental methods of discipline 
(e.g., removal of privilege), and is often implemented 
when a child does not respond to other parenting 

a p p r o a c h e s 
(Hakman, Chaffin, 
Funderburk, & 
Silovsky, 2009). 
Time-outs are only
administered for a
pre-specified period
of time (e.g., typically
3-7 minutes).
Therefore, the child’s
circle of security
is maintained as
the parent returns 
positive attention to
the child after completion of the discipline procedure,
such that warm, positive words and touches are used
to help the child regain emotional control and rebuild
the relationship (McNeil & Hembree-Kigin, 2010). A
number of evidence-based programs implement a
structured time-out protocol adhering to Everett and
Hupp’s guidelines including Defiant Children (Barkley,
2013), Fast Track Program (Slough et al., 2008), Helping
the Noncompliant Child (McMahon & Forehand, 2003;
Peed, Roberts, & Forehand, 1977), the Incredible
Years (Webster-Stratton, 1984), the Kazdin Method
for Parenting the Defiant Child (Kazdin, 2008), Oregon
Model, Parent Management Training (Forgatch,
Bullock, & Patterson, 2004), Parent-Child Interaction
Therapy (Eyberg & Funderburk, 2011; McNeil &
Hembree-Kigin, 2010), Positive Parenting Program
(Triple P; Nowak & Heinrichs, 2008; Sanders, Cann,
& Markie-Dadds, 2003), and the Summer Treatment
Program (Chronis et al., 2004). While some argue
against time-out practices, families trained in time-out,
their children, and the therapists who deliver treatment
rate the procedure as appropriate and acceptable to
help reduce problem behaviors (Eisenstadt, Eyberg,
McNeil, Newcomb, & Funderburk, 1993).

The following sections will address five separate 
myths commonly made by time-out opponents. Within 
each myth, specific empirical literature will be cited 
to support each counter argument. The paper will 
conclude by summarizing key counter arguments and 
placing time-out in the broader context of the evidence 
based treatment approaches.

Myth 1: Time-out is Counterproductive Because 
Loving, Positive Parenting is the Most Therapeutic 
Approach to Alleviating Child Misbehavior

Some time-out opponents support the perspective 
that time-out hurts children’s emotional development, 
arguing that parents need to provide love, attention, 
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and reasoning 
to help children 
regulate their anger 
during episodes 
of misbehavior 
(Siegel & Bryson, 
2014a). In contrast 
to this perspective, 
decades of research 
have validated the 
notion that optimal
child development 
occurs in the context 

of both warmth, love, and clear, consistent parental 
control and direction. In 1967, Diana Baumrind 
proposed three categorizations of parenting styles: 
authoritative, authoritarian, and permissive (for reviews, 
see Baumrind, 1967; Baumrind & Black, 1967). Each 
style delineated a balance between various degrees 
of parental responsiveness (warmth) and parental 
demandingness (control; Baumrind, 1967 & 1978). 
Baumrind operationalized parental responsiveness 
as displays of parental warmth, communication, 
and the encouragement of individual expression 
(Baumrind, 2005; Areepattamannil, 2010). Baumrind 
conceptualized parental control as a high degree of 
demandingness in which a parent may request that 
a child exhibit or change his or her behavior to better 
conform to the rules and expectations of society 
(Baumrind, 2005). While authoritative parents utilize a 
balance of both responsiveness and consistent control, 
authoritarian parents employ high levels of control 
and low levels of responsiveness (Areepattamannil, 
2010; Maccoby & Martin, 1983). Although, permissive 
parents utilize high levels of responsiveness, 
they also place few demands upon their children 
(Areepattamannil, 2010; Baumrind, 1996; Maccoby 
& Martin, 1983). Since such parental typologies 
were proposed, decades of empirical research have 
investigated the application of such categorizations 
with a variety of populations. Specifically, authoritative 
parenting has been related to positive child health 
outcomes (Cullen et al., 2000), positive school 
outcomes (Areepattamannil, 2010) and lower levels 
of child behavior problems (Alizadeh, Talib, Abdullah, 
& Mansor, 2011). Conversely, caregivers’ consistent 
failure to set developmentally appropriate limits on 
children’s inappropriate behavior, a primary dimension 
of permissive parenting, has been associated with 
suboptimal levels of child development. Furthermore, 
the permissive parenting style has been related to 
higher levels of child behavior problems (Driscoll, 
Russell, & Crockett, 2008), substance abuse (Patock-

Peckham & Morgan-Lopez, 2006), and poorer emotion 
regulation in children (Jabeen, Anis-ul-Haque, & Riaz, 
2013).

In addition, the implementation of purely positive 
parenting techniques alone has been found to be 
insufficient to obtain significant improvements in 
child behavior problems (Eisenstadt et al., 1985). 
These findings indicate that a positive relationship 
cannot alleviate significant problem behaviors or 
maintain appropriate levels of behavior without proper 
limit-setting (Pfiffner & O’Leary, 1987). Eisenstadt 
and colleagues (1993) evaluated the separate 
components of positive parenting practices and 
discipline strategies through a highly structured time-
out procedure. Results indicated that children who 
received only the positive parenting component had 
slight improvements on oppositionality, but large 
problem behaviors were not eliminated. The children 
who received the discipline procedure improved 
to within normal limits of oppositionality. A separate 
review of the literature indicated that differential 
reinforcement alone was not as effective in reducing 
problem behavior as reinforcement combined with 
discipline procedures (Vollmer, Irvata, Zarcone, 
Smith, & Mazaleski, 1993). Discipline procedures are 
thus important components to positive parenting for all 
families (Cavell, 2001). 

The field of applied behavior analysis has been 
particularly influential in the translation of behavioral 
principles to work with children in applied settings. 
Research in applied behavior analysis indicates 
that providing immediate attention (e.g., reasoning, 
hugs) for disruptive behaviors that are maintained by 
attention will result in increased behavior problems 
(Cipani & Schock, 2010). Specifically, differential 
reinforcement of other behavior (DRO), a commonly 
used behavioral schedule in applied behavior analysis, 
employs operant conditioning techniques to decrease 
the frequency and length of inappropriate behaviors 
otherwise maintained by attention. In contrast, a child 
in distress from an accident or upset about the loss of 
his pet should receive warm, understanding attention 
and emotional validation from his or her caregiver 
given that the behavior is not problematic, nor is its 
function negative attention seeking. 

DRO is based off of positive reinforcement techniques 
in which positive behaviors are reinforced, thereby 
increasing their frequency, while negative and 
inappropriate behaviors are ignored, thereby 
reducing their frequency (Gongola & Daddario, 2010). 
Strictly speaking, other behaviors are reinforced for a 
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period of time while the negative, target behavior is 
not provided with any attention. The DRO schedule 
has demonstrated efficacy across a wide variety 
of environments and populations in decreasing 
inappropriate and noncompliant behavior. The DRO 
schedule also supports a positive environment and is 
an ethically appealing form of behavior modification 
(see Gongola & Daddario, 2010 for a review). A 
childhood tantrum represents a common childhood 
behavior that often functions as a means by which 
children may receive negative attention. However, if 
attention (e.g., reasoning, negotiating, comforting) 
is provided in this moment, as suggested by some 
authors (Siegel & Bryson, 2014a), such negative 
attention seeking behavior will be reinforced and the 
frequency and intensity of the tantrum will increase. 
Unfortunately, research and clinical practice indicate 
that verbal instruction regarding appropriate child 
behavior alone has not been shown to reduce a child’s 
negative outbursts (Roberts, 1984), indicating a need 
for additional procedures to successfully modify 
aggressive and non-compliant behavior. Additionally, 
such attention may result in progressively escalating 
emotional exchanges between the parent and child 
in an attempt to control the situation (Dishion, French, 
& Patterson, 1995). By ignoring a child’s tantrum and 
enthusiastically engaging in an appropriate activity, a 
parent is likely to redirect a child’s attention away from 
his or her tantrum. Praise (e.g., for “using your words” 
or “calming yourself down”) and positive touches may 
then be used to reinforce calm, emotionally regulated 
behavior. If the timing of such attention is provided 
after the tantrum has ceased and when the child is 
calm, the child is less likely to engage in a tantrum 
for attention seeking purposes in the future, tantrums 
are likely to decrease in duration and frequency, and 
instances of emotional regulation may be likely to 
occur. Time-out therefore, functions similarly to a DRO 
procedure, in that attention is removed for a specified 
period of time and reinstated after the allotted time is 
up, and the child is calm and able to complete the 
original request.

While typically developing children in the preschool 
age are likely to display regular levels of noncompliance 
to assert their independence (Schroeder & Gordon, 
1991), most do not develop significant behavior 
problems because parents already provide both 
positive attention and appropriate limit-setting. In 
severe cases of persistent childhood misbehavior, 
however, a caregiver may be referred for evidence-
based parent-training treatment to quickly modify 
maladaptive parent-child interactions. In such cases, 

research indicates 
that families 
typically enter 
treatment utilizing 
i n a p p r o p r i a t e 
and inconsistent 
strategies to handle 
their children’s 
behavior (Bandura 
& Walters, 1959; 
McCord, McCord, & 
Zola, 1959; McNeil et 
al., 1994). Evidence-
based practices 
are used to teach 
parents consistent 
discipline only after 
they have mastered positive approaches of interacting 
with their children including praising and rapport-
building between the parent and child (Nowak & 
Heinrichs, 2008). A compilation of time-out literature 
concludes that approximately 77% of these research 
articles utilized time-out in addition to another treatment 
component, namely parent-child relationship building 
(Everett, Hupp, & Olmi, 2010). The goal of this 
treatment is to reduce negative parenting practices 
and eliminate corporal punishment techniques by the 
conclusion of treatment (McNeil et al., 1994). Across 
the time-out literature, research indicates that eighty-
six percent of studies used positive reinforcement to 
increase positive behaviors (Everett, Hupp, & Olmi, 
2010). Once an environment is built on positive, 
warm relationships, the time regularly spent with 
the child outside of time-out becomes rewarding 
and reinforcing. As a result, the child is increasingly 
motivated to avoid time away from parental attention, 
to work to gain positive attention, and to engage in 
fewer negative attention-seeking behaviors. 

Myth 2: Time-out Strategies are Manualized and Do 
Not Address the Individual Needs of Children 

As previously noted, a number of empirically-based 
parenting programs for children with severe behavior 
problems specify the use of a clear, step-by-step time-
out procedure (e.g., Parent-Child Interaction Therapy, 
Eyberg & Funderburk, 2011; the Summer Treatment 
Program, Chronis et al., 2004). In contrast to views 
that manualized treatments do not address a child’s 
individual needs, the specific components of time-
out (e.g., duration, child characteristics, child age, 
specific behavior problems) have been investigated 
to maximize efficacy while minimizing the intensity of 
the procedure for a given child  (Fabiano et al., 2004). 
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Evidence supporting the efficacy of individualized 
time-out programs within the larger framework of three 
manualized treatment programs (Summer Treatment 
Program, Chronis et al., 2004; Parent-Child Interaction 
Therapy, McNeil & Hembree-Kigin, 2010; Defiant 
Children, Barkley, 1997) will be presented.

Fabiano et al. (2004) investigated the effect of three 
time-out procedures of varying lengths for children 
attending a summer treatment program for Attention 
Deficit Hyperactivity Disorder (ADHD: a disorder 
characterized by attention difficulty, hyperactivity, and/
or impulsiveness). Time-out conditions consisted of a 
short (5 minute), long (15 minute) and an escalating/de-
escalating procedure whereby a child could increase 
or decrease the length of the time-out depending on 
the appropriateness of his or her behavior in time-out. 
A time-out was only assigned following the occurrence 
of intentional aggression, intentional destruction of 
property, or repeated noncompliance. In the final 
response-cost condition, children only lost points 
for exhibiting such behaviors and commands were 
repeated until compliance was achieved. Results 
supported previous literature, indicating that time-out, 
irrespective of duration and child’s age, was effective 
in reducing the occurrence of problematic behaviors 
(McGuffin, 1991). Recognizing that responses to time-
out varied by the individual, the authors recommended 
modifications of the procedure if the initial time-out 
protocol is rendered unsuccessful. For example, 
some children may require a more complicated time-
out procedure (Fabiano et al., 2004; Pelham et al., 
2000). Finally, despite the context of a manualized 
treatment program with clear time-out procedures, 
the authors reported that individualized goals and 
individualized behavioral treatment programs were 
instated for children whose behavior did not respond 
well to time-out. The use of such programs indicates 
a degree of flexibility within the model and a focus on 
individualized efficacy of the procedure. 

Another manualized treatment approach, Parent-
Child Interaction Therapy (PCIT), utilizes a variety of 
procedures based in behavioral theory to individualize 
treatment to each child and family (McNeil, Filcheck, 
Greco, Ware, & Bernard, 2001). For example, PCIT 
begins with a non-standard functional assessment 
in which the therapist observes parent and child 
behavior across three situations meant to simulate 
typical parent-child interactions. The function of both 
parent (e.g., negative talk) and child (e.g., defiance, 
complaining) behaviors during these interactions 
are specifically evaluated (McNeil et al., 2001). Such 
conceptualizations are used to guide treatment 

so that caregivers can be taught to use positive 
interactional skills for attending to specific prosocial 
behaviors displayed by their children (McNeil et al., 
2001). Additionally, individualized, skill-based data 
from behavior observations conducted at the start of 
each session are immediately utilized to shape the 
treatment session (McNeil et al., 2001). The discipline 
procedures used in PCIT may also be adapted 
according to the child’s age and developmental level 
(McNeil et al., 2001). Furthermore, time-out is not 
recommended for toddlers less than two years old 
in response to noncompliance (McNeil & Hembree-
Kigin, 2010). Instead a procedure involving simple 
words and pointing to what the child should do (e.g., 
“give me hat”) followed by a hand over hand guide 
and praise for compliance should be used. A short 
(1 minute) time-out in a safe space (e.g., high chair, 
playpen) is recommended for aggressive behavior 
(McNeil & Hembree-Kigin, 2010). In contrast, 
discipline procedures for older children (7-10 years) 
include a number of potential steps such as (1) an 
explanation of the command, (2) an initial “big ignore” 
upon noncompliance in which a parent withdraws 
attention from the child for 45 seconds, and (3) a time-
out warning. To teach the older child to cooperate 
with the time-out procedure, a sticker chart may be 
used to reward either avoiding time-out entirely by 
complying with parental instructions or accepting 
the time-out consequence without resistance. A 
suspension of privilege procedure is introduced late 
in treatment if children refuse to attend time-out or 
escape from time-out. Finally, some critics believe 
that time-out should not be used with children on the 
autism spectrum as the procedure allows the child to 
escape from otherwise non-pleasurable demands. 
However, a core component of effective time-out 
across evidence based programs is completion of the 
original command, thereby inhibiting the function of 
time-out as escape.

Lastly, in Defiant Children, a manualized treatment for 
non-compliant children, Barkley (1997) also uses a 
time-out procedure. Similar to PCIT, parents are told 
to implement time-out initially for noncompliance to 
commands only. After noncompliance to a warning, 
children remain in time-out for 1-2 minutes per year 
of their age and are not allowed to leave time-out until 
they are quiet for approximately 30 seconds. A child’s 
bedroom is used if the child escapes from the chair 
before the allotted time is up. The sequence concludes 
when the child must comply with the original command. 

It is well established that manualized treatment 
procedures support the efficacy of time-out in reducing 
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child behavior problems (Fabiano et al., 2004). Although 
a primary time-out procedure is specified in some 
manualized treatment programs, many also include 
individualized programs dependent upon the needs 
and characteristics of the child. Most importantly, time-
out procedures often involve more intensive back-up 
consequences only when a child is unable to comply 
with the least restrictive consequence. When applied 
to typically developing children, the higher steps in 
the procedure may not be necessary. Children are 
taught all procedures prior to their initiation, and the 
provision of various backup procedures to time-out is 
determined by the child’s choices. As the foundation of 
time-out is removing the child from reinforcing events, 
an integral component of the procedure involves 
enhancing time-in by increasing the reinforcing value 
of the parent-child interactions. As such, time-out 
procedures always fall within the larger context of a 
warm, positive environment where prosocial child 
behaviors are encouraged through high rates of social 
reinforcement.  

Myth 3: Time-out Can Trigger Trauma Reactions 
Related to Harsh Discipline Practices, Thereby 
Retraumatizing Children with a History of Maltreatment 

There is considerable debate on the use of time-
out for children with histories of trauma. However, a 
number of research studies spanning multiple areas of 
psychology shed light on the use of time-out with this 
specialized population (Chaffin et al., 2004). Physical 
abuse is likely to occur in the context of the coercive 
cycle whereby a parent and child use increasingly 
intensive verbal and behavioral strategies to attempt 
to control a given situation (Patterson & Capaldi, 1991; 
Urquiza & McNeil, 1996). Such escalation may result 
in child physical abuse (CPA). Chaffin et al. (2004) 
conducted a randomized controlled trial to investigate 
the effects of PCIT on physical abuse. At the two year 
follow-up assessment, reports of physical abuse were 
19% in the PCIT group as compared to 49% in the 
community parenting group, suggesting that the use 
of a time-out procedure may have helped to reduce 
the occurrence of CPA.	

Some may argue that the use of time-out with 
children who have experienced abuse may result in 
retraumatization. Retraumatization has been defined 
as, “… traumatic stress reactions, responses, and 
symptoms that occur consequent to multiple exposures 
to traumatic events that are physical, psychological, 
or both in nature” (Duckworth & Follette, 2012, p. 2). 
These responses can occur in the context of repeated 
multiple exposures within one category of events (e.g., 

child sexual assault and adult sexual assault) or multiple 
exposures across different categories of events (e.g., 
childhood physical abuse and involvement in a serious 
motor vehicle collision during adulthood). According 
to the Diagnostic and Statistical Manual of Mental 
Disorders-5, examples of traumatic events may include 
torture, disasters, being kidnapped, military combat, 
sexual abuse, and automobile accidents (5th ed., 
text rev.; DSM–5, American Psychiatric Association, 
2013). An individual’s response to the traumatic 
event may be any combination of “a fear-based re-
experiencing, emotional, and behavioral symptoms… 
[an] anhedonic or dysphoric mood state and negative 
cognitions [and/or] arousal and reactive-externalizing 
symptoms [and/or] dissociative symptoms” (5th ed., 
text rev.; DSM–5; American Psychiatric Association, 
2013, p. 274). Given such definitions, it seems unlikely 
that a three minute time-out in a chair would qualify 
as a traumatic event for a young child. Yet, it remains 
important to consider whether time-out could serve as 
a trauma trigger, causing a child to experience intense 
fear and dissociative symptoms. At the same time, 
we must consider how to differentiate dysregulated 
behavior that has been triggered by association with 
a past trauma (e.g., physical abuse during discipline) 
versus the typical yelling, crying, and tantrumming 
seen routinely when strong-willed children receive a 
limit.  

In a typical time-out procedure, a child is issued a 
command. Following a short period (e.g., 5 seconds), 
a warning is given indicating that if the child does 
not do as instructed, then he or she will go to time-
out. Following an additional period of silence, the 
child is led to a time-out chair (Eyberg & Funderburk, 
2011). Although such procedures could be potential 
triggers for recalling prior abuse, time-outs involve 
setting clear, predictable limits which are essential to 
healthy growth and development. Without the ability to 
establish boundaries and enforce predictable limits, 
caregivers of children with prior abuse histories may 
resort to a permissive parenting style that (1) lacks the 
structure needed for children to develop adequate 
self-control and emotional regulation, and (2) has 
been shown to lead to poor mental health outcomes 
(Fite, Stoppelbein, & Greening, 2009; McNeil, Costello, 
Travers, & Norman, 2013). 

A valid concern is that time-out procedures could very 
well serve as a trigger for previous abuse experiences, 
particularly those that involved the caregiver 
becoming physically aggressive during an escalated 
and coercive discipline exchange. Yet, instead of 
automatically concluding that discipline battles should 
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be avoided due to the possible triggering of a trauma 
response, it is interesting to consider that the time-
out procedure could actually be highly therapeutic 
from an exposure perspective. A primary treatment 
component for individuals that have experienced 
trauma involves imaginal or in-vivo exposure to triggers 
associated with the traumatic event in the context 
of a safe environment. Through repeated exposure, 
the individual’s anxiety surrounding the trauma 
decreases. Previous triggers become associated with 
feelings of safety and predictability, rather than fear 
and pain. From a behavioral perspective, a previously 
unconditioned stimulus (e.g., yelling and hitting during 
discipline interactions) is replaced by a conditioned 
stimulus (e.g., a calm, clear, and consistent sequence 
of caregiver behaviors). The previously unconditioned 
response (e.g., fear) is then alleviated by the feelings 
of safety associated with predictable consequences 
delivered by the caregiver (e.g., time-out delivered 
calmly and systematically). The use of a warning prior 
to the time-out provides control to children, allowing 
them to choose a behavioral response and control 
whether time-out is delivered. Through repeated 
exposure to consistent, calm limit setting, discipline 
scenarios are no longer associated with fear and pain, 
such that prior conditioning is extinguished. Through 
exposure to predictable and appropriate limit setting, 
the child develops a sense of control and feelings of 
safety during discipline interactions.  

It is imperative to consider each child’s individual 
abuse history in the context of each step of time-out. 
For children with histories of neglect or seclusion, an 
alternative back-up procedure (other than a back-up 
room) may be considered as a consequence for time-
out escape, as the back-up room may have ethical 
concerns as the exposure may be too intense (more of 
a flooding experience than systematic desensitization; 
McNeil & Hembree-Kigin, 2010). In these types of 
extreme cases, alternative back-ups to the time-out, 
such as restriction of privilege, may be used to allow a 
more systematic exposure to the time-out sequence, 
allowing children to regulate their emotions while 
maintaining the efficacy of such procedures (McNeil, 
Costello, Travers, & Norman, 2013). If a back-up space 
is deemed appropriate, the caregiver is instructed to 
remain in close proximity (i.e., within two feet of the 
child) so that the child is aware of the parent’s presence, 
thereby preventing the child from experiencing any 
sense of abandonment. Following time-out, the parent 
and child are encouraged to engage in calm, loving 
interactions, often in the form of play. These warm 
interactions help to maintain the positive parent-child 
relationship, while also communicating that the parent 
loves the child but does not condone the child’s defiant 
and aggressive behavior (McNeil, 2013).

Myth 4: Time-out is Harmful to Children 
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Some time-out opponents believe that time-out causes 
children to feel intense relational pain and feelings of 
rejection from their caregiver. Additionally, some argue 
that time-out causes children to fail to have a chance 
to build important social and emotional skills including 
emotion regulation, empathy and the ability to solve 
problems (Siegel & Bryson, 2014a). While there is 
an abundance of research indicating the positive 
outcomes stemming from time-out implementation, 
equal importance should be placed on the alternative 
outcomes if parent training (including both positive 
parenting skills and discipline techniques) is not 
delivered to high-risk families. Regardless of the 
feelings individuals have about the use of “aversive” 
practices (e.g., time-out), the unfortunate truth is 
both high- and low-risk families can inflict severe, 
inappropriate consequences on their children when 
caught in a coercive process. Passimi, Pihet, and 
Favez (2014) explored a community sample of highly 
educated, generally stable families to determine 
their acceptance of discipline techniques used with 
their children. Mothers indicated strong beliefs in 
a warm relationship with their children and agreed 
with explaining household rules regularly. The use 
of time-out was also highly accepted, however 
there was significant variation across parents 
indicating that strong feelings were present about the 
appropriateness of various discipline approaches. 
Discipline techniques such as yelling and spanking 
received the lowest acceptance by these parents, 
with spanking practices more accepted than yelling. 
In spite of their acceptance rates, both yelling and 
spanking were implemented by the sampled families.  
Moreover, although yelling was the least acceptable 
practice rated by mothers, yelling was implemented 
as frequently as time-out in this sample.

While families can be well-intentioned, parents 
and children may unknowingly become caught in a 
negative interaction cycle explained by Patterson’s 
coercion theory (1982). Patterson’s theory explains a 
process of mutual reinforcement between parents and 
their children in which parents inadvertently reinforce 
a child’s problem behaviors. More specifically, 
Patterson’s (2002) theory posits that a parent may give 
a command to a child who then resists or becomes 
frustrated by the request. Such child misbehavior 
causes the parent to become angrier, the child to 
become more defiant, and the interaction to escalate. 
If parents give in to the child at this point in the coercive 
exchange, it results in the strengthening of the child’s 
problem behavior. The coercive escalation also can 
lead parents to react with inappropriate discipline 

strategies to elicit a form of control (Patterson, 1982; 
Patterson & Capaldi, 1991). When these styles of 
interaction become the norm, children learn a pattern 
of defiance, leading to behavior problems that can 
maintain during the course of development (Granic 
& Patterson, 2006). Fortunately, the use of time-out 
interrupts the coercive process between caregivers 
and children. Evidence-based practices provide 
parents with specific words and actions to prevent 
the escalation of problem behaviors (Morawska & 
Sanders, 2011).

Families referred for parent training have higher 
rates of physical punishment and inappropriate 
discipline strategies (Patterson & Capaldi, 1991). In 
one clinical sample, for example, parents admitted to 
spanking their children approximately 13 times a week 
(McNeil et al., 1994). Referred caregivers are more 
likely to respond to their children’s frequent, regular 
misbehaviors with yelling, critical statements, threats, 
and physical punishment (Mammen, Kolko, & Pilkonis, 
2003). When no positive discipline alternatives are 
provided to highly stressed parents who are confronted 
with severe behavior problems, they are likely to resort 
to spanking out of desperation and frustration. When 
spanking is unsuccessful, physical punishments may 
escalate into child physical abuse. 

Although some outspoken opponents argue that time-
out makes children “angrier and more dysregulated” 
when children have not “built certain self-regulation 
skills” (Siegel & Bryson, 2014a, para. 5, 7), the research 
has in fact indicated that the opposite is true. Time-out 
represents a safe, effective form of discipline in which 
a caregiver and child are able to remove themselves 
from a potentially stressful parent-child interaction and 
are given the space needed to regain control of their 
thoughts and emotions. Specifically, recent research 
indicates promising outcomes using time-out for 
children with disruptive mood dysregulation disorder. 
Therefore, implementing a parenting intervention with 
both relationship-building and discipline (i.e., time-
out) components produced significant positive effects 
such as a reduction in defiance and an increase in 
a healthier mother-child relationship. Further research 
supports the notion that time-out is effective in helping 
children’s externalizing and internalizing behavior to 
come within normal limits, demonstrate greater self-
control and achieve better emotion regulation abilities 
(Graziano, Bagner, Sheinkopf, Vohr, & Lester, 2012; 
Johns & Levy, 2013; Webster-Stratton, Reid, & Stool-
Miller, 2008).  Additionally, the length of time-out is 
short (e.g., approximately 3 minutes or 1 minute per 
year of the child’s age) across most empirically-based 
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parenting programs (Everett, Hupp, & Olmi, 2010).

Kazdin (2002) argues that, the failure to use appropriate 
discipline and parenting techniques to protect a child 
who is acting out may be detrimental, and itself may 
meet the definition of abuse. If negative discipline 
procedures escalated to the level of severe physical 
punishment, abuses such as these have been shown 
to be associated with a child’s increased likelihood 
of drug dependency, personality disorders, and a 
number of mood disorders (Afifi, Mota, Dasiewicz, 
MacMillan, & Sareen, 2012). These negative skills are 
linked to child psychopathology such as oppositional 
defiant disorder and conduct disorder (Falk & Lee, 
2012). Moreover, Afifi and colleagues (2012) found 
that harsh physical punishment accounted for 4 to 
7% of disorders including intellectual disabilities and 
personality disorders in addition to 2 to 5% of all other 
diagnostic criteria for Axis I of the DSM-IV-TR (Afifi et 
al., 2012). 

Parents who have psychopathology themselves are at 
high risk of using inappropriate discipline strategies 
when faced with challenging child behavior (Harmer, 
Sanderson, & Mertin, 1999). More specifically, 
caregivers with psychopathologies respond at 
increased rates with hostility, anger, and irregular, 
unfair discipline techniques despite the child’s 
behavior (Harmer, Sanderson, & Mertin, 1999; Paulson, 
Dauber, & Leiferman, 2006). Similarly, some children 
are already predisposed to high risk behavior. For 
example, researchers have recently concluded that 
children on the autism spectrum and with ADHD have 
a weakened sense for danger and more frequently 
engage in behaviors that place them at risk for harm 
and even death (Anderson et al., 2012; Barkley, 2005). 

Research on parenting styles shows that effective 
parenting requires a combination of a nurturing 
relationship and effective limit-setting strategies 
(authoritative parenting style; Baumrind, 1967). 
Children raised by authoritative parenting styles 
score higher in measures of competence, academic 
achievement, social development, self-esteem, 
and mental health (Dornbusch, Ritter, Leiderman, 
& Roberts, 1987; Lamborn, Mounts, Steinberg, & 
Dornbusch, 1991; Maccoby & Martin, 1983). While 
slight variation in needs may be present on a cultural 
level, overall findings indicate successful outcomes 
across cultural groups when children are raised using 
an authoritative style of love and limits (Sorkhabi, 
2005).

Myth 5: Time-out Skills Should Not Be Taught to Parents 

Because They Could Use Them Improperly 

Some researchers opposed to time-out procedures 
have noted potential danger in teaching parents 
to utilize therapeutic discipline practices (Lutzker, 
1994b), particularly ones that involve holding 
preschoolers or carrying children to time-out, for fear 
that such procedures may be misused. Still others, 
have argued that highly stressed caregivers may not 
possess the emotional abilities to express care and 
concern toward their children (Joinson et al., 2008) 
and may overly focus on time-out, allowing negative 
caregiver-child interactions to perpetuate (Morison, 
1998). Although it is possible that a given discipline 
procedure may be misused (Kemp, 1996; Morawska 
& Sanders, 2011), it is important to consider the 
multitude of responsibilities that parents in our society 
take on to ensure the health and well-being of their 
children. Are we to argue that we should not prescribe 
potentially helpful medication because the parent may 
give the child too much? Instead, the implementation 
of time-out must be considered in the larger context of 
positive parenting practices (e.g., warmth, sensitivity). 
For example, one evidence-based practice, PCIT 
(McNeil & Hembree- Kigin, 2010), has a strict set of 
guidelines which prevents families from receiving 
the time-out program until they have mastered the 
positive “PRIDE” skills (praise, reflection, imitation 
description, and enjoyment). Families also are not 
able to graduate from PCIT until they have mastered, 
under close supervision, the procedures required to 
implement an appropriate time-out. Defiant Children 
(Barkley, 2013), another evidence based program, 
states that the time-out procedure is not implemented 
until step 5, after parents have learned and practiced 
a number of positive parenting skills over the course 
of at least 4 weeks. Such components include (1) 
education regarding causes of child misbehavior, (2) 
practicing differential attention in order to reinforce 
positive behavior, (3) practicing positive play time for 
homework in order to build warmth and positivity in the 
parent child relationship, (4) learning to give effective 
commands, and (5) instating a token economy to 
increase compliant child behavior.

Time-out procedures taught in the context of 
parenting programs are based on empirical literature 
documenting their efficacy. If parents struggling to 
discipline their child are not taught such procedures 
under the close guidance of a trained mental health 
professional, they are at risk of resorting to dangerous 
physical discipline practices modeled by their own 
abusive parents. Whereas the risk of harm in teaching 
an evidence-based time-out protocol is low, there is a 
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high possibility of harm if dysregulated and stressed 
caregivers are left to their own devices to discipline 
children who are displaying severe behavior problems. 
Finally, when parents are guided through effective 
time-out procedures, they learn how to conduct a 
time-out appropriately (e.g., warning statement, 
unemotional responding, short duration) instead of 
resorting to popular but ineffective practices, such 
as reasoning and having a child contemplate their 
actions (Morawska & Sanders, 2011). 

Concluding Thoughts

Opinion pieces in lay periodicals have been published 
for a number of years arguing against the use of 
time-out. For example, the recent article by Siegel 
and Bryson in Time magazine (2014a) was widely 
distributed. Without regard to the huge volume of 
high quality research supporting time-out (Wolf, 
1978), the authors argued against the practice, 
resulting in negative perceptions about time-out by 
nonprofessionals, lay persons, and clients. In this 
way, a single high-profile story in a magazine can 
lead to a serious setback in scientific advancement 
and clinical practice. The negative impact on public 
opinion is especially concerning as treatments viewed 
as acceptable by the consumers are more likely to 
be initiated and adhered to once they are learned by 
those who need it most (Kazdin, 1980). If inaccurate 

information continues to be spread without proper 
filtering, the outcomes could mean large, negative 
effects for evidence-based practice.

Although the author of this article in Time magazine 
later responded to criticisms of time-out (Siegel & 
Bryson, 2014b) by specifying that, “the research that 
supports the positive use of appropriate time-outs 
as part of a larger parenting strategy is extensive,” 
the original lack of specification when criticizing 
time-out implementation quickly did more harm than 
good for informing the general public (para. 7). As 
researchers, it is our responsibility to disseminate 
high-quality findings to the lay public to improve our 
overall positive public health impact. In this instance, 
regardless of the researchers’ intentions, failing to 
operationally define time-out and recognize an entire 
body of research dedicated to “appropriate use” of 
time-outs did a disservice to a large group of experts 
who have been conducting this research for decades, 
while also greatly misleading the public. To protect the 
public and our profession, we must critically evaluate, 
interpret, and communicate current literature in such a 
way that it can be comprehended by lay consumers. 
Unfortunately, one of the cited articles used in the 
debate against time-out by Siegel and Bryson was 
a research article by Eisenberger, Lieberman, 
and Williams (2003). Siegel and Bryson claimed 
that findings from this 2003 study indicated social 
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isolation, which they argued is characteristic of time-
out situations, yields similar brain imaging patterns 
to traumatization or physical pain (Siegel & Bryson, 
2014a; 2014b). Eisenberger and colleagues’ 2003 
study is instead researching brain patterns of college-
aged adults socially isolated by their “peers” during a 
virtual reality ball-tossing game. Interestingly, during 
times of participation and other periods of unintentional 
exclusion, individuals showed the same brain imaging 
patterns. In addition, the Eisenberger and colleagues’ 
study based their argument off of a summary article 
showing brain patterns of pre-weaned rat pups 
isolated from their mothers for extended periods of 
time (Nelson & Panksepp, 1998). As any practiced 
researcher is aware, these highly disparate concepts 
should not be used as justification for the illegitimacy 
of time-out, as the argument lacks scientific validity 
and leads to false conclusions and misunderstanding.  

Rigorous research studies examining the use of 
parenting programs including time-out demonstrate 
reduced aggressive behavior, increased child 
compliance (Eyberg & Robinson, 1982; Pearl et al., 
2012), generalization of behaviors across school 
(McNeil, Eyberg, Eisenstadt, Newcomb, & Funderburk, 
1991) and other environments, and maintenance of 
effects for several years (Boggs et al., 2004; Eyberg 
et al., 2001; Hood & Eyberg, 2003). The use of time-
out has also been a critical factor in helping children 
to gain emotion regulation capabilities (Graziano et 
al., 2012). Furthermore, emotion regulation has been 
linked to the broader context of self-control, which 
has been shown to predict a variety of life outcomes 
(Moffitt et al., 2011).

The use of time-out as a tool to help caregivers 
set limits has been a critical component of many 
evidence-based treatment programs such as PCIT, 
shown to decrease recidivism rates of child physical 
abuse to 19% in a group of previously physically 
abusive caregivers compared to 49% in a community 
treatment sample (Chaffin et al., 2004). Research 
also demonstrates that PCIT reduces child traumatic 
symptoms following exposure to trauma (Pearl et al., 
2012). In addition to its demonstrated efficacy, PCIT 
is represented on the Kauffman list of best practices 
for children with a history of trauma (Chadwick Center 
for Children and Families, 2004) and is endorsed by 
the National Child Traumatic Stress Network (NCTSN) 
as an evidence-based intervention for child trauma 
(nctsn.org). In conclusion, time-out represents a 
safe, effective form of discipline which, in the context 
of a larger environment dominated by positivity, 
consistency, and predictability, has been shown 

across hundreds of research studies to be beneficial 
to the overall emotional and developmental functioning 
of young children.
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The	use	of	Time	Out	as	a	self-regulation	calm	down	strategy	for	children	between	the	ages	of	3	
and	 9	 years	 old	 is	 part	 of	 a	 comprehensive	 positive	 behavior	 management	 plan	 in	 77%	 of	
empirically	validated	parent	programs	for	young	children	(Everett,	Hupp,	&	Olmi,	2010;	Fabiano	
et	 al.,	 2004;	 Graziano	 et	 al.,	 2014;	 Kazdin,	 2008).	 	 Time	 Out	 has	 been	 researched	 for	 three	
decades	 and	 shown	 to	 be	 effective	 in	 producing	 positive	 outcomes	 in	 terms	 of	 reducing	
children’s	 aggressive	 behavior	 as	 well	 as	 preventing	 parental	 child	maltreatment.	 	 However,	
despite	 abundant	 empirical	 literature,	 the	 use	 of	 Time	Out	 is	 still	 a	 controversial	 topic,	with	
many	 people	 feeling	 uncomfortable	 about	 its	 use.	 	 Much	 of	 this	 controversy	 stems	 from		
anecdotal	 evidence	 about	 the	 negative	 impact	 of	 Time	 Out	 on	 children’s	 attachment,	 or	
inaccurate	 information	 in	 non-peer	 reviewed	magazines	 (e.g.	 Time	magazine)	 that	 Time	Out	
negatively	 affects	 children’s	 neuroplasticity	 	 (Siegel	 &	 Bryson,	 2014).	 In	 some	 cases,	 this	
discomfort	 about	 Time	 Out	 is	 so	 great	 that	 individuals	 or	 agencies	 choose	 not	 to	 use	 an	
evidence-based	curriculum	that	incorporates	Time	Out.			

Before	it	is	possible	to	discuss	the	use	of	Time	Out,	it	is	important	to	define	what	is	meant	by	an	
effective	evidence-based	Time	Out	procedure.	 	There	are	some	versions	of	Time	Out	delivery	
that	 are	 not	 evidence-based	 and	 are,	 indeed,	 reactive,	 punitive,	 harsh,	 non-supportive,	
developmentally	inappropriate,	unpredictable	or	delivered	in	a	non-respectful	way	that	shames	
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and	 marginalizes	 the	 child.	 	 Such	 inappropriate	 approaches	 can	 lead	 to	 further	 child	
misbehavior	and	a	break	down	in	the	parent-child	or	teacher-child	relationship	and	attachment.		
It	is	not	supportive	of	children’s	development	of	emotional	skills	or	closeness	to	the	parent	or	
teacher	and	is	a	missed	learning	opportunity	for	the	child.		The	evidence-based	and	appropriate	
use	of	Time	Out	is	brief,	infrequent,	thoughtful	and	delivered	calmly	in	an	effort	to	help	a	child	
self-regulate	 followed	 by	 a	 new	 learning	 opportunity	 and	 positive	 connection.	 When	
professionals,	parents	and	teachers	are	disagreeing	about	whether	Time	Out	is	a	recommended	
strategy,	 it	 may	 be	 that	 they	 are	 actually	 talking	 about	 very	 different	 procedures.	
Unfortunately,	 the	 use	 of	 the	 term	 “Time	 Out”	 can	 be	 used	 both	 for	 appropriate	 and	
inappropriate	approaches.		

In	 Incredible	 Years®	 (and	 in	most	 other	 empirically	 validated	 parent	 programs),	 Time	Out	 is	
taught	 as	 way	 for	 children	 to	 learn	 to	 calm	 down	 and	 re-regulate	 in	 the	 midst	 of	 strong	
emotions	and	to	give	children	time	to	reflect	on	a	better	solution	to	the	problem	situation.		It	
works	 because	 it	 is	 Time	 Out	 from	 a	 reinforcing	 environment	 established	 through	 positive	
parent	 teacher-child	 interactions.	 	 In	 the	 Incredible	 Years®	 programs	 parents,	 teachers,	and	
children	are	 taught	 to	see	 the	Time	Out	as	 taking	a	break	 in	order	 to	calm	down.	 	This	helps	
children	 learn	 a	 strategy	 to	 calm	 down	 and	 also	 helps	 adults	 to	 self-regulate	 and	model	 an	
appropriate	 response	 to	a	 conflict	 situation.	 	Research	has	 shown	 that	when	 this	predictable	
and	respectful	strategy	is	used	appropriately,	reductions	in	children’s	aggressive	behavior	and	
increases	in	their	feelings	of	safety	and	security	in	their	relationships	with	caregivers	are	seen.		
Parents	who	use	Time	Out	to	calm	down	as	one	tool	in	their	positive	parenting	repertoire	show	
reductions	in	their	use	of	critical	or	abusive	parenting	responses	(Everett	et	al.,	2010;	Fabiano	
et	 al.,	 2004;	 Kennedy	 et	 al.,	 1990).	 We	 will	 first	 briefly	 outline	 how	 the	 evidence-based	
Incredible	Years	(IY)	Time	Out	is	taught	to	therapists,	parents,	teachers,	and	children	in	the	IY	
programs.		

The	Incredible	Years® 	Time	Out	Strategy	(aka	Tiny	Turtle	Technique)	
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First	 teach	 the	child	how	to	calm	down:	 	Prior	to	using	Time	Out,	children	are	
encouraged	 to	discuss	with	 their	parents	and	 teachers	 (often	with	 the	aid	of	a	
puppet)	times	when	they	are	having	strong	and	unpleasant	emotions.	They	are	
helped	to	realize	these	negative	feelings	(anger,	frustration,	anxiety,	 loneliness)	
are	 a	 signal	 they	 have	 a	 problem	 that	 needs	 solving.	 	 Adults	 help	 them	
understand	 that	 any	 feeling	 is	 normal	 and	 okay,	 but	 that	 there	 are	 some	
behaviors	 and	 words	 that	 are	 not	 okay	 to	 use	 when	 they	 are	 angry,	
disappointed,	 or	 sad	 such	 as	 hitting	 or	 hurting	 someone	 else,	 or	 breaking	
something.	 Adults	 help	 children	 understand	 that	 sometimes	 it’s	 hard	 to	 think	
about	a	solution	when	they	are	very	upset	and	that	 this	means	they	 first	need	
time	to	calm	down.		This	discussion	is	geared	towards	the	developmental	age	of	
the	 child—3	 year	 olds	 participate	 in	 a	 very	 simple	 discussion,	 8-9	 year	 olds	
engage	at	 a	more	 complex	 level.	 	Using	 the	puppet	 as	 a	model,	 children	 learn	
how	 to	 take	 a	 Time	 Out	 to	 calm	 down.	 	 For	 example,	 the	 Tiny	 Turtle	 puppet	
explains	how	he	withdraws	into	his	shell,	takes	some	deep	breaths	and	thinks	of	
his	happy	place	when	he	is	having	trouble	and	then	comes	out	to	try	again	with	a	
different	solution.		Children	learn	that	they	can	do	this	on	their	own	as	a	strategy	
for	 calming	down,	or	 that	 an	adult	 can	 tell	 them	 that	 they	need	a	Time	Out	 if	
they	 have	 hurt	 someone	 else,	 broken	 a	 rule,	 or	 if	 they	 are	 too	 upset	 to	 think	
clearly.	 	At	 times	when	children	are	calm	and	not	 in	a	conflict	 situation,	adults	
help	them	practice	and	rehearse	how	to	go	to	Time	Out,	and	how	to	calm	down	
in	Time	Out	by	taking	deep	breaths,	using	positive	self-talk	and	thinking	of	their	
happy	place.	 	One	way	 to	 teach	 the	 children	 this	 strategy	 is	 to	 have	 a	 puppet	
such	as	Tiny	Turtle	make	a	mistake	and	then	ask	the	children	to	help	him	follow	
the	Time	Out	steps.		Afterwards	the	adult	and	the	children	help	the	turtle	puppet	
to	 understand	 that	 Time	 Out	 is	 not	 a	 punishment,	 but	 rather	 a	 way	 to	 calm	
down.		The	children	learn	that	everyone,	including	adults,	sometimes	need	time	
away	to	calm	down.	Parents	and	teachers	model	using	this	strategy	themselves	
when	they	are	becoming	angry.	They	may	also	use	Wally	Problem	Solving	Books	
which	are	a	series	of	problem	situations	the	puppet	Wally	Problem	Solver	has	at	
home	 and	 at	 school	 (Webster-Stratton,	 1998).	 The	 children	 are	 asked	 to	 be	
detectives	 and	 to	 come	 up	 with	 solutions	 for	 Wally’s	 problem.	 After	 talking	
about	 these	 possible	 solutions	 they	 act	 out	 the	 out	 the	 ways	 to	 solve	 the	
problem	using	hand	puppets.	 Sometimes	one	of	 the	 solutions	 involves	 using	 a	
calm	down	strategy	to	self-regulate	before	coming	up	with	other	more	proactive	
solutions.		

Teaching	parents,	 teachers,	and	therapists	to	use	Time	Out	to	calm	down:		In	the	Incredible	
Years	 programs	 group	 leaders	 have	parallel	 group	discussions	 in	 their	 trainings	with	parents,	
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teachers	and	 therapists.	 	Group	 leaders	help	 them	understand	 this	 kind	of	 Time	Out	 is	not	 a	
punishment	but	a	self-regulation	strategy	 for	children	 (and	for	adults).	 	They	 learn	that	 these	
Time	Outs	are	brief	 (3-5	minutes)	 and	 that	 their	own	behavior	when	 implementing	 the	Time	
Out	 is	 critical	 to	 their	 success	 with	 this	 technique.	 They	 learn	 to	 give	 Time	 Outs	 in	 a	 calm,	
respectful,	 predictable	 and	 controlled	way,	 not	 to	 give	 negative	messages	 to	 children.	When	
Time	 Out	 is	 taking	 place,	 they	 also	 learn	 how	 to	 be	 nearby	 to	monitor	 the	 Time	 Out.	 Their	
physical	presence	can	reassure	the	child	without	giving	direct	attention	during	the	Time	Out.				

The	 parents	 and	 teachers	 are	 also	 taught	 the	 importance	 of	 reconnecting	 with	 the	 child	
immediately	 after	 the	 Time	 Out	 is	 completed.	 The	 child’s	 circle	 of	 security	 is	 resumed	 by	
focusing	 on	 positive	 messages	 and	 warm	 touches	 rather	 than	 rehearsing	 or	 discussing	 the	
negative	 behavior	 or	 forcing	 an	 apology.	 This	 approach	 helps	 the	 child	 maintain	 emotional	
control	and	feel	reassured	about	his	relationship	with	his	parent	or	teacher.		

A	 positive	 relationship	 Incredible	 Years	 Pyramid	 foundation	 is	 necessary	 for	 effective	 Time	
Out	teaching	

The	 first	 half	 of	 the	 Incredible	 Years®	 Parent	 and	 Teacher	 programs	 focus	 on	 strategies	 for	
building	 positive	 relationships	with	 children	 by	 being	 responsive,	warm,	 nurturing	 and	 giving	
more	 attention	 to	 positive	 behaviors	 than	 negative	 behaviors.	 	 During	 this	 time	 parents	 and	
teachers	 learn	 social,	 emotional	 and	 persistence	 coaching	 methods:	 to	 encourage	 children’s	
persistence,	 frustration	 tolerance,	 social	 skills,	 problem	 solving,	 emotional	 literacy,	 empathy,	
language	development	and	self-regulation	skills.	Research	has	shown	that	children	with	more	
social	and	emotional	awareness	and	 language	skills	are	better	able	 to	 self-regulate	and	solve	
problems.	 	 These	 skills,	 as	 well	 as	 the	 parent-child	 relationship,	 form	 the	 foundation	 that	
supports	children	to	respond	to	frustrating	or	upsetting	situations	in	ways	that	are	not	violent,	
out-of-control,	or	destructive.	For	Time	Out	to	work	this	foundation	must	be	in	place,	and	when	
this	foundation	is	firmly	in	place,	the	need	for	Time	Out	is	greatly	reduced.				

Below	are	 some	of	 the	 common	questions	 that	 come	up	when	discussing	 the	
use	of	Time	Out.		All	the	answers	here	reflect	the	assumption	that	the	Time	Out	
used	is	similar	to	the	Incredible	Years	Time	Out	procedures	described	above.		
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Why	is	the	bottom	(positive	parenting)	of	the	Incredible	Years	pyramid	not	enough?	Why	do	
reasoning,	holding,	and	hugs	sometimes	cause	more	child	misbehavior	and	 insecurity?	Why	
does	 yelling,	 scolding,	 and	 adding	 consequences	 make	 misbehaviors	 worse?	 Why	 is	 it	
important	for	parents	to	learn	some	evidence-based	disciplinary	methods?			

Positive,	 responsive	 parenting	 and	 teaching	 is	 core	 to	 parent-teacher-child	 relationships.		
Without	a	strong	and	secure	parent-	or	teacher-child	relationship,	adult-child	 interactions	are	
disrupted	and	are	often	not	functional.		This	does	not	mean,	however,	that	all	child	behaviors	
can	be	responded	to	all	the	time	with	reasoning,	holding,	and	continued	interactions.		Positive	
relationships	 are	 necessary	 but	 not	 sufficient	 to	 obtain	 improvements	 in	 child’s	 behavior	
problems	 (Cavell,	 2001).	 At	 times	 when	 children	 have	 strong	 negative	 emotions	 and	 are	
dysregulated,	it	is	often	the	case	that	they	are	so	emotionally	and	physically	out	of	control	that	
they	 are	 beyond	 reasoning.	 	 At	 these	 times,	 adult	 attempts	 to	 comfort,	 reason,	 control,	 or	
argue	with	 the	child	are	 likely	 to	 increase	 the	 intensity	of	 the	child’s	emotion	and	actually	 to	
reinforce	it.			Parents	and	teachers	are	also	likely	to	be	feeling	strong	emotions	themselves	and	
are	vulnerable	 to	exploding	 in	appropriate	ways	or	giving	 in	 to	 the	child’s	demands	 in	 such	a	
way	that	they	are	actually	teaching	the	child	that	aggression,	violence,	or	arguing	are	effective	
ways	 to	manage	 conflict.	 This	 is	 called	 the	 “coercive	 process”—that	 is,	 a	 cycle	 described	 by	
Patterson	 (Patterson,	 Reid,	 &	 Dishion,	 1992)	 in	 which	 parents,	 teachers	 and	 children	 each	
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escalate	their	unpleasant,	aggressive,	and	dysregulated	responses	to	each	other.	 	The	process	
usually	ends	when	the	child’s	behavior	becomes	so	aversive	that	the	parent	or	teacher	either	
gives	in	to	the	child,	or	becomes	so	punitive	that	the	child’s	capitulation	is	controlled	by	fear.		
This	coercive	process	has	been	carefully	 researched	 for	decades	by	Patterson	and	others	and	
Time	Out	was	designed	to	stop	this	aversive	cycle.		

When	 is	 it	 developmentally	 appropriate	 to	 use	 the	 IY	 evidence-based	 Time	 Out	 discipline	
approach	 with	 children?	 Time	 Out	 is	 a	 respectful	 and	 calm	way	 to	 disrupt	 or	 interrupt	 the	
coercive	 process.	 	 Instead	 of	 escalating	 the	 negative	 interaction,	 the	 adult	 calmly	 uses	 the	
planned	strategy	of	helping	the	child	take	a	break	to	calm	down.		Even	if	the	child	continues	to	
escalate,	 the	 adult’s	 commitment	 to	 staying	 calm	 and	 not	 retaliating,	 engaging	 or	 arguing	
provides	 the	 opportunity	 for	 the	 interaction	 to	 de-escalate	 because	 the	 misbehavior	 is	 not	
rewarded	with	adult	attention.	Without	the	adult’s	strong	emotions	to	react	to,	the	child	can	
more	 easily	 regulate	 his/her	 own	 emotions.	 	 The	 adult	 is	 also	 providing	 a	 model	 for	 self-
calming.	 	 	 Moreover,	 when	 parents	 or	 teachers	 are	 trained	 in	 this	 predictable	 routine	 and	
understand	 the	 underlying	 theory,	 they	 feel	 confident	 in	 their	 ability	 to	 stay	 calm	 and	
understand	that,	in	the	long	term,	this	leads	to	better	outcomes	for	the	child’s	emotional	and	
social	development	and	the	parent-child	relationship.			

What	 is	 this	 the	 best	 age	 for	 this	 method?	 For	 what	 misbehaviors?	 What	 is	 the	 theory	
underlying	why	Time	Out	works?	 	Time	Out	 is	 recommended	only	 for	higher	 level	behaviors	
such	as	aggression,	destructive	behaviors,	and	highly	conflictual	noncompliance.		It	is	not	meant	
to	 be	 used	 to	 address	 a	 child’s	 essential	 needs	 for	 support	 when	 in	 pain,	 or	 in	 fearful	 or	
distressful	 situations.	 	 Many	 other	 proactive	 strategies	 are	 recommended	 in	 the	 Incredible	
Years	programs	for	managing	milder	challenging	behaviors.		Time	Out	is	only	used	for	children	
who	are	cognitively	developmentally	ready	and	old	enough	to	learn	to	self-regulate	and	to	have	
a	sense	of	time	and	place.		Typically,	Time	Out	works	for	children	who	are	between	the	ages	of	
3-9	years	old.		Some	three	year	olds	will	be	too	young	for	Time	Out,	and	some	9	year	olds	will	
be	too	old	for	Time	Out.			Rather	than	using	the	child’s	chronological	age	as	the	cue	for	when	to	
start	using	Time	Out,	 it	 is	better	 to	use	 the	 child’s	developmental	 age	as	 the	 criteria.	 	 In	 the	
Incredible	Years	programs,	Time	Out	variations	are	introduced	for	older	and	younger	children,	
for	children	with	ADHD	and	developmental	delays,	and	alternative	procedures	for	children	on	
the	Autism	Spectrum	are	discussed.		One	size	does	not	fit	all	when	using	Time	Out.			
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Why	are	the	Incredible	Years	Programs	really	all	about	“Time-In”?	

Time	Out	only	works	 if	 the	majority	of	 time	with	children	 is	 spent	with	children	 in	 “time	 in”,	
that	is,	engaged	in	child-directed	play,	social	and	emotional	coaching,	responsive	and	nurturing	
parenting,	focused	attention	on	positive	behaviors,	praise,	predictable	routines	and	schedules.		

	IY	Time	Out	is	only	one	tool	in	an	IY	tool	box	of	many	different	parenting	tools,	all	of	which	are	
taught	 in	the	8-12	sessions	prior	to	 introducing	Time	Out	 	(e.g.,	child-directed	play,	social	and	
emotional	coaching,	differential	attention,	descriptive	commenting,	praising,	rewarding,	loving,	
being	 responsive,	 using	 predictable	 routines,	 consistent	 separation	 and	 reunion	 plans,	
redirections,	 refocusing,	 ignoring,	 logical	 consequences,	 and	 teaching	 children	 self-regulation	
skills	and	how	to	problem	solve.)	Time	Out	can	only	be	used	when	the	adult-child	relationship	
foundation	has	been	well	established	with	positive	“time	in”	methods.		

How	is	IY	use	of	Time	Out	tailored	or	individualized	for	different	children?	What	is	“core”	and	
what	 is	 flexible?	 As	 with	 every	 other	 parenting	 or	 teaching	 strategy,	 the	 use	 of	 Time	 Out	
requires	 clinical	 sensitivity,	 flexibility	and	adjustments	according	 to	 the	 child’s	developmental	
level	and	family	or	classroom	context.		IY	group	leaders	who	are	training	parents,	teachers,	and	
therapists	 in	 the	 use	 of	 Time	Out	must	 take	many	 factors	 into	 consideration.	 	 These	 factors	
include:	the	child’s	developmental	 level,	the	parent-child	relationship	and	attachment	history,	
and	 the	 parent’s	mental	 health	 and	 self-control	 skills.	 	 Time	Out	 procedures	 are	 adapted	 to	
different	situations.	In	some	cases,	a	parent	or	child	may	not	be	ready	for	Time	Out	and	need	to	
work	longer	on	the	praise	and	coaching	methods	as	well	as	other	relationship	building	skills	and	
other	 disciplinary	 strategies	 such	 as	 distractions,	 setting	 clear	 rules	 and	 ignoring	 first.	 	 The	
length	 and	 location	 of	 Time	Outs	may	 be	modified	 to	 fit	 a	 family’s	 needs.	 	 Parents	 are	 also	
taught	ways	 to	 support	 a	 child	 during	 Time	Out	 keeping	 them	 safe,	 while	 still	 following	 the	
principle	that	Time	Out	is	a	low-attention	response	to	a	child’s	high	negative	affect.		

How	 does	 Time	 Out	 help	 children	 learn	 to	 self-regulate	 and	 support	 their	 emotional	
development?	 	 Prior	 to	 adults	 using	 Time	Out,	 children	 are	 taught	 and	 practice	 how	 to	 use	
Time	Out	 to	 regulate	 their	emotions.	 	During	Time	Out	parents	model	 staying	calm	using	 the	
self-regulation	 strategies	 that	 their	 children	have	been	 taught	 (breathing,	 self-talk).	 Time	Out	
stops	the	parent	and	child	from	engaging	 in	the	stressful	 interaction	and	gives	them	space	to	
regain	 control.	 During	 Time	 Out,	 out-of-control	 child	 misbehavior	 is	 not	 reinforced	 with	
attention.	

	

Does	Time	Out	teach	children	anything?	Yes,	children	learn	that	out-of-control	behavior	is	not	
an	effective	way	to	manage	strong	emotions	because	it	is	not	reinforced.	But	Time	Out	alone	is	
not	enough.		The	majority	of	children’s	time	is	spent	out	of	Time	Out	in	meaningful	and	positive	
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interactions	with	parents	and	teachers	consisting	of	child-directed	play,	social,	persistence	and	
emotional	 coaching,	 praise	 and	 nurturing	 scaffolding.	 During	 these	 times,	 children	 learn	
positive	ways	to	regulate	their	emotions,	navigate	interpersonal	relationships,	and	ask	for	what	
they	need	or	want.		It	is	important	that	these	positive	replacement	behaviors	have	been	taught	
and	practiced	prior	to	instigating	Time	Out.	When	this	is	in	place	and	children	have	been	sent	to	
Time	Out	to	calm	down,	they	are	eager	to	get	into	parents	or	teachers	positive	spot	light	where	
they	have	learned	there	are	more	benefits.		

Why	 is	 Time	Out	an	 important	 strategy	 for	parents	 and	 teachers	 to	 learn?	Are	 there	 some	
parents	who	should	not	be	taught	to	use	Time	Out?		

The	 fear	 that	 some	 parents	 or	 teachers	may	misuse	 the	 Time	Out	 procedure	 due	 to	 lack	 of	
emotional	 ability	 to	 express	 nurturing	 care,	 stress	 or	 psychopathology	 prevents	 some	
professionals	 from	 teaching	 this	 strategy	 to	parents	or	 teachers.	 	Although	 it	 is	 possible	 that	
Time	Out	may	be	misused,	it	is	important	to	consider	what	happens	if	such	parents	or	teachers	
are	not	given	an	evidence	based	discipline	method	they	can	use.	Without	the	ability	to	enforce	
predictable	limits	or	to	prevent	children	responding	aggressively	to	other	children,	adults	may	
become	too	permissive,	which	can	also	lead	to	children	becoming	more	aggressive	as	they	learn	
that	 aggressive	 and	 out-of-control	 responses	work.	 The	 inability	 to	 establish	 boundaries	 and	
enforce	predictable	limits	has	been	shown	to	lead	to	poor	mental	health	outcomes	for	children	
(Fite,	Stoppelbein,	&	Greening,	2009).	 	Kazdin	(Kazdin,	2002)	argues	that	parent	failure	to	use	
appropriate	 discipline	 to	 protect	 a	 child	 who	 is	 acting	 out	 may	 itself	 meet	 the	 definition	 of	
abuse.		 	Conversely,	the	opposite	can	also	be	true—without	a	nonviolent	and	predictable	way	
to	 respond	 to	 high	 intensity	 negative	 behaviors,	 parents	 or	 teachers	 may	 become	 overly	
controlling,	 respond	 with	 critical	 or	 physical	 discipline,	 giving	 children	 the	 message	 that	
aggressive	responses	are	an	acceptable	way	to	manage	negative	affect	and	conflict.			

In	addition	to	assuring	that	parents	and	teachers	have	worked	for	8-12	weeks	intensively	in	the	
Incredible	 Years	 Program	 on	 positive	 social	 and	 emotional	 coaching	 methods,	 child-directed	
play,	 praise,	 rewards	 and	 relationship	 building	 before	 being	 introduced	 to	 Time	 Out,	 the	
Incredible	Years	programs	also	spend	considerable	time	in	teaching	the	correct	method	of	using	
Time	Out	and	on	strategies	for	adults	to	use	to	stay	calm	and	regulated.	Participants	 learn	to	
self-praise	and	self-reward,	how	to	challenge	negative	thoughts	and	replace	them	with	positive	
self-talk	 and	 coping	 statements,	 and	 stress	 management	 strategies.	 Group	 sessions	 include	
adults	 practicing	 simple	 Time	 Outs	 with	 guidance	 and	 gradually	 increasing	 their	 complexity	
focusing	on	the	behavioral,	cognitive	and	emotional	components.	Therapists	make	weekly	calls	
to	check	in	on	their	experiences	and	make	themselves	available	as	parents	or	teachers	first	take	
on	this	procedure	with	a	child.		
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Can	Time	Out	 cause	 traumatic	 reactions	or	 re-traumatize	 children?	Does	 it	 lead	 to	physical	
abuse	or	brain	imaging	patterns	similar	to	those	who	are	traumatized?		

Teaching	parents	to	use	Time	Out	has	been	shown	to	reduce	child	physical	abuse	(Chaffin	et	al.,	
2004).		While	some	may	argue	that	use	of	Time	Out	with	children	who	have	experienced	abuse	
will	 retraumatize	 them	and	trigger	a	 fear	 response	there	 is	no	evidence	to	support	 this	claim	
when	Time	Out	is	delivered	appropriately.	Time	Out	is	not	a	trauma	event	if	done	respectfully	
and	predictably,	as	outlined	above.	 	Time	Out	 is	not	a	 trauma	event	 if	 the	parent	 is	primarily	
working	 on	 responsive	 nurturing	 parenting	 using	 Time	 In.	 	 When	 working	 with	 parents	 and	
children	who	have	experienced	trauma,	therapists	use	clinical	judgement	as	to	when,	how,	and	
if	it	is	appropriate	to	use	Time	Out.	As	with	any	other	parenting	strategy	or	decision,	Time	Out	
can	be	used	incorrectly	or	abusively.		This	does	not	mean	that	Time	Out	should	be	abandoned	
as	a	 strategy,	but	 that	parents,	 teachers,	and	 therapists	 should	be	 taught	 to	use	Time	Out	 in	
respectful,	effective	and	evidence-based	ways.			

Is	 Time	 Out	 beneficial	 to	 the	 child?	When	 Time	 Out	 is	 done	 in	 a	 predictable,	 systematic,	
structured	 and	 calm	way	 embedded	 in	 a	 normally	 positive	 nurturing	 relationship,	 it	 actually	
helps	 children	 feel	 safe	 and	 a	 have	 sense	 of	 control	 rather	 than	 being	 afraid	 of	 yelling	 and	
unpredictable	adult	responses.	 	 It	 leads	to	a	relationship	where	children	know	they	can	safely	
go	to	their	parents	or	teachers	for	help	with	solving	their	problems.		Research	has	shown	it	is	a	
critical	 factor	 in	 helping	 children	 gain	 emotion	 regulation	 capabilities	 and	 self-control	 and	
reduce	adult	physical	abuse	&	traumatic	child	symptoms	(Chaffin	et	al.,	2004).	
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