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Abstract

Children’s challenging behaviour in the classroom can have negative effects on
students and teachers. The Ministry of Education is funding the Incredible Years
Teacher (1YT) programme to provide teachers with positive classroom management
skills to manage young children’s challenging behaviour. This research focused on
exploring how teachers incorporated 1'YT into their practice, and the factors
supporting or hindering sustained implementation. The qualitative approach of
interpretive description was used to guide in-depth interviews with 12 teachers and
other education professionals. The thematic analysis illuminated the variation in
how teachers implemented 1'YT, and conceptualised this according to evangelical,
pragmatic, unrelated, and no implementation types. Overall, the study found
teachers with more support deeply embedded I'YT and sustained its incorporation in
their practice. Supports included schools with leadership that prioritised I'YT,
school-wide behavioural strategies, coaching and modelling to support teacher
development, and I'YT review processes. The study also recommended supporting
I'YT group leaders to undertake more coaching visits, I'YT courses for principals and
teachers aides, and a symposium for teachers. In line with the interpretive
description approach, the study also provides a practical resource for teachers and
schools.

Keywords: Incredible Years Teacher, classroom management, challenging

behaviour, professional development



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Acknowledgements

I could not have completed this thesis alone. Firstly, thank you to my
committed supervisors, Dr Elizabeth Doell and Dr Jayne Jackson. Thank you for
always being there to provide high-level advice, and detailed and thoughtful
feedback. You challenged me to produce my best work.

Also, this research study would not be possible without the time that
participants gave up to talk to me in such open and honest ways. | have been
constantly amazed at the dedication of educational professionals.

Lastly, I appreciate the continual and unconditional support from my family
and friends as | have pursued studies later in life. You have provided the emotional,
financial, and practical support that has helped get me through. In particular, special
thanks to Idris for bringing me cups of coffee at night and my mum Helene for
proofreading my thesis. We will continue to have debates about where to put the

comma.



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Table of Contents

Chapter ONne: INTrodUCTION ......cooviiiiiieiie e 1
OVEIVIBW. ...ttt bttt ettt 1
PUIIOSE ittt 1
Nature of the STUAY .......ooiiii s 1
Researcher Background............ccooviiiiiiiiiiiiie s 2
SUMMArY OF ChapLerS... ..o 2

Chapter TWO: LIiterature REVIEW .........cccuiiiiiiiiiie ettt 3
INEFOTUCTION ...ttt 3
Challenging BENAVIOUT ............ooiiiiiiiieiiieee e 3
Classroom ManagEMENT ..........eiuieiiiiie ettt 5
Effective Professional DevelOpmEeNt..........c.ooiieiiiiiiiiieie e 7
INCredible Years TEACNET ........c.coiiiiii i 10
Incredible Years Teacher in New Zealand .............ccoooeiiiiiiiiiiiiiie 19
SUMIMAIY ¢ttt ettt ettt e ettt e e e bbbt e e ettt e e e enbe e e e e nbe e e e e enbbeeeennees 21

Chapter Three: Methodology.........coveiiiiiiiiicii e 23
INEFOTUCTION ... 23
ReSEArCh QUESTIONS .....vviiie ittt et e ssabae e e eaaeeas 23
INtErpretive DESCHIPLION . ... .cciiiii ittt e e snaeean 24
Theoretical FrameWOrK .........ccooiiiiiiiiie e 24
Research ParadigMm..........ccoooiiiiiiic i 25
RESEAICNET BIAS ... ettt 26
RESEAICN DESION ..ottt 27
PAITICIPANTS. ...ttt ettt ae e 27
Sampling and RECIUITMENT ......cc.viiiiiiie s 28
SAMPIE SHZE...eeiee s 29
Data Collection INSTIUMENTS ..........c.coiuiiiiiiiiii e 29
B ENICS ettt e 30
AANAIYSIS ..ot 31

Chapter FOU: RESUITS .......cc.eiiiiiiiiiie e 33
PAITICIPANTS. ...ttt ettt 33
How Participants Incorporated Incredible Years Teacher into Practice ................ 35



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Interpretive Model of Incredible Years Teacher implementation......................... 40

How Participants Incorporated Specific Incredible Years Teacher Strategies into

o U0t S SPRSTRR 41
Supports and Barriers for Sustained Implementation............ccccoccvveviieeiineiineene 47
SUMIMAIY Lttt et e e e ettt e e ettt e e e e nt bt e e s et e e e e ansbe e e e s nnbeeeeennees 55
Chapter FIVe: DISCUSSION ......ciuuiiiiiiie ittt 57
How Participants Incorporated Incredible Years Teacher into Practice................ 57

How Participants Incorporated Specific Incredible Years Teacher Strategies into
PTACTICE. ..ttt 58
Barriers and Supports for Implementing Incredible Years Teacher...................... 61

Relationship Between Participants’ Implementation of Incredible Years Teacher

and Professional Development Programmes in General .............cccccoveeviieeiiineennn, 65
SUMMIAIY 1ottt e st e e e e s e et e et e e e e s e et e et ee e e s s stbbaeaeaaeeensnnnerees 66
Chapter SiX: CONCIUSION .......uviiiie et 69
STUAY STIENGLNS ..o s 69
StUdyY LIMItAtiONS ...ocovieiiiiecce e 70
Practice IMpPlCAtIONS .........ccoiviiiiiec e 70
FULUIE RESBAICH ...ttt 72
FINal TROUGNES. ....cviiiiiic s 73
RETEIENCES ..ttt 75

Appendix A Ministry of Education Costs in Funding Incredible Years Teacher by

Financial Year in NeW Zealand...........cccoiiiiiiiiiiiiiiieeeee s 99
Appendix B1 Interview Guide for TEAChErS ........ccceeiiiiiiiie i 100
Appendix B2 Interview Guide for PrinCipalsS..........cccooceiiiiiiiiiiiiiicciie e 102
Appendix B3 Interview Guide for Resource Teachers Learning Behaviour .............. 103
Appendix B4 Interview Guide for Special Education Needs Coordinators................ 104
Appendix C Ethics APProval LEter ...........couiiiieiiiiiiiiieee e 106
Appendix D1 Information for PrinCipals ............cccoveiiiiiiiii e 107
Appendix D2 Information for Resource Teacher Learning Behaviour Managers......110

Appendix E1 Information for Teachers and Special Education Needs Coordinators.113



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Appendix E2 Information for Resource Teachers Learning Behaviour ..................... 116
Appendix F2 PrinCipal CONSENT .........ooiiiiiiiiiiiiiie et 119
Appendix F2 Resource Teacher Learning Behaviour Manager Consent.................... 120
Appendix G Transcriber Confidentiality ...........cc.cooveiiiiiiiii e, 121
Appendix H Participant COoNSENT.........coiiiiiiiieiiie e 122
Appendix | Consent for Release of TransCript.........cccoceevvveiiieiieiiieieene e 123
Appendix J Examples of Participants’ I'YT Strategy Implementation...................... 124

Appendix L Transition from Initial Thematic Coding to Analysed Themes Regarding

Barriers and Supports for Incorporation of I'YT into Practice ...........ccccccvvevvvevinnnne 131



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Table 1.

Table 2.

Table 3.

Table 4.

Table 5.

Table 6.

Table 7.

List of Tables
Number of Participants According to Their School Decile and
StUAENE ROIL.....oii e 33
Number of Participants According to Percentage of 1'YT-Trained
Teachers at Their SCh0O! ..o 34
Number of Participants According to Whether Their School
Participates in PBAL-SW ..o 34

Number of Participants According to Year They Completed I'YT and
Years Teaching EXPEIIENCE .....c.cciviiiiiiieiie et 35
Number of Participants Who Received Classroom Visits From IYT

Group Leaders and Attended I'YT Follow-Up Workshop ..........c.cccevenee. 50
Number of Participants by Implementation Type That Received

Classroom Visits From YT Group Leader and Attended IYT

FOHOW-UP WOTKSNOP ... 50
Implementation Type by Whether School Participates in PB4L-SW ....... 52

Vi



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

List of Figures
Figure 1. Thematic Network of Themes Relating to Participants’ Incorporation
Of 1YT Strategies int0 PracCtiCe...........cccoovuiiiiiiieiieiiieiie e
Figure 2. Thematic Network Relating to Barriers and Supports for Teachers to
Put and Sustain YT in PracCtiCe ..........ccccviviiiieniiiic e
Figure 3. Number of Participants by Implementation Type and % I'YT-Trained

Teachers at Their SChOOI .......ooevveeeiieee e

Vil






HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Chapter One: Introduction

Overview

Children’s challenging behaviour is a significant problem in classrooms with
potentially far-reaching negative effects for students (Church, 2003). Teachers’
effective classroom management can decrease challenging behaviours, and increase
student engagement and social competence (Hattie, 2012; Sutherland, Lewis-Palmer,
Stichter, & Morgan, 2008). Since 2011, the New Zealand Ministry of Education has
funded the Incredible Years Teacher (I'YT) programme to provide teachers with
positive classroom management skills to manage young children’s challenging
behaviours. 1YT is part of the Incredible Years (1Y) series, which also has
programmes for parents and children (Webster-Stratton, 2011). 1YT is widely
espoused to be an evidence-based programme (Herman, Borden, Reinke, & Webster-
Stratton, 2011; Hutchings & Williams, 2017). However, the benefits of an evidence-
based programme can only accrue when the programme is effectively implemented
and sustained in real-world situations (Blase, VVan Dyke, Fixsen, & Wallace Bailey,
2012). While there is much research about teachers’ frequency of implementing IYT
strategies, there is a paucity of research about how teachers incorporate I'YT into
practice, and the factors supporting or hindering sustained implementation. Further,
only a small number of studies have studied 1'YT independently from other 'Y
programmes, or have considered teachers’ long-term implementation of I1'YT.
Purpose

The purpose of this study is to enhance understanding of how I'YT is being
incorporated into primary school teachers’ practice in New Zealand, and the barriers
and supports for sustained implementation. This study positions 1'YT as a
professional development (PD) programme and considers the relationship between
teachers’ implementation of I'YT and factors known to be associated with
implementation of PD. A guiding aim of the research is to provide a practical
resource to support teachers’” implementation of I1'YT and their ability to manage
students’ challenging behaviour, ultimately, improving outcomes for young children.
Nature of the Study

The present study uses a pragmatic and applied qualitative approach called
interpretive description (Thorne, 2008; Thorne, Kirkham, & MacDonald-Emes,

1997). This thesis reports on the results of 12 in-depth interviews with teachers,
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principals, I'YT group leaders, and Special Education Needs Coordinators regarding
their use and views of IYT. Thematic network analysis (Attride-Stirling, 2001) is
used to identify, analyse, and report patterns within the qualitative data.
Researcher Background

Researchers using interpretive description approaches are advised to outline
their backgrounds and the genesis of their research to allow any potential researcher
bias to be revealed (Thorne, 2008). As such, the following section outlines my
background.

After completing an Honours degree, | worked for 10 years as a policy
advisor at Government health agencies. However, | felt something was missing
working at this macro level. | began studying a Master of Educational Psychology
and became interested in approaches to manage young children’s challenging
behaviour. Concurrently, I volunteered as a teacher aide and heard anecdotal reports
about I'YT. One principal dismissed YT as not being relevant to their school. Some
teachers mentioned enjoying learning from other teachers on how to use 1YT
strategies. This stimulated my interest in compiling teachers’ experiences of how
they incorporated I'YT into their practice, with the aim of promulgating practical
support to teachers based on other teachers’ experiences.

Summary of Chapters

| have presented this thesis in six chapters. Chapter Two provides a review
of the literature about challenging behaviour, classroom management, professional
development, and I'YT.

Chapter three details and justifies the interpretive descriptive approach of the
study. It introduces the research questions underpinning the study, considers
potential researcher bias, and discusses ethical considerations. It also describes the
thematic analysis of the data.

Chapter four presents the findings of the thematic analysis.

Chapter five discusses these findings in relation to the existing literature.

Chapter six concludes the thesis and considers how the findings can inform

practice and future research. It also discusses the study’s strengths and limitations.
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Chapter Two: Literature Review

Introduction

This chapter summarises the literature covering the causes and consequences
of young children’s challenging behaviour and shows such behaviour is a significant
issue for New Zealand teachers. It demonstrates classroom management is an
effective strategy for managing challenging behaviour and outlines its theoretical
underpinnings. As classroom management skills are often taught as part of teachers’
professional development (PD), the effective components of PD are outlined.
Research about Incredible Years Teacher (1YT), a classroom management PD
programme, is examined and New Zealand’s implementation of I'YT is outlined.
Challenging Behaviour

Children’s challenging behaviour includes a spectrum of “aggressive,
dishonest, delinquent, defiant and disruptive behaviours” (Blisset et al., 2009a, p. 1),
although there is no internationally agreed definition (Kauffman & Landrum, 2013).
In the absence of a consensus on terminology, this thesis uses the catch-all phrase
challenging behaviour, a term often used in educational and developmental fields
(Margrain & Macfarlane, 2011). However, when referring to specific research
studies, the published terms are used.

Causes. Challenging behaviour does not have a sole cause—it is often the
culmination of biological, family, and social factors interacting (Blisset et al., 2009a;
Fergusson, Boden, & Hayne, 2011; Moffitt, 1993). Young children have less chance
of developing challenging behaviour if they grow up in supportive, caring homes and
school environments (Fergusson et al., 2011). Since the 1980s, much research has
focused on explaining the development of childhood aggression through social
learning theory (Coie & Dodge, 1998), which posits aggression is learnt through
observing other people, as well as from the direct consequences of aggressive acts
(Bandura, 1977). Related to social learning theory, Patterson et al.’s (1992) coercion
theory describes a process of mutual reinforcement, when parents’ ineffectual
responses to children’s problem behaviours lead to an escalating cycle of aversive
and aggressive behaviour by both parents and children. Children who learn this
negative pattern of relating then carry this behaviour into interactions with peers and

teachers (Smith et al., 2014). This thesis is particularly focused on school factors, as
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being both risk and protective factors, in the development, prevention, and treatment
of challenging behaviour in young children.

Consequences. Challenging behaviour in young children can have short-
term, as well as far-reaching and pervasive consequences (Blisset et al., 2009a). In
the short-term, children with conduct problems often do less well in school, both
academically and socially (Church, 2003). Academically, this manifests in lower
grades, suspension, and a greater number of school dropouts (Bierman et al., 2013;
Hinshaw, 1992). For example, Reid, Gonzalez, Nordness, Trout and Epstein (2004)
conducted a meta-analysis of 25 studies, which found students with emotional and
behavioural disorders had significantly lower academic achievement compared to
control groups.

Socially, children with challenging behaviour are more likely to be rejected
by classmates and have poor relationships with teachers. This risk factor in turn
results in less opportunities to develop social, emotional, and academic skills (Coie
& Dodge, 1998; Patterson et al., 1992; Rutter, Giller, & Hagell, 1998). For example,
once children are isolated from their peers, they have less chance to develop and
practise prosocial skills, creating an escalating cycle of rejection and antisocial
behaviour (Church, 2003). Further, negative relationships between teachers and
students commonly results in low rates of teacher praise, and opportunities for
students to respond to teacher questions, further contributing to poor academic
achievement (Shores & Wehby, 1999; Van Acker, Grant, & Henry, 1996).

In the long-term, children with conduct problems are at increased risk of
substance abuse, teenage pregnancy, violent relationships, crime, mental health
issues, poor educational achievement, and unemployment (Fergusson, Horwood, &
Ridder, 2005). Further, the more severe conduct problems are in childhood, the
greater the chance of poor outcomes in young adulthood. For example, in a 25-year
longitudinal study in New Zealand (n=973), the children with the most severe
conduct problems aged 7-9 years had significantly higher rates of negative outcomes
aged 25 than the children with the least severe conduct problems (Fergusson et al.,
2005). However, if intervention occurs early, during preschool or primary school
years, it is more likely to be effective and can prevent conduct behaviour problems
continuing into adulthood (Ramey & Ramey, 1998).

Significant issue for teachers. The number of students with challenging

behaviour in schools is a significant issue for New Zealand teachers (Kane &
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Mallon, 2006; Office of the Auditor-General, 2009; Wylie & Hodgen, 2007). Nearly
half of the teachers in a national survey of New Zealand primary school teachers
(n=713) reported students’ disruptive behaviour was an issue for them (Wylie &
Bonne, 2014). Further, children’s challenging behaviours can cause stress for
teachers and disruption to classmates (Johansen, Little, & Akin-Little, 2011; Kane &
Mallon, 2006; Wylie & Hodgen, 2007).

The New Zealand literature commonly reports prevalence estimates for
children and adolescents with challenging behaviour between 5-10% (Blisset et al.,
2009a; Church, 2003; Fergusson et al., 2011), which is comparable to other Western
countries (Scott, 2015). That is, at least one student in every New Zealand primary
school teacher’s class is likely to have challenging behaviour (Wylie & Bonne, 2014;
Wylie & Hodgen, 2007). As with overseas literature (e.g., McGilloway et al., 2012;
Webster-Stratton, 2012), New Zealand literature reports low socioeconomic status is
associated with increased rates of antisocial behaviour (Church, 2003; Fergusson,
Swain-Campbell, & Horwood, 2004; Wylie & Bonne, 2014; Wylie & Hodgen,
2007). Also, Maori children are more likely to display conduct problems than non-
Maori children (Fergusson et al., 2011), with an estimated prevalence rate of 15—
20% (Blisset et al., 2009a). The prevalence rate for conduct problems in Pasifika
children is unknown. However, Blisset et al. (2009a) suggest conduct problems are
a significant issue for Pasifika children based on anecdotal evidence and the
aforementioned correlation between socioeconomic disparity (where Pasifika
children are overrepresented) and conduct problems.

Classroom Management

Over the years, advice to teachers on how to support children with
challenging behaviour has differed according to the popular psychological and
pedagogic paradigm of the time (Evans, Harden, & Thomas, 2004). Consistently
though, classroom management has been seen as an important strategy (Freiberg,
2013). Classroom management is broadly defined as actions teachers take to create
environments that support and facilitate academic and emotional learning (Evertson
& Weinstein, 2006).

Considerable research and meta-analyses (Cadima, Leal, & Burchinal, 2010;
Hattie, 2012; Marzano, 2003; Oliver, Wehby, & Reschly, 2011; Sutherland et al.,
2008; Whear et al., 2013) have shown teachers’ effective classroom management can

reduce students’ disruptive behaviour and improve their academic achievement, and

5



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

social and emotional competence in the short term. Further, Greer-Chase, Rhodes,
and Kellam (2002) suggest effective classroom management during primary school
years can reduce children’s aggressive behaviour in later years. Conversely, lack of
effective classroom management may hasten progression of children’s aggressive
behaviour (Greer-Chase et al., 2002).

Similarly, positive teacher-student relationships have an influence on the
behaviour and achievement of children, in both the short and long-term (Hamre &
Pianta, 2001; O’Connor, Dearing, & Collins, 2011). For example, in a study of 423
preschool to grade five students, Baker, Grant, and Morlock (2008) found students
with significant behaviour problems and with warm teacher-student relationships had
higher reading achievement at the end of the school year than students with similar
behaviour issues and a poor teacher-student relationship. In the long-term, poor
teacher-student relationships at primary school have been shown to have
consequences such as a strong association with mental illness at high school (Lang,
Marlow, Goodman, Meltzer, & Ford, 2013). Thus, warm and non-conflictual
teacher-student relationships serve as a protective factor for young children with
challenging behaviour (Hattie & Yates, 2013).

Theoretical underpinnings. Classroom management programmes today
draw from a variety of theoretical approaches, including behaviourism, social
learning theory, cognitive-behavioural theory, and ecological theory (Whear et al.,
2013). Behavioural approaches, theorised by Skinner (1953), are a dominant base of
classroom management strategies (Epstein, Atkins, Cullinan, Kutash, & Weaver,
2008; Landrum & Kauffman, 2006; Whear et al., 2013). Behaviourist classroom
management approaches, based on the premise behaviour is learned and maintained
by its consequences, use rewards and punishments to promote acceptable behaviour
(Kaplan & Carter, 1995). More recently, behaviourally-based classroom
management strategies often include applied behaviour analysis (Brophy, 2006),
which considers the functions of behaviour (i.e., why a behaviour is occurring) and
what precedes and follows it (Alberto & Troutman, 2013).

Social learning theory (Bandura, 1977), also called social cognitive theory,
(Bandura, 1986), is a common foundation of classroom management approaches
(Konza, Grainger, & Bradshaw, 2001). Social cognitive theory emphasises the
major role cognition plays in motivation, learning, and behaviour. It describes

behaviour as being influenced by three interacting factors—personal, behaviour, and
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environmental—known as reciprocal determinism (Bandura, 1986). Personal factors
refer to the individual, for example, whether they believe they can complete a
behaviour—self-efficacy. Behaviour factors refer to the response an individual
receives after they perform a behaviour. Environmental factors include aspects of
the environment or setting that contribute to the person being able to perform a
behaviour.

Relatedly, cognitive-behavioural strategies, founded on the premise that
changes in people’s thinking can lead to behaviour changes (Ellis, 1962, as cited in
Dryden, 1994), underlie many classroom management strategies (Konza et al.,
2001). In cognitive-behavioural approaches, children, rather than teachers, are the
primary change agents (Kaplan & Carter, 1995), and the focus is on increasing
student’s self-reliance and independent decision-making (Konza et al., 2001).
Children may be taught cognitive strategies to change negative self-talk into positive
self-talk, problem solve, or self-regulate (Konza et al., 2001). For example,
Schneider and Robin (1974) taught children displaying aggressive behaviour to “do
the turtle” when they were upset, using imagery and relaxation techniques (p. 24).

Finally, ecological approaches, which consider how the behaviour of a
student affects, and is affected by, the environment and behaviour of others (Jong,
2005), also influence classroom management strategies. Kounin (1970), a proponent
of ecological approaches, considered the key to managing misbehaviour was
prevention and the use of approaches, such as teacher monitoring and organisation of
the classroom space, and an engaging curriculum.

Effective Professional Development

While classroom management is accepted as an effective strategy for
reducing students’ challenging behaviour (Poole & Evertson, 2013), many teachers
overseas and in New Zealand feel inadequately trained in classroom management
strategies (Anthony & Kane, 2008; Johansen et al., 2011; Woodcock & Reupert,
2017). Professional development (PD) courses, which occur after teacher training,
offer teachers an opportunity to enhance their professional knowledge, skills and
attitudes in many areas, including classroom management (Guskey, 2000).
However, the link between PD, changes in teacher practice, and improvements in
student outcomes is complex (Opfer & Pedder, 2011; Timperley, Wilson, Barrar, &
Fung, 2007; Yoon, Duncan, Lee, Scarloss, & Shapley, 2007), with even less

understood about sustaining changes in teacher practice (Guskey, 2002; Sheridan,
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Edwards, Marvin, & Knoche, 2009). In an extensive review of New Zealand and
international literature, Timperley et al. (2007) framed the essential components of
effective PD as the context in which it occurs, its content, and the activities
undertaken to promote learning during and after PD. The components of effective
PD are now discussed within this framework.

A vital contextual component for effective PD is supportive and proactive
leadership (Cherrington et al., 2013; Han & Weiss, 2005; Timperley et al., 2007).
Proactive leaders create a learning culture within schools, support PD opportunities
and implementation of new practices, and create processes for supervision and
review (Fixsen, Naoom, Blase, Friedman, & Wallace, 2005). In fact,

V.M. Robinson, Hohepa, and Lloyd (2009) found school leaders’ promotion or
participation in teacher PD has twice the impact on student outcomes than any other
leadership activity.

Another important contextual component for effective PD is its acceptability
to schools and teachers (Timperley et al., 2007), also referred to as social validity
(Wolf, 1978). Teacher acceptability is affected by variables such as the severity of
their students’ problems, the time and effort required to implement PD, and the
match between the PD programme principles and teachers’ own beliefs (Han &
Weiss, 2005). Interestingly, Timperley et al. (2007) found PD effectiveness was
unrelated to whether a teacher volunteered to attend PD, or whether attendance was
compulsory. Acceptability also depends on whether teachers believe they will be
effective in changing their own practice or student outcomes. Teachers with a strong
sense of self-efficacy are more likely to try new methods of teaching (Berman et al.
1977; Guskey, 1988; Stein & Wang, 1988, as cited in Han & Weiss, 2005). In sum,
if an intervention associated with PD is acceptable, then it is more likely to be
implemented (Han & Weiss, 2005).

Programme content, which integrates theory and practice, and provides
opportunities for teachers to engage at a deep level with ideas and approaches, is
critical for effective PD (Mitchell & Cubey, 2003; Timperley et al., 2007).
Timperley et al. (2007) describe this variable as generating “depth of principled-
knowledge,” which supports teachers in understanding how to adapt their practice (p.
219), and implement PD with fidelity. Principled-knowledge also allows teachers to
adjust their implementation of PD (within the limits of the programme’s principles)
as students’ needs change (Han & Weiss, 2005).

8
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PD programmes need to be of sufficient time to allow teachers to develop
deep and broad understandings of the programme principles (Han & Weiss, 2005;
Tallerico, 2014). Two comprehensive reviews (Darling-Hammond, Wei, Andree,
Richardson, & Orphanos, 2009; Guskey, 2003), considering over 1,000 studies each,
found the most effective PD programmes included 30 hours or more. Tallerico
(2014) reasons PD of longer duration facilitates reinforcement and follow-up
opportunities. Although, the research also found time spent does not necessarily
equate to quality PD (Guskey, 2003; Timperley et al., 2007).

The activities undertaken to promote teachers’ learning during and after PD
are critical, as teachers need a variety of ways to understand PD programme content
(Joyce & Showers, 2002; Timperley et al., 2007). Traditional, and arguably less
effective PD (Yoon et al., 2007), primarily involved one-off workshops and
conferences where teachers absorbed knowledge passively from an expert (Borko,
Jacobs, & Koellner, 2010; Lieberman, 1995). Currently, effective PD positions the
teacher as an adult learner (Mitchell & Cubey, 2003; Timperley et al., 2007), with
opportunities needed to promote learning, including self-reflection (Ingvarson,
Meiers, & Beavis, 2005), role-play (Sheridan et al., 2009), and feedback and
coaching (Han & Weiss, 2005).

Growing evidence indicates coaching is an effective and essential PD activity
that promotes teacher learning (Fixsen et al., 2005; Garbacz, Lannie, Jeffrey-
Pearsall, & Truckenmiller, 2015; Joyce & Showers, 2002; Marzano, Simms, Roy,
Heflebower, & Warrick, 2013; Wood, Goodnight, Bethune, Preston, & Cleaver,
2016). Coaching provides individualised support to teachers during or after PD to
help them use new skills in their classroom (Kretlow & Bartholomew, 2010). Key
components of coaching include direct observation, feedback, and modelling
(Kretlow & Bartholomew, 2010; Reinke, Herman, & Sprick, 2011). In a systematic
review of research specifically related to coaching teachers to use social behaviour
interventions, Stormont, Reinke, Newcomer, Marchese, and Lewis (2015) found
86% of the 29 studies reviewed found interventions using coaching resulted in
teachers’ use of the intervention.

Another important activity to support teacher learning and sustained
implementation of PD is teachers’ participation in communities of practice (Sheridan
et al., 2009). Communities of practice are groups with common professional

interests, who come together to improve their practice by sharing their knowledge
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(Buysse & Wesley, 2006; Lave & Wenger, 1991; Wenger, 1998). Timperley et al.
(2007) found professional communities that promoted teacher learning after PD
included opportunities for teachers to “process new understandings” and analyse the
impact of their teaching practice on student outcomes (p. 202).

Incredible Years Teacher

IYT is part of the Incredible Years (1Y) series of training programmes for
parents, teachers, and children to “prevent and treat disruptive behaviour problems in
young children” (Webster-Stratton, 2012, p. 22). The 'Y programmes can be
delivered independently or in combination (Webster-Stratton, 2014a).

Carolyn Webster-Stratton developed I'YT in the 1990s in America (Webster-
Stratton, 2012). 1YT is designed to provide teachers with positive and proactive
classroom management strategies and skills to promote their students’ social,
emotional, and academic learning (Webster-Stratton, 2012). YT is based on a
teaching pyramid, with strategies to be used most often at the bottom (e.qg., building
positive teacher-student relationships), and strategies intended to be used selectively
at the top of the pyramid (e.g., timeout; Webster-Stratton, 2012). 1YT is for teachers
of children aged 3-8 years (Webster-Stratton, 2012).

Theoretical underpinnings. 1YT is predominately grounded in social
cognitive/learning theory, also drawing from behavioural and cognitive theories
(Bywater, 2012; Davenport & Tansey, 2009; Webster-Stratton, 2011, 2012;
Webster-Stratton, Reinke, Herman, & Newcomer, 2011). 1YT is premised on
building positive relationships between teachers, parents, and students, and
encouraging positive behaviour rather than focusing on negative behaviours (Reinke,
Stormont, Webster-Stratton, Newcomer, & Herman, 2012). Webster-Stratton (2011)
articulates this premise is based on social learning theory, particularly Patterson and
colleagues’ (1992) coercion hypothesis that parents, teachers, and children often
negatively reinforce each other’s behaviour. Thus, Webster-Stratton (2012) notes
the importance of interrupting cycles of coercive and negative responses between
teachers and children, and ensuring that positive relationships precede disciplinary
strategies.

Similarly, I'YT’s focus on encouraging positive behaviour is influenced by
the behaviourist principles of operant behaviour (McGilloway et al., 2012). That is,
rewarding (reinforcing) behaviour will increase its frequency and its likelihood of

being repeated, whereas behaviour that is not reinforced will decrease (Bywater,
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2012). Further, another behaviourally-based component in I'YT is the focus on
changing the antecedents that are bringing about negative child behaviour, and the
consequences that are maintaining it (Bywater, 2012).

IYT also draws on cognitive theories to manage students’ behaviour. For
example, YT teaches Schneider and Robin’s (1974) turtle concept as well as
positive self-talk (Webster-Stratton, 1995), and problem-solving strategies (Webster-
Stratton, 1999).

Delivery. YT is delivered in groups (15 to 18 people), meeting a day each
month over six months (Webster-Stratton, 2011). The group leaders who deliver
IYT are certified by the programme developer after undertaking training (Webster-
Stratton & Reid, 2002). The monthly format is designed to allow time to practice
new skills between workshops (Carlson, Tiret, Bender, & Benson, 2011). Also,
Webster-Stratton recommends group leaders visit teachers’ classrooms and provide
one-to-one coaching between workshops to support teachers and to model teaching
skills (Webster-Stratton, 2011).

IYT is a manualised programme, with group leaders completing checklists
that are monitored for fidelity (Carlson et al., 2011). However, Webster-Stratton
notes the 1Y series is frequently misunderstood as “inflexible” (Webster-Stratton et
al., 2011, p. 512). Webster-Stratton maintains the 1Y series is dynamic and
principles-driven, with the manual providing the structure, but allowing group
leaders to tailor implementation to participants’ needs (Webster-Stratton & McCoy,
2015).

IYT group leaders use video-modelling, role-plays, group discussion, and
coaching to facilitate teachers’ learning (Webster-Stratton, 2011). The video-
modelling consists of over 250 vignettes showing teachers and children in a range of
situations (Webster-Stratton, 2001). 1'YT’s use of video-modelling is premised on
Bandura’s (1977) social learning theory that modelling is an effective form of
learning. Accordingly, Webster-Stratton and Reid (2010) assert that, because the
IYT vignettes include a mix of models (of different genders, cultures, and
socioeconomic backgrounds), teachers will perceive some models as similar to their
situation and “accept the vignettes as relevant” (p. 200). The vignettes also serve as
catalysts for conversations, role-plays, and self-reflections by the teachers (Webster-
Stratton, 2012).
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Effectiveness. Many overseas studies have evaluated the effectiveness of
YT, and it is commonly reported in the literature as being evidence-based
(Hutchings & Williams, 2017; Webster-Stratton, 2011). However, while there is
general acceptance of I'YT’s effectiveness, many of the studies contributing to this
understanding make it difficult to infer the sole effects of I'YT due to adapting I'YT,
studying it in combination with the I'Y parent and child programmes, and using weak
designs (e.g., small sample sizes, no control, or non-random sampling). Further,
many studies are based on teachers’ self-reported views of their use, and perceived
efficacy of 1'YT strategies, rather than incorporating multiple sources, such as
observers’ observations, to corroborate teacher-reported outcomes. Finally, very few
studies consider long-term outcomes of IYT. In sum, while there are promising
indicative results about the effectiveness of I'YT (Blueprints for Healthy Youth
Development, n.d.), large scale, long-term, randomised controlled trials are yet to be
reported (Ford et al., 2012).

Combined. Early studies of I'YT combined parent and child 'Y components.
Webster-Stratton and colleagues (Webster-Stratton, Reid, & Stoolmiller, 2008;
Webster-Stratton, Reid, & Hammond, 2001, 2004) conducted three relatively large
randomised controlled studies (n=133, 272, 1768 students), using class observations
and teacher reports of child behaviour. Teachers who participated in I'YT used more
positive classroom management strategies (e.g., praise) than their colleagues.
Further, their students displayed more prosocial behaviour. However, due to IYT
being studied in conjunction with other I'Y components, it is difficult to attribute the
improvements solely to I'YT.

Similarly, Herman et al. (2011) studied whether the 1Y child, parent and
teacher programmes (used in different combinations) were effective for children
with internalising behaviours (e.g., social withdrawal). The study found children
within the intervention groups demonstrated significantly greater reductions in
severity and presence of internalising behaviours, based on teacher and parent
reports. Further, children receiving all three I'Y components demonstrated a larger
decrease in internalising behaviours than children who received I'Y components
alone. Once again, as I'YT was not studied in isolation, it is difficult to infer its sole
benefits.

Adapted. Even though Webster-Stratton advocates the importance of

implementation fidelity (Webster-Stratton, 2014a; Webster-Stratton, Gaspar, &
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Seabra-Santos, 2012; Webster-Stratton & McCoy, 2015; Webster-Stratton et al.,
2011), the first studies of 1'YT as a stand-alone intervention were adapted versions of
the programme. Further, even though these studies are often quoted as definitive
evidence of I'YT’s effectiveness (Webster-Stratton, 2011), the studies were relatively
small and did not incorporate control groups. Adaptations include changes to the
mode of delivery, programme content, length of the programme, and cultural
adaptations.

Mode of delivery. The following two studies that Webster-Stratton (2011,
2014a) quotes as demonstrating the effectiveness of 1'YT involve adaptations to its
mode of delivery. Shernoff and Kratochwill (2007) adapted I'YT and provided eight
teachers with the I'YT video vignettes and accompanying manual to watch on their
own every four to five days. Four teachers also received phone consultations. These
teachers reported significantly higher confidence ratings and use of proactive
classroom management strategies than the non-consultation teachers post
intervention (using the Teacher Classroom Management Strategies Questionnaire
[TSQ]; Incredible Years, 2012). Also, regardless of consultation, teachers’ exposure
to video vignettes resulted in reductions in children’s observed challenging
classroom behaviour. However, the lack of a control group limits the ability to draw
conclusions about the effects of the intervention. Further, the small sample size
makes it difficult to generalise the results of the study.

In a similarly small study, Williford and Shelton (2008) studied nine teachers
(six intervention and three control) and 96 caregivers to determine the effectiveness
of adapted versions of I'Y parent and teacher programmes in a mental health
consultation model. The adaptation involved doctorate psychology students (who
were not accredited 1Y group leaders) providing teachers individualised, weekly
consultations covering I YT strategies. Webster-Stratton (2011) asserts this study
found teachers reported “higher levels of positive classroom climate, teacher
sensitivity, and behaviour management than control classrooms” at the end of the
school year (p. 38). However, results could be conflated with improvements in
children’s behaviour due to 35% of children’s caregivers participating in the I'Y
parent programme. Also, this study is based on teacher reports and did not include
independent observations of students’ behaviour.

Content. Raver et al. (2008) adapted the content of the I'YT programme,

although they do not specify the adaptations. In a clustered randomised controlled
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trial, 94 preschool teachers received a control condition or 30 hours of I'YT training
over five Saturdays in six months, as well as weekly coaching sessions in their
classroom. Social workers provided the training and coaching (i.e., not YT
accredited group leaders). Raver et al. found teachers receiving I'YT training and
coaching had significantly higher levels of positive classroom climate, teacher
sensitivity, and behaviour management than teachers who received none, as rated by
independent observers. Interestingly, Raver et al. also found, without I'YT training,
teacher’s classroom environments deteriorated over the year and noted weekly
coaching was “central to the intervention's success” (p. 23). Even though this study
has a strong study design, the lack of specificity regarding the content adaptations
limits the replicability of this study.

Time. Carlson, Tiret, Bender, and Benson (2011) adapted I'YT by delivering
it to 24 preschool teachers in weekly evening sessions, instead of the recommended
monthly format. The study was not randomised, there was no control, and outcomes
relied solely on teacher self-reports. Teachers completed the TSQ immediately after
training and four months later. Carlson et al. found teachers reported using more
positive behaviour management strategies both immediately and four months post
training. However, teachers did not report a decrease in using inappropriate
behaviour management strategies or an improvement in parent-teacher relationships,
which are significant I'Y strategies.

Similarly, Snyder et al. (2011) studied a shortened version of I'YT. Twenty-
eight preschool teachers were randomly assigned to a brief version of 1YT
(consisting of five three-hour sessions over three months) coupled with motivational
training, plus three onsite consultation visits. Independent observers reported
teachers who received the brief I'YT training increased their positive behaviour and
decreased their negative behaviour in the classroom. As with Raver et al.’s (2008)
study, Snyder et al. found teachers in the control group engaged in more criticism,
anger, and negative behaviour in the classroom as the school year progressed.
Interestingly, Snyder also studied the effects of classmates’ behaviours towards
children with conduct problems and found decreases in rejection of peers. However,
while Snyder et al. considered the results promising, the changes in teacher and child
behaviour were sometimes marginally reliable and produced small effect sizes. It is
not known whether the small effect sizes are due to the brevity of the IYT

programme or study design.
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Culture. Webster-Stratton (2011) says I'YT is “culturally sensitive” and can
be adapted to meet the needs of different cultural groups (p. 20). Several studies
have reported the effectiveness of I'YT in different cultural settings, after adaptations.
After conducting preparatory research (Baker-Henningham, 2011), and a pilot study
(Baker-Henningham, Walker, Powell, & Gardner, 2009), Baker-Henningham, Scott,
Jones, and Walker (2012) undertook a large scale randomised trial of I'YT in
Jamaica, in 24 preschools, with 73 teachers. 1'YT adaptations included providing
IYT during eight days over five months, using additional role-plays, simplifying
language in the print resources, and using Jamaican examples in print and video
vignettes. The pilot and full-scale study showed significant improvements in
teachers’ positive classroom behaviour and classroom atmosphere, as well as
independently observed improvements in children’s behaviour (Baker-Henningham
etal., 2012, 2009). However, the study author (Baker-Henningham) also conducted
the I'YT training, which could bias some results.

In Portugal, Vale (2011, as cited in Webster-Stratton et al., 2012), a doctorate
researcher, studied an adapted 1'YT. Eight preschool teachers received I'YT over five
weekly workshops over two months, with handouts translated into Portuguese.

Eight teachers received no training. Webster-Stratton et al. (2012) reports this study
found teachers who participated in I'YT demonstrated increased positive classroom
management practices and reported children as having fewer conduct problems, as
reported by teachers and independent observers. Even though this study is small and
provided I'YT training weekly, Webster-Stratton considers this study provides
evidence I'YT is effective in Portugal.

Stand-alone. 1'YT was first studied as a stand-alone programme, without
adaptation, by independent researchers outside of America. In Wales, Hutchings et
al. (2007) studied I'YT with 23 teachers receiving I'YT training as per standard
protocols, one full day per month for five months. Teachers completed the TSQ and
participated in in-depth interviews. Teachers reported high levels of satisfaction
with 1YT and believed the I'YT strategies improved pupils’ conduct. In Hutchings et
al.’s (2007) second study, observations of 21 teachers, 10 of whom had undergone
IYT training, found teachers who received YT training used clearer instructions and
had more compliant pupils than teachers who had not received the training. These
results were statistically significant, although the small sample size means the results

should be interpreted cautiously (Hutchings et al., 2007).
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Following these studies, Hutchings, Martin-Forbes, Daley, and Williams
(2013) conducted a randomised controlled trial involving 12 teachers from 11
primary schools (6 intervention, 6 control) in Wales. This study used a mixture of
independent observations, teacher reports of child behaviour, the TSQ, and Teacher
Workshop Satisfaction Questionnaire (TWSQ; Incredible Years, n.d.). This study
reported mixed results. For example, there were no significant differences in
teachers’ behaviour towards the whole class, yet there were significant reductions in
their negative behaviour (e.g., negative remarks) towards target children. Further,
the study found no changes in children’s prosocial behaviour, but significant
reductions in off-task behaviour in the classroom for all children, as well as
significant improvements in compliance among target children.

In Ireland, Hickey et al. (2017) studied 1YT as a stand-alone programme in a
randomised controlled trial with 22 teachers (11 intervention and 11 control).
Teachers participating in YT attended one full-day session each month for five
months, and received monthly consultation phone calls. Hickey et al. reported
significant differences in teachers’ self-reported use of positive classroom
management strategies between the control and intervention groups immediately
after completing I'YT. They also found teachers in the intervention group reported
significant reductions in disruptive and negative child classroom behaviour.
However, Hickey et al. found observations of teacher and children’s behaviour were
largely non-significant. Thus, teacher self-reported data were not corroborated by
observations.

In America, Murray and colleagues (Murray, Murr, & Rabiner, 2012;
Murray, Rabiner, & Carrig, 2014) studied I'YT as a stand-alone programme. Even
though this study employed a randomised controlled design, with 97 teachers in 11
schools, the results have only been published in conference papers. Teachers
participated in five full-day monthly 1'YT training sessions, plus two brief classroom
consultation visits. The study was one of the first to include measures of student
academic achievement. Overall, the study demonstrated modest effects of YT on
classroom climate, student social-emotional outcomes, and reading achievement, as
assessed by independent observers and teacher ratings. First grade students of
teachers who had completed 1'YT training, demonstrated significantly greater reading
improvement than the control group. However, changes in second grade students’

reading scores were not significant. Teachers in the intervention group experienced
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significantly more positive change in the classroom climate. However, contrary to
expectation, teachers in the control group demonstrated significantly greater change
in competence in supporting classroom management and socio-emotional skills over
time than the intervention group.

In a doctorate study in America, Rappuhn (2014) studied the effects of YT
on teachers’ strategy use, classroom environment, relationships, and students’
internalising behaviours. In a comprehensive study with 31 teachers randomly
assigned to I'YT or a literacy programme, Rappuhn found teachers in the I'YT group
reported significantly more use of I'YT classroom management skills compared to
the control group. However, as with Hickey et al.’s (2017) study, teacher self-
reports were not always corroborated by observation and student data. Rappuhn
found a significant increase in social skills in students whose teachers had completed
IYT training, although this could also be explained by maturation.

Also in America, as part of a large-scale randomised controlled trial within
Head Start!, Hsueh, Lowenstein, Morris, Mattera, and Bangser (2014) and Morris et
al. (2014) compared the effects of I'YT (as well as two other classroom management
programmes). Hsueh et al. studied teachers of three-year-olds in 155 classrooms
using independent observations of teachers, and teacher reports of student behaviour.
Morris et al. studied teachers of four-year-olds in 307 classrooms. Both studies had
mixed results. Hsueh et al. (2014) and Morris et al. (2014) found I'YT improved
children’s social behaviours, although Morris et al. noted the problem behaviours in
the four-year-olds’ class did not decrease. Hsueh et al. found I'YT did not improve
teachers’ use of classroom management strategies or the classroom environment,
whereas Morris et al. found I'YT improved teacher’s behaviour management but did
not improve the classroom climate or organisation.

In Norway, Kirkhaug et al. (2016) studied whether I'YT reduced children’s
severe externalising behaviours, as reported by their teacher. The study also
considered whether these children had improvements in their social competence,
internalising behaviours, academic performance, and teacher-student relationships.

The study involved 83 children aged 6-8 years, from 21 intervention and 22 control

! Head Start, an American programme, provides educational, nutritional, health, social, and
other services to low-income children and their families (Department of Health and Human
Services, 2016).
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schools. The study concluded I'YT was not sufficient for children with severe
externalising behaviours as the only statistically significant findings related to
improvements in children’s academic performance and a reduction in teacher-student
conflicts.

Most recently, again in Norway, Fossum, Handegard, and Drugli (2017)
studied the effects of I'YT on kindergarten children’s aggressive behaviour,
internalisation, attention and social readiness. The study involved 1,049 children
aged 3-6 years, half of these children in a control. The study found statistically
significant changes in the children’s behaviours. However, similar to Kirkhaug et al.
(2016), significant changes were not found for children with severe problem
behaviours.

Long-term. Very few studies have investigated the long-term effects of I'YT.
In Ireland, Davenport and Tansey (2009) studied 15 teachers who participated in
IYT over five months (two half-day training sessions per month), including a six-
month follow-up. The study had no control group, was not randomised, and has not
been published in a peer-reviewed journal. The study showed mixed results.
Teachers reported a significant improvement in their general teaching efficacy post
training and at six-month follow-up. However, there was no significant change in
teachers’ self-reported use, or perceived usefulness, of specific I'YT strategies post
training or at six-month follow-up. On the other hand, teachers reported the
hyperactivity levels of target children were significantly reduced post training.
However, teachers did not report on children’s behaviour at the six-month follow-up.

Again in Ireland, Leckey et al. (2016) reported on a six-month follow-up of
11 teachers after completing 1'YT. These teachers had previously participated in
Hickey et al.’s (2017) aforementioned stand-alone study. This six-month follow-up
study used observations of teacher behaviour, questionnaires, and in-depth
interviews. Overall, six months after completing I'YT, observations showed teachers
used significantly fewer negative and more positive classroom management
strategies. Similarly, teachers reported significant increased use, and perceived
utility, of positive classroom management strategies at the six-month follow-up.
Further, teachers reported having enhanced classroom atmospheres, and improved
personal wellbeing and self-efficacy. In fact, unlike the earlier studies, the six-
month follow-up observational data corroborated the data from the teacher

guestionnaires and interviews. Teachers reported proximal praise was the most
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commonly implemented strategy six-month post training. That is, praising the
behaviour of other compliant children nearby instead of a negative comment to
children whose behaviour is of concern (Webster-Stratton, 2012). While not a focus
of the study, it included some assessment of challenges to implementation and utility
of I'YT strategies. Some teachers perceived the most significant barrier to long-term
implementation of I'YT strategies was the constant demands of the classroom,
leading to their forgetting to use I'YT strategies (Leckey et al., 2016). Further, some
teachers considered that, while I'YT strategies were effective for most children, they
were not effective for children with special needs. Overall, Leckey et al. (2016)
tentatively concluded, based on the small sample size, IYT led to longer-term
benefits for teacher classroom management, teacher wellbeing, and the classroom
environment.

In England, a large-scale, randomised controlled trial of I'YT as a stand-alone
intervention commenced in 2012 (Ford et al., 2012; Hansford et al., 2015; Marlow et
al., 2015) with 80 teachers from 80 schools. Notably, the study will undertake long-
term follow-up with teachers at 9, 18, and 30 months post-intervention. The
comprehensive study is investigating the effectiveness and cost-effectiveness of 1'YT,
in parallel with process evaluations. To date, the feasibly component of the study
has been reported, which found most teachers (n=40) reported using I'YT strategies
in their classrooms and 1'YT was acceptable to them (Marlow et al., 2015). The full
study will be reported in late 2017 or early 2018 (L. Hansford, personal
communication, November 11, 2015).

Incredible Years Teacher in New Zealand

Context. Since 2011, the New Zealand Ministry of Education has provided
IYT as part of its Positive Behaviour for Learning (PB4L) programme (Ministry of
Education, 2011a). PBAL includes seven initiatives to support teachers and schools
in preventing disruptive behaviour problems and enhancing school climates
(Ministry of Education, n.d.-a). The impetus for I'YT and PB4L came from a
Government report (Ministry of Social Development, 2007), an expert advisory
group (Blisset et al., 2009b), and the Taumata Whanonga Behaviour Summit
(Ministry of Education, 2009, 2015c), which recommended implementation of
evidence-based, comprehensive, and prevention-focused solutions for behaviour
management concerns in New Zealand schools. From 1 July 2010 to 30 June 2017,

the Ministry of Education has spent nearly $31.8 million funding I'YT, including
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basic delivery costs and additional costs such as teacher release (K. Casey, personal
communication, 24 February, 2017). Appendix A outlines the costs in funding YT
each financial year since implementation.

Alongside 1YT is PB4L-School-Wide (PB4L-SW), which provides a
framework for schools to systematically consider behaviour and learning across a
whole school and individual students (Ministry of Education, 2015d). PB4L-SW is
premised on creating positive environments with clear expectations, teaching
expected behaviours, and responding to inappropriate behaviours fairly and
consistently (Ministry of Education, 2015d).

Delivery model. The Ministry of Education manages the delivery of IYT
(Ministry of Education, 2011b). Group leaders deliver 1'YT as per the programme’s
manual (Ministry of Education, 2015a). Although, providing coaching sessions
between every workshop is considered ideal, the Ministry of Education expects
group leaders to provide a minimum of two coaching visits during the 1'YT course,
and a follow-up workshop three months after the final I'YT workshop (Ministry of
Education, 2015a). Group leaders are typically Ministry of Education staff,
Resource Teachers Learning Behaviour, and early childhood educators (Ministry of
Education, 2015a, 2015c).

All early childhood education (ECE) and primary school teachers of children
aged 3-8 are eligible to participate in I'YT (Ministry of Education, 2011b).
Approximately 2,400 teachers undertake 1'YT each year in New Zealand (Ministry of
Education, 2015c). Since I'YT was first introduced in 2011, 15,916 ECE and
primary school teachers have participated in it to 30 June 2017 (J. Bauckham,
personal communication, October 2, 2017).

New Zealand evaluations. I'YT was evaluated during the first stage of its
national rollout in 2010/11 with 239 teachers (Fergusson, Horwood, & Stanley,
2013). Teachers reported significant increases in their frequency and use of positive
behaviour management strategies and high levels of satisfaction with the
programme. Fergusson, Horwood and Stanley (2013) recommended further
evaluations to determine the effectiveness of IYT in New Zealand.

During 2014, Wylie and Felgate (2016b, 2016a, 2016c, 2016d) evaluated
IYT delivery in New Zealand, collecting data from 97 group leaders and 1,103
teachers who participated in I'YT. They investigated changes in teachers’ and

students behaviour immediately following and 8-9 months post-training, as well as
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factors supporting and inhibiting positive change (Wylie & Felgate, 2016b). The
evaluation found primary school teachers reported using around half of the I'YT
strategies at the same levels 8-9 months after completing 1'YT as they had at the end
of I'YT. Praising positive behaviour was the most commonly used strategy, with
100% of primary school teachers reporting they used it often or very often at the end
of I'YT, only dropping to 98% frequency usage 8-9 months later. Teachers reported
large decreases in using seven YT strategies, particularly the use of a clear
discipline plan and social and emotional coaching. Nearly half (47%) of primary
school teachers reported large positive shifts in target students’ overall academic
achievement and engagement in learning during their participation in I'YT. A similar
number of teachers (46%) reported positive differences in their target student’s
behaviour when they continued using behaviour plans, compared to teachers who
had stopped using behaviour plans after I'YT (36%). One fifth (20%) of primary
school teachers reported challenges in implementing I'YT, particularly around getting
consistency with other staff and having enough time. Further, the video vignettes
garnered mixed support. Some teachers valued the vignettes as spurring discussion,
while others found they raised scepticism about the appropriateness of YT in New
Zealand (Wylie & Felgate, 2016b). Finally, approximately one third of primary
school teachers, particularly those who noted challenges to implementing 1YT,
desired follow-up after I'YT.

Wooller (2015) surveyed 107 ECE teachers who had completed I'YT to
assess its social validity. Overall, participants considered most 1'YT strategies
appropriate for New Zealand. Wooller found a key factor in sustaining
implementation of I'YT was support from colleagues.

Summary

The literature review brings together literature on children’s challenging
behaviour, classroom management, teacher PD, and 1'YT. The Ministry of Education
commenced funding I'YT in 2011, a classroom management PD programme, to
support teachers in responding to young children’s challenging behaviour—a
significant issue for children and teachers. The review showed that, although I'YT is
widely espoused to be an evidenced-based programme, much of the evidence is
based on studies where I'YT is implemented differently to how it is implemented in
New Zealand. That is, only a small number of studies have studied 1'YT unadapted

or independently from other I'Y programmes. An even smaller number of studies
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have incorporated long-term follow-up data into study design, making it particularly
difficult to gauge teachers’ ongoing use of I'YT strategies in their classroom
management practices. Finally, no I'YT studies have gathered qualitative data using
in-depth interviews, on how primary school teachers incorporate 1'YT into their
teaching, and their supports and barriers for sustained implementation. Given the
Ministry of Education has invested nearly $31.8 million from 1 July 2010 to 30 June
2017 funding I'YT, the literature review demonstrated a need to understand how
primary school teachers are incorporating 1'YT into practice, and barriers and
supports for sustaining implementation.

IYT incorporates many components deemed essential for effective PD,
including a well-structured, time-intensive course, a strong theoretical base, and a
variety of activities to promote teachers’ learning, such as video-modelling, group
discussion, and coaching. However, given the aforementioned limitations in
research about 1'YT, it is also useful to explore the relationship between teachers’

implementation of I'YT and known components of effective PD.
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Chapter Three: Methodology

Introduction

This chapter outlines the interpretive description methodology used in this
study (Thorne, 2008; Thorne et al., 1997), a relatively new research approach within
generic qualitative inquiry (Caelli, Ray, & Mill, 2003; Kahlke, 2014; Merriam &
Tisdell, 2016). In any research, the research methods should align with the research
paradigm and aims of the study (Punch, 2014). However, this is even more
important when using a qualitative approach that varies from the established
qualitative approaches (Caelli et al., 2003; Thorne, Kirkham, & O’Flynn-Magee,
2004). This chapter provides justification for using interpretive description, and
demonstrates credibility of the research by explicating the links between the research
methods and research paradigm. The chapter begins with the research questions that
shaped the research. | then briefly outline the origins and definition of interpretive
description, before describing how the theoretical underpinnings, research paradigm,
and research design relate to the interpretive description approach. 1 then outline my
personal background and its potential influence on the study, and the steps | took to
ensure the ethical conduct of research. The final section describes how | analysed
the data.
Research Questions

The literature review highlighted there is minimal qualitative research
examining teachers’ experiences of implementing I'YT. Thus, the purpose of this
study is to enhance understanding, using qualitative inquiry, of how I'YT is being
incorporated into primary school teachers’ practice in New Zealand, and barriers and
supports experienced. The following research questions guided the study:

(1) How do primary school teachers in New Zealand incorporate YT classroom
management strategies, underlying principles, and theoretical knowledge of
the programme, into their teaching practice after completing I'YT training?

(2) What factors support and hinder teachers to incorporate YT classroom
management strategies into their teaching practice?

(3) What is the relationship between teachers’ experiences of incorporating 1'YT
strategies into their teaching practice and factors known to be associated with

teachers’ implementation of professional development programmes in
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general (e.g., the context in which the programme is delivered, the content of

the programme, and follow-up support).
Interpretive Description

Interpretive description is a subset of generic qualitative research approaches
(Caelli et al., 2003), also referred to as basic qualitative (Merriam & Tisdell, 2016;
Sandelowski, 2000), non-categorical (Thorne et al., 1997), and pragmatic (Savin-
Baden & Major, 2013) approaches. Generic qualitative research investigates
people’s reported subjective opinions, attitudes, beliefs, and experiences (Percy,
Kostere, & Kostere, 2015, p. 78). These research approaches draw from, but do not
necessarily follow, the five established qualitative approaches (Kahlke, 2014)
namely ethnography, phenomenology, grounded theory, case study, and narrative
study (Creswell, 2013).

Thorne, Kirkham, and MacDonald-Emes (1997), developed interpretive
description in response to perceived deficiencies in traditional quantitative and
qualitative approaches to meet the theoretical, yet practical, needs of nursing.
Interpretive description seeks to generate knowledge about “complex experiential
clinical phenomena” that can be applied in practice settings, thus bridging the
theory-practice divide (Thorne, 2008, pp. 26-27). Interpretive description is based
on explicit philosophical underpinnings (Thorne, 2008; Thorne et al., 1997, 2004),
and draws from the experience of the researcher and existing disciplinary knowledge
(Hunt, 2009; Thorne et al., 2004). It provides a theoretically and methodologically
sound logic for designing and implementing applied research studies (Kahlke, 2014).
Although originally developed in the nursing discipline, interpretive description is
increasingly used in the social sciences (Atkinson & McElroy, 2016; Brewer,
Harwood, McCann, & Worrall, 2014; Buissink-Smith & Mcintosh, 1999; Hunt,
2009; Kahlke, 2014; Murphy et al., 2016; C. Robinson, York, Rothenberg, & Bissell,
2015; Thorne, 2013; Thorne et al., 2004).

Theoretical Framework

Even though qualitative research typically aims to build rather than test
concepts, hypotheses, and theories, qualitative research is informed by theoretical
frameworks that underpin the research (Merriam & Tisdell, 2016). Indeed, the
interpretive description approach explicitly recognises researchers hold existing
knowledge situated within the researcher’s discipline that influences the research

(Brewer et al., 2014). As such, this research was informed by psychological and
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educational theories on challenging behaviour, classroom management, adult
learning, and professional development. Further, Bronfenbrenner’s (1979)
ecological theory, which requires considerations of the environment, systems, and
supports interacting with a child, school, and community also underpinned the
research (Woolfson et al., 2003).
Research Paradigm

The present research was situated within a constructivist-interpretivist
research paradigm, a central tenet of qualitative research, which posits “there is no
single, observable reality” (Merriam & Tisdell, 2016, p. 9). Instead, as people make
sense of their world, they construct multiple and subjective meanings (Creswell,
2014). Thus, my goal, as researcher, was to rely on participants’ views of a situation
and interpret their meanings (Creswell, 2014). Relatedly, my interpretation of
others’ subjective realities does not come without its own bias, discussed below.
Indeed, interpretive description explicitly recognises existing knowledge situated
within the researcher’s discipline, and how that knowledge influences the research
(Brewer et al., 2014). As opposed to other qualitative approaches, for example purist
phenomenology, that attempt to bracket disciplinary knowledge or personal
experience (Creswell, 2014), interpretive description integrates and accepts it
(Brewer et al., 2014; Thorne, 2008; Thorne et al., 2004). Thorne (2008, 2013)
contends attempts to bracket disciplinary knowledge or personal experience lead
some researchers to study a topic without investigating or appreciating the current
state of knowledge in the field. As interpretive description aims to build disciplinary
knowledge, this “blank slate” approach is incongruous (Thorne, 2008, p. 67).
Further, Thorne (2008) says because interpretive description is an applied research
approach, it is impracticable to suspend action until a problem is fully understood.

Interpretative description also draws upon pragmatism (Patton, 2015) and
naturalistic inquiry (Lincoln & Guba, 1985). Pragmatism, as a philosophical stance,
focuses on the outcomes of the research (Creswell, 2014; Morgan, 2014), including
the practical consequences and useful application of the research results (Patton,
2015). Relatedly, interpretive description has a primary goal of applying research
findings to practice (Thorne, 2008). Thus, the present study aimed to make the
findings useful to teachers and schools.

Pragmatism is also concerned with making pragmatic decisions about how to

conduct the inquiry taking account of time and resource constraints (Patton, 2015).
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Further, pragmatism requires using the most appropriate research method, based on
the research question and not necessarily adhering to one paradigm or theoretical
inquiry tradition (Patton, 2015). Relatedly, interpretive descriptive draws upon the
five established qualitative approaches research methods as pragmatically needed
(Savin-Baden & Major, 2013; Thorne, 2008).

The key axioms of naturalistic inquiry include recognising there are multiple
constructed realities, the knower and the known are interactive and inseparable, and
inquiry is value-bound (Lincoln & Guba, 1985). These axioms translate to
undertaking the research in natural settings, with the researcher primarily collecting
and analysing data, using purposeful sampling, and inductive (bottom-up) processes
to generate concepts from the data (Lincoln & Guba, 1985). Thus, the present study
combined disparate information from interviews to derive larger themes and
categories. Also, specific to interpretive description, the research study moved
beyond pure description, and explored meanings and explanations that are
“theoretically useful”” and can be applied in practical settings (Thorne et al., 2004, p.
6).

Researcher Bias

Thorne (2008) recommends researchers using interpretive description outline
the genesis of their research, as this reveals the motivation and potential bias of the
researcher. This positioning allows others to consider whether data collection and
data analysis has been “informed or skewed by these earliest conceptions” (p. 69).
As such, the overview chapter presented the origins of the present study.

It is also pertinent to note interpretive description is traditionally conducted
by researchers within the same profession (Thorne et al., 1997). While | work in
classrooms, | am not a teacher. On the one hand, this outsider perspective means |
can take a fresh look at teachers’ experiences of incorporating I'YT into practice and
not be blinded by, for example, over-familiarisation of teacher practices (Bonner &
Tolhurst, 2002). On the other hand, not being a teacher may mean I miss some
pedagogical nuances. However, Dwyer and Buckle (2009) argue the binary
separation of insider versus outsider researcher status is overly simplistic and suggest
qualitative researchers occupy a middle space on a continuum between insider and
outsider. Thus, as Dwyer and Buckle suggest, having read much literature on the
research topic, and having gained some classroom experience, | consider 1 sit in the

middle of the insider-outsider continuum. As such, I am influenced by the
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theoretical underpinnings of teaching, and am familiar with the culture and language
of the profession, yet | am independent of the profession. Further, I feel this position
fits well with educational psychology, which spans across educational and
psychological disciplines.

Other factors potentially influencing my research include that, during my
public policy work, | observed many Government-funded initiatives established
without investing in long-term follow-up and support. Thus, from the outset, |
expected lack of follow-up to be a barrier to sustained implementation of 1'YT.

Finally, | am a pakeha female, with a middle-class upbringing. Coming from
a dominant ethnic group, and from a relatively high socio-economic status means my
interpretation of, for example, cultural barriers comes from an academic
understanding, rather than personal experience.

Research Design

Theory and research design is closely linked (Patton, 1990). Thus, when the
key purpose of the research is to develop an in-depth, holistic understanding of a
complex phenomenon, and has the goal of generating knowledge that can be applied
in practice, interpretive description is an appropriate research design (Thorne, 2008).
However, before choosing interpretive description, | considered other qualitative
design approaches. Case study design (Creswell, 2014; Stake, 2005; Yin, 2014) was
ruled out due to pragmatic reasons around inability to assure anonymity of
participants within a small number of cases. Phenomenological approaches were
ruled out due to their focus on uncovering the inner “essence” of an experience,
rather than the external reasons that may trigger the experience (Percy et al., 2015, p.
77).

Participants

In line with interpretive description, which often seeks multiple participant
views (Thorne, 2008, 2013), the present study included 12 participants in the
following roles:

e primary school teacher;
e principal;

e special education needs coordinator (SENCO)?;

2 SENCO are also called learning support coordinators.
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e specialist teacher; and
e Resource Teacher Learning Behaviour (RTLB).

SENCOs, employed by schools, coordinate support for students with
additional learning needs (Ministry of Education, 2015b). Specialist teachers, also
employed by schools, support students with special education needs in the Ongoing
Resourcing Scheme® (Ministry of Education, 2013b). RTLB, employed by the
Ministry of Education, work with teachers and schools to support students who have
learning and/or behaviour difficulties (Ministry of Education, n.d.-b). The RTLB in
the present study were also 1'YT group leaders.

In order for teachers to be eligible to participate in the study, they had to
have:

e undertaken I'YT training in New Zealand during 2015 or earlier;
e Dbeen teaching students aged 5-8 years (i.e., Years 0-3) during 2017,
e worked at their school for at least one year.

In order for principals, SENCO or RTLB to participate, they must have
worked in their role for at least one year, in order for them to have had time to
acquire impressions of 1'YT.

Sampling and Recruitment

As is common in interpretive description research (Hunt, 2009; Thorne,
2014; Thorne et al., 2004), the present study used purposeful sampling, which
involves selecting individuals with experience and/or knowledge about the inquiry
question interactively during the research process (Mason, 2002; Patton, 2015).
Specifically, quota sampling, was used to ensure important categories were included
in the study (Patton, 2015). Mason (2002) describes quota sampling as a flexible
approach, which provides for an “organic” inquiry that can change as the inquiry
unfolds (p. 127). As such, at the outset of the present study, | sought to sample
teachers from two categories: teachers who had completed I'YT training between
2011-2013 and 2014-2015. These quotas were chosen to ensure sampling of
teachers with short- and long-term experiences of using 1'YT strategies.

I employed one sampling process for teachers, principals, and SENCO, and

another for RTLB. The sampling frame for teachers, principals, and SENCO, was

% The Ongoing Resourcing Scheme provides support for students with the highest needs
(Ministry of Education, 2017a).
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based on schools in the region of study where two or more teachers had participated
in IYT between 2011-2015. The Ministry of Education’s District I'Y Coordinator
provided a list of 'Y schools. | approached the principal of each school to seek their
agreement for staff to be involved in the study. If agreement was given, | asked the
principal to forward information sheets and invitations to participate in the study to
relevant teachers and SENCO. The principal was also invited to participate in the
study.

The sampling frame for RTLB included all RTLB in the region of study. |
emailed RTLB area (also called cluster) managers in the region of study, and asked
their agreement for RTLB in their area to be involved in the study. If they agreed, |
asked them to forward information sheets and invitations to participate to RTLBs.
Sample Size

The sample size was influenced by theoretical and practical considerations
(O. Robinson, 2014). 1 used a sample size of 12 as it was small enough to allow rich
descriptive analysis and large enough to facilitate an understanding of varied
participants' roles and experiences (Sandelowski, 1995a).

Data Collection Instruments

As is common with interpretive description (Hunt, 2009), the primary source
of data was semi-structured interviews with individual participants and the
associated audio recordings and interview transcripts. | used semi-structured
interviews as they collect in-depth, nuanced, and complex data (Mason, 2002). The
interviews followed some pre-set questions, which allowed comparison across
participants (Savin-Baden & Major, 2013), although question order was adjusted to
allow interviews to flow. Questions were open-ended, allowing participants to
express their perspectives on a topic and enabling me to seek further information
with follow-up questions (Savin-Baden & Major, 2013). | used slightly different
interview guides for teachers, RTLB, SENCO, and principals (See Appendices B1,
B2, B3, and B4). All interviews began with questions about participants’
backgrounds and their impressions of I'YT. Then, as recommended by Barbour
(2014), the interview questions became more specific, exploring how teachers used
IYT strategies, and what barriers and supports they encountered. The interview
questions included a mix of experiential and behavioural questions, opinions, and

feeling questions (Patton, 2015). Further, if participants indicated they were
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dissatisfied with anything, | asked them to hypothesise what they would like in an
ideal situation (Merriam, 2009).

The interviews were audio recorded as this provided a permanent record of
the interview but was less obtrusive than video recording (Merriam & Tisdell, 2016).
Participants were offered the opportunity to review their own transcript. They
requested only minor changes to be made. | conducted interviews at each
participant’s location of choice, such as their classroom, office, or cafe. Interviews
took between 30-60 minutes.

Ethics

The Massey University Human Ethics Committee, Northern Committee
approved the research project on 11 November 2016, Application 16/45 (Appendix
C). Key ethical issues identified included gaining access to participants whilst
mitigating any perceived coercion to participate in the research, maintaining
anonymity, and gaining informed consent. To address these ethical considerations,
access to participants was through their principals or managers (Appendices
(Appendices D1 and D2) who had forwarded invitations to participate in the research
to potential participants (Appendices E1 and E2). Principals and managers also
signed consent forms allowing me to conduct interviews at their offices (Appendices
F1 and F2).

Participants’ anonymity was maintained as they contacted me directly if they
were interested in participating. Also, participants were given pseudonyms in all
written records, and names of schools, place names or people were omitted. |
assured participants that only myself and my supervisors would have access to the
interviews and transcripts, which would be stored securely on a password protected
digital folder, then destroyed after five years. The transcriber also signed a
confidentiality agreement (Appendix G).

Informed consent was gained by informing participants of the nature and
purpose of the research (in writing and in person). | informed participants they could
stop the interview at any time, decline to answer any questions, withdraw from the
study (within two weeks of being interviewed), and ask for the audio recorder to be
turned off at any time during the interview. Participants signed consent forms before
being interviewed, confirming their informed consent (Appendix H).

Participants were also given the opportunity to consent to excerpts of their

interview transcripts being used in publications and to edit transcripts of their
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interviews (Appendix I). | also gave participants the opportunity to provide
feedback on my analysis of the research data, and gave them a research summary at
the project’s conclusion.

Analysis

In line with interpretive description, which recommends a flexible, inductive,
and iterative approach allowing data to be organised into groupings and the
relationships between the groupings elucidated (Thorne, 2008, 2013), the present
study used thematic network analysis (TNA; Attride-Stirling, 2001). TNA isa
particular approach for conducting thematic analysis (Attride-Stirling, 2001), a
widely-used method for identifying, analysing, and reporting patterns within
qualitative data (Braun & Clarke, 2006). TNA has many conceptual origins, but
most closely derives from grounded theory (Corbin & Strauss, 1990; Glaser &
Strauss, 1967).

TNA was deemed an appropriate analytic strategy for the present study for
several reasons. Firstly, it offers techniques for displaying findings in an accessible
form, one of the aims of interpretive description, by “systemising” and presenting
thematic analyses as networks or “web-like illustrations” (Attride-Stirling, 2001, p.
385). Further, TNA recommends against using predetermined coding schemes,
which fits with the inductive analytical and coding recommendations of interpretive
description. Finally, TNA requires much interpretive work, and knowledge of
existing theoretical underpinnings when constructing networks (Attride-Stirling,
2001), which fits with the descriptive interpretation approach of requiring
researchers to balance theory and data.

TNA follows six stages, with the first requiring open coding of the transcripts
(Attride-Stirling, 2001), involving “breaking data apart” and coding the “blocks of
raw data” (Corbin & Strauss, 2008, p. 195). I initially coded the interview
transcripts in NVivo, a qualitative software package (QSR International, 2012). As
per Thorne et al.’s (2004) recommendation, the open coding process used broad data
codes rather than detailed (line-by-line) coding of transcripts. | derived the codes
from repeated reading of the transcripts (Thorne, 2008). The coding at this stage
was descriptive and tended to follow the lines of questioning in the interview. The
second stage involved translating the codes into basic themes (Attride-Stirling,
2001), by identifying the underlying pattern of each code (Goldbart & Marshall,

2014). The third stage involved grouping the basic themes into organising themes
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according to their underlying story (Attride-Stirling, 2001, p. 389). Also, the
organising themes were summarised into global themes, the main claim of the
organising themes (Attride-Stirling, 2001). The fourth stage involved analysing the
thematic networks by describing and exploring their relationships. I also sought
feedback on the themes from the participants, which provided an opportunity to
enhance the trustworthiness of the findings (Goldbart & Marshall, 2014). In the fifth
stage, | summarised the themes. The sixth stage involved discussing the themes in
relation to the research questions and literature (Attride-Stirling, 2001).

Consistent with the inductive process, the thematic analysis of the first
research question led to my development of an interpretative model, which | then
used as a lens through which to consider the remaining research questions. Thomas

(2006) notes such a model is often the outcome of inductive analysis.
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Chapter Four: Results

This chapter presents the findings of the thematic analysis. It begins by
presenting the demographic data of the participants and their schools. | then outline
themes relating to how teachers incorporated Incredible Years Teacher (I'YT)
strategies into their practice. From this, | present an interpretive model of
implementation derived from the thematic analysis. This model then provides a
basis for reporting how teachers implemented specific 1'YT strategies, and barriers
and supports for I'YT implementation.

Participants
The 12 participants had the following primary roles and pseudonyms:
e 5 teachers (Chloe, Heidi, Orla, Sienna, and Erin)
e 2 principals (Amber and Michael)
e 1 special education needs coordinator (SENCO; Evelyn)
e 1 specialist teacher (ST; Nancy)
e 3 Resource Teachers Learning Behaviour (RTLB; Olivia, Emma, and

Amelia)

The teachers, SENCO, ST, and principals (n=9) came from a wide range of
schools, including low, medium and high school deciles?, small to large student rolls,
and small to large percentages of I'YT-trained teachers in the junior school (Tables 1
and 2). Further, three of the nine schools where participants taught participated in
the Ministry of Education’s Positive Behaviour for Learning School-Wide (PB4L-
SW) programme (Table 3).

Table 1.

Number of Participants According to Their School Decile and Student Roll

Primary School decile Student roll

role 1-3 46  7-10 0-199  200-399 400+
Teacher 1 4 1 2 2
SENCO/ST 1 1 1 1
Principal 1 1 2

Total 3 1 5 1 5 3

* The Ministry of Education uses school deciles to target funding based on the extent schools
draw their students from low socio-economic communities. The lower the school’s decile,
the more funding it receives (Ministry of Education, 2017b).
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Table 2.
Number of Participants According to Percentage of IYT-Trained Teachers at Their
School
Primary % I'YT-trained teachers at participant’s school
role 0-25 2650  51-75 76-100
Teacher 1 4
SENCO/ST 1 1
Principal 2
Total 1 1 3 4
Table 3.

Number of Participants According to Whether Their School Participates in
PB4L-SW

Primary PB4L-SW school
role Yes No
Teacher S
SENCO/ST 1 1
Principal 2

Total 3 6

The teachers and SENCO/ST undertook I'YT training across a range of years,
including in 2011 when I'YT was first offered, and as recently as 2016 (Table 4).
Although the criteria for participating in the research excluded teachers who had
completed training during 2016, during an interview | found one teacher had
completed I'YT training at the beginning of 2016. 1 included the participant in the
research as they had completed the training at the beginning of 2016, allowing six
months for implementation. All but one of the 12 participants had ten or more years

teaching experience (Table 4).
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Table 4.

Number of Participants According to Year They Completed IYT and Years Teaching

Experience
Primary Year competed IYT Years teaching experience
role 2011-2012 2013-2014 2015-2016 09 10-19 20+
RTLB - - 3
Teacher 1 2 2 1 2 2
SENCO/ST 1 1 1 1
Principal - - 1 1
Total 2 3 2 1 4 7

Many participants provided perspectives from several roles. For example,
one teacher was also a SENCO and deputy principal. Similarly, the ST had
previously taught as a new entrants teacher. All three RTLB were I'YT group
leaders. Some participants, particularly the principals and RTLB, provided
observations of teachers’ implementation of I'YT, whereas other participants,
particularly the teachers, described their own implementation of I'YT.

How Participants Incorporated Incredible Years Teacher into Practice

Participants varied greatly in how they incorporated 1'YT into practice. The
thematic analysis of I'YT implementation led to the development of four main
themes: 1) embeddedness; 2) fidelity; 2) cognitive shift; and 4) acceptability.
Embeddedness embodies the extent I'YT strategies were incorporated into teaching
practice and whether I'YT was top-of-mind. Fidelity considers whether YT
strategies were implemented with fidelity and whether adaptations maintained
fidelity. Cognitive shift includes the belief systems, theoretical understandings, and
thought processes contributing to teachers’ incorporation of I'YT into practice.
Acceptability embodies the level of passion towards I'YT and belief in its
effectiveness. Figure 1 illustrates each of these themes and sub-themes, and shows

acceptability and cognitive shift were inter-related.
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Embeddedness. Of the five practising teachers, | found only Heidi deeply
embedded all aspects of I'YT into practice, involving individualised as well as class-
wide implementation, with 1'YT top-of-mind. Heidi explained, “I took the whole
course and | was just lapping it all up.” Similarly, the two principals and SENCO
deeply embedded I'YT in school policies and actively supported teachers to
incorporate 1'YT strategies in their practice. For example, Evelyn noted the YT
pyramid “sits in our staff room, ... our curriculum document; it sits in everything we
do.” Further, Evelyn’s school designated her as a full-time SENCO on the
management team, with a specific role of supporting teachers to use I'YT strategies.

Most teacher participants selectively implemented YT strategies (n=4),
taking the ones they liked, and discarding the rest. Erin typified this approach
saying, “right at the start I just chose the ones that | felt comfortable with, that fitted
in ... and consciously thought we’re not gonna do that, I’m not gonna try that.”
Further, this pragmatic approach to implementation often involved slippage, with
IYT no longer top-of-mind. For example, Chloe commented, “you start off all guns
blazing and then you go, oh, | won’t bother doing that anymore.”

Sienna presented a unique example of embeddedness, describing many
classroom and behaviour management strategies she had implemented that |
considered closely aligned with I'YT. However, Sienna maintained her
implementation of these strategies was unrelated to her participating in I'YT saying,
“1 don’t think the training added anything.”

While not observed first hand, some participants discussed examples of
teachers with no implementation of I'YT after participating in the programme. For
example Amelia (RTLB) described visiting a teacher who had completed I'YT and,
“couldn’t really pick out any 1Y strategies he was using.”

Cognitive shift. Cognitive shift was so-called after Heidi described various
changes in teachers’ minds and practice as, “cognitive shift because it was like,
whoa, that is amazing for me but other teachers haven’t ... changed their practice.”
Cognitive shift encapsulated the following subthemes:

1) fit with existing belief system;

2) extension of beliefs and practices;

3) IYT is common sense;

4) understanding of the theory behind I'YT strategies;
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5) transference of I'YT strategies from one student or one situation to

another;

6) teachers as agents of change;

7) reflection.

Cognitive shift varied greatly between participants and their observations of
teachers. For example, Heidi described I'YT as, “blowing her mind.” Similarly,
Emma described witnessing large cognitive shifts, when “teachers shift from deficit
thinking ... to “how can | as a teacher shape things to help this child?’” This
comment also typified teachers seeing themselves as agents of change, whereas
Sienna considered I'YT offered her nothing new. Further, Amber described teachers
with no cognitive shift after participating in YT as having “deficit thinking that’s
going on in their ... heads.” Evelyn reasoned these teachers “haven’t got it.”

In order for cognitive shift to occur, a fit between teachers’ existing belief
systems and 1'YT was primarily required. All participants noted I'YT generally
aligned with their own belief systems and practices. For example, Chloe said, “it fits
really nicely because that’s what | believed in the first place.” Conversely, Amelia
said of teachers with no cognitive shift, due to a misalignment between I'YT and their
existing belief system, “people come to IY ... with a clear idea of where they see
behaviour management ... It’s actually quite hard to shift ... if they’re not open to it
already.” However, as the participants had varying degrees of cognitive shift, this
was also moderated by other factors such as acceptability.

IYT extended the beliefs and practices of most participant teachers. For
example, Heidi considered I'YT “gave me a pathway to ... being a better teacher.”
However, Sienna considered I'YT “wouldn’t have had a huge impact on my
teaching.”

All participants recognised I'YT as common sense, with most seeing the value
in reflecting and revisiting even the most basic strategies. For example, Evelyn
noted, “it’s stuff we know but it’s just packaged and presented for us and re-
introduced ... we need to keep revisiting things.” Conversely, Sienna considered
I'YT was not “rocket science” and was “commonsense things that you would do
anyway.”

Participants with a moderate cognitive shift did not always demonstrate an
understanding of the finer theoretical points of I'YT. For example, whereas Webster-

Stratton (2012) describes time out as an opportunity to support a child who may be
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dysregulated to calm down, Chloe described it as a “consequence of ... not
following the rules.” Further, Chloe required an immediate apology from a child
after time out, which Webster-Stratton (2012) does not advocate. A deep
understanding of I'YT also supported participants to transfer I'YT strategies and
learnings from one child and one situation to another.

Acceptability. The principals, RTLB, SENCO, ST, and Heidi had high
acceptability of 1'YT and talked passionately about it. For example, Emma said, “I’m
a geek about 1'Y” and “can talk about it “til the cows come home ... I’m passionate
about it.” Further, these participants described having a true belief in the
effectiveness of I'YT for all students, including children with very challenging
behaviour. “It just means you’ve gotta persevere and dig deeper,” said Michael.

Three teacher participants liked 1'YT but were not passionate about it. For
example, Erin described, “enjoying” IYT. Similarly, when | asked Orla her
impressions of I'YT, she replied neutrally, “I’ll try and find some positives and some
negatives.” Whereas Sienna appeared dispassionate about I'YT, viewing it as not
valuable, particularly for children with severe challenging behaviour. For example,
after a long discussion | asked, “is it fair to surmise 1Y ... doesn’t really deal with
the kids with the more severe behaviour? Sienna replied, “absolutely.” Overall,
participants with low levels of acceptability of I'YT had less cognitive shift.

Fidelity. Implementation fidelity varied between I'YT strategies and between
participants. For example, easy-to-implement I'YT strategies, such as praise, were
consistently implemented with fidelity, whereas more complicated strategies, such as
time out, varied in fidelity. Also, generally, the more teachers incorporated 1YT
strategies into their teaching, the greater implementation fidelity of I'YT strategies
and adaptations. For example, Heidi, who showed a high level of embeddedness,
also demonstrated high implementation fidelity in her adaptation of the I'YT
thermometer strategy, which teaches children to recognise their feelings and
strategies to calm down (Webster-Stratton, 2012). Heidi designed an individualised
thermometer for a child with impulse control difficulties. The thermometer
categorised levels of calmness using colours and suggested strategies for each colour
to help calm down (e.g., yellow = get a drink, red = run around the field).

Chloe exemplified “literal” implementation, whereby she used I'YT resources

straight from the book, applied generally to the whole class. For example, Chloe
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pointed to the I'YT thermometer on her classroom wall and said, “I have used that in
class occasionally.”
Interpretive Model of Incredible Years Teacher Implementation

The thematic analysis led me to develop an I'YT implementation model,
involving four implementation types: (1) evangelical; (2) pragmatic; (3) unrelated;
and (4) no implementation.

Evangelical implementation was so-called after participants with a true belief
in IYT who strived for it to be deeply embedded in teaching and school-wide
practices. Evangelical implementation involved a significant cognitive shift, with a
deep and broad understanding of I'YT, and teachers seeing themselves as agents of
change. This deep understanding of I'YT also supported the transference of IYT
strategies and learnings from one child and one situation to another. Evangelical
implementation involved recognising 1'YT was common sense, but seeing the value
in reflecting and revisiting strategies. Further, I'YT strategies (and any adaptations)
were implemented with high fidelity.

Pragmatic implementation was so-called after teachers who implemented the
strategies they liked while discarding the rest. Pragmatic implementation involved a
moderate cognitive shift. 1'YT aligned generally with participants’ existing belief
systems but they did not always demonstrate an understanding of the finer
theoretical points of I'YT. Pragmatic implementation often involved slippage, with
I'YT no longer top-of-mind. Further, teachers either implemented YT strategies
literally and with high fidelity, or not quite accurately. Pragmatic implementation
involved a liking, but not passion, towards 1'YT.

Unrelated implementation refers to teachers’ incorporation of 1'YT-like
strategies in their practice, however they inferred this was unrelated to participating
in IYT. Unrelated implementation involved no cognitive shift. That is, teachers’
philosophies and practice appeared to align with I'YT, however 1YT offered them
nothing new or was viewed as “common sense things that you would do anyway”
(Sienna). Further, I'YT was not seen as valuable, particularly for children with
severe challenging behaviour.

No implementation involved the absence of implementation or cognitive shift
after participating in I'YT. No implementation represented an unwillingness of these

teachers to be self-reflective or recognise they could be agents of change. For
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example, Amber recalled, “where it breaks down is where a teacher doesn’t want to
take responsibility for their part in it ... they want the child to change.”

How Participants Incorporated Specific Incredible Years Teacher Strategies
into Practice

The participants described many specific and novel ways they incorporated
IYT strategies into practice. In meeting the objective of interpretive description to
provide teachers with a practical resource about I'YT implementation, Appendix J
outlines participants” examples of 1'YT strategy implementation. The following
section outlines how teachers implemented specific YT strategies, grouped
according to I'YT workshop topics, and using the interpretive model of
implementation as a basis for reporting. Appendix K shows 17 themes were initially
identified, which were then considered as part of the implementation model.

Building positive relationships. All participants valued and recognised the
fundamental importance of building positive relationships, with many participants
seeing it as one of the most important I'YT strategies. As Olivia surmised,
“relationships are at the heart of everything.” In particular, all participants noted the
importance of building strong teacher-student relationships. Michael concurred,
saying, “building relationships is probably the most important one that 1’ve found
teachers come away with.” Strategies to build positive teacher-student relationships
were similar amongst evangelical, pragmatic, and unrelated implementation-types,
and involved teachers spending time, checking in, and talking with students.
Although valued by all participants, Olivia observed this strategy had the potential to
slip from teachers’ practice, saying, “I think they think, oh, yeah, I’ve done one
relationship building thing, that’s it now.”

Similarly, all participants valued the importance of creating positive
relationships between home and school, although many commented they found it
difficult. In particular, home visits were seen as unsafe and possibly ineffectual.
Pragmatic implementation of strategies to build positive home-school relationships
tended to focus on traditional communication methods, for example, newsletters,
reading logs, and notes, as well as Webster-Stratton’s (2012) happy-gram. However,
evangelical implementers embellished these communication methods with inventive,
low-cost strategies. One example involved children dictating text messages to their
caregivers (for the school office to send) when they achieved a behavioural goal.

Another example involved the school ringing parents about school assemblies where
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children would receive certificates. Evelyn described, “It’s like the paparazzi. They
take photos, it’s really exciting.”

Proactive teaching. All participants recognised and valued the importance
of being proactive (e.g., setting up clear classroom routines, expectations and rules).
In fact, Chloe considered I'YT improved her development of class rules: “In the past
| used to ... talk together and write them all down but now we actually act them out
and take photos.” All participants commonly used class treaties or kawa (Maori
protocol) to set clear expectations. However, whereas evangelical implementers
were more likely to co-construct the treaty with the class, pragmatic implementation
sometimes involved the teachers deciding the rules themselves without class input.

Few participants mentioned without prompting how they physically laid out
classrooms to support proactive teaching. However, once prompted, many
participants shared strategies. For example, Nancy explained how other teachers on
the I'YT course suggested using a jellybean-shaped table, as opposed to sitting on the
floor, to work with small groups whilst supervising the rest of the class.

Similarly, implementation of visual schedules varied in the fidelity of their
implementation. As Amelia described, “a teacher who is 'Y trained has just got a
worded list ... there’s a schedule there but there’s no visuals next to it.”

Praise. Although I'YT teaches many ways to praise and encourage children
(e.g., labelled, non-contingent, non-verbal, self, and peer praise), participants most
commonly discussed using proximal praise in their teaching practice. In fact, when
asked which of all the I'YT strategies they considered most effective or useful, eight
out of 11 participants mentioned proximal praise.

In both evangelical and pragmatic implementation of proximal praise,
participants described large cognitive shifts. Olivia recalled, “a lot of teachers are
blown away by it ... One teacher ... thought that she did lots of praise ... She was
absolutely stunned to find that actually, she didn’t do half as much as what she
thought.” Further, many participants noted proximal praise generated instant effects
with minimal effort. Heidi noted, “you can use [it] all day, every day, and have
instant effect and [it doesn’t] take much.”

Unrelated implementation of proximal praise involved participants viewing it
as nothing new and something teachers would do anyway. For example, Sienna

described proximal praise as something she did “a lot of ... it was common sense
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and | wouldn’t have known that it had a name and | think teachers would just do
that.”

Social, emotional, and academic coaching. Participants varied widely in
their use of social, emotional, and academic coaching strategies (e.g., circle time,
descriptive commenting, calm down thermometer, turtle technique, and social
stories) to teach children problem-solving, persistence, emotional regulation, and
friendship skills (Webster-Stratton & Reid, 2002). Evangelical implementation
involved participants frequently using the full range of social and emotional
coaching strategies, with child-specific adaptations that maintained fidelity.
Whereas, pragmatic implementation rarely featured social and emotional coaching
strategies, and if these strategies were used, they were used generically with no
individualisation. Compared to social and emotional coaching, academic coaching
was seldom mentioned by participants.

Circle time varied widely in its implementation. Circle time involves
children sitting in a circle, with teachers using lesson plans to teach specific skills
(Webster-Stratton & Reid, 2004), or discussing problems (identified by students or
teachers) following a set format and ground rules (Mosley, 1996; Webster-Stratton,
1999). Evangelical implementation of circle time involved at least weekly, but
sometimes daily, sessions, with an absolute belief in its effectiveness. For example,
Evelyn described circle time as “so powerful when it’s done well.” Further, Evelyn
described how her school had made circle time a specific focus, creating their own
videos and plans, requiring teachers to conduct circle time at least once a week, and
modelling circle time in staff meetings. Similarly, Heidi made circle time her
professional inquiry focus. She had originally implemented circle time suggestions
from Webster-Stratton’s (2012) book, but then referred to writings of Jennifer
Mosley (1996, 2005), a proponent of circle time, for even more in-depth
implementation. Pragmatic implementation of circle time often involved “some kind
of circle time or class meeting” to discuss student issues generally, without specific
reference to I'YT social or emotional objectives (Erin). Also, while considered
important, circle time would “sometimes get squished out” of the week (Nancy).

Similarly, descriptive commenting varied widely in its implementation. Two
participants considered it one of the most effective or useful I'YT strategies, whereas
one participant said it was the least effective or useful. Descriptive commenting

involves teachers describing or commenting on children’s activities to support
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language development, social and academic skills, and emotional literacy (Webster-
Stratton, 1999, 2014b). Evangelical implementers viewed descriptive commenting
as “really effective” and requiring minimal effort, and deeply embedded it into all
aspects of practice (Heidi). For example, Heidi recalled describing children’s
emotions so often parents told her, “I can hear you at the dinner table because my kid
says, ‘I don’t know if you’re calm when you’ve got a red face.”” While pragmatic
implementation also viewed descriptive commenting as effective, its value was not
always seen immediately. For example, Orla originally thought descriptive
commenting was ineffective and described giggling when 1'YT group leaders
discussed it, although, she described later coming to see the value of it. Similarly,
RTLB participants noted descriptive commenting is difficult for many teachers on
IYT courses, with Amelia saying, “it’s always a bit of a sticking point on day two
when we introduce coaching.”

Both evangelical and pragmatic implementation involved using chill out
spaces and the 1'YT thermometer strategy. However, evangelical implementation
was often more formalised, individualised, and supported by school resources to
encourage consistent and regular use, compared to pragmatic implementation. For
example, Evelyn’s school bought every classroom a beanbag and 1'YT thermometer
to create chill out spaces, and created circle time resources for teachers. Erin
provided an example of pragmatic implementation that involved slippage. She
initially used the 1'YT thermometer but stopped using it, saying, “I’m just not into
that sort of stuff and | forget to use it consistently.”

Motivating through incentives. Participants varied greatly in their use of
incentives, particularly with regard to using tangible versus social rewards (i.e.,
praise and encouragement). Participants also varied in their personal beliefs and
school-wide values about whether children should be intrinsically or extrinsically
motivated. Evangelical implementation of incentive programmes involved
individualised, class-wide, and often school-wide incentive programmes, using both
tangible and social rewards. For example, Evelyn described her school-wide
incentive programme as,

When you get five [goody slips] you get a Juicie [iceblock]. If you get 10

you get a prize ... once the school’s got so many we have a fun day. A fun

day would be ... a bouncy castle ... a rock wall ... plus trophies and

certificates.
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Evangelical implementation also involved significant cognitive shift,
particularly towards valuing extrinsic rewards, as I'YT does. For example, Heidi
commented, “I think they’re really valuable now because before, | suppose, | saw
them as quite empty, everyone gets a sticker for their writing or whatever but now |
see the power that they can have.” Resultantly, Heidi instigated changing her
school’s policy about using extrinsic rewards.

Both evangelical and unrelated implementation involved highly
individualised and formalised incentive programmes, with incentives co-constructed
with the child and family. For example, Heidi described writing behavioural plans
that she translated into goal sheets for students, which identified “the behaviour that
we are trying to eliminate and what is the positive opposite that we’re trying to use.”
Similarly, Sienna outlined an individualised incentive programme, whereby the
student could earn up to nine stickers in a day for sitting on the mat while keeping
their hands and feet to themselves. If enough stickers were earned each day, the
family gave the child a Pokémon collectible game card.

While pragmatic implementation often involved some individualised
incentive schemes, these tended to be less formalised. Further, pragmatic
implementation of incentive programmes tended to focus on non-tangible rewards
(such as iPad time) or non-material rewards such as certificates, and be class-wide.
For example, Orla made bracelets out of coloured paper for children to wear when
they behaved according to the school’s values. Chloe described, “star of the day,”
whereby “every day I look at a particular child and I note down anything wonderful
that they do or even attempt to do and send that home and ... make a big fuss of
them.” Further, Chloe indicated her preference for non-material rewards, saying she
considered material rewards too expensive to sustain and “if you give people too
much of something material ... it becomes worthless to them ... I’d rather give
verbal praise or pat someone on the back ... and that’s what I’m doing in my star of
the day.” Erin noted she and her school valued intrinsic motivation, and when asked
whether her school had a school-wide incentive programme she said, “we don’t do
stuff like that ... we don’t give out certificates and things like that, only at the end of
the year.”

Whereas evangelical implementation of incentive programmes typically
aligned with a school-wide programme, some pragmatic implementation involved

adapting class-wide implementation of the school’s incentive programme in order to
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be consistent with I'YT. For example, Nancy’s junior school used Mosley and
Sonnet’s (2005) Golden Time, a weekly session of special activities for children who
kept the Golden Rules (i.e., we are gentle, helpful, kind, honest, we listen, work
hard, and look after property). However, Golden Time is premised on children
losing Golden Time for misbehaviour rather than earning it (Mosley & Sonnet,
2005). Nancy commented, “I didn't like that side so I turned it around the other way
... Every kids starts the week at the bottom and then had to show they could follow
the Golden Rules to go to the top.”

Decreasing inappropriate behaviour and behaviour plans. Whereas few
participants mentioned using I'YT strategies (e.g., ignoring, redirection, distraction,
reminders, or warnings) to decrease inappropriate behaviour, Olivia considered
ignoring was one of the most effective or useful I'YT strategies. Similarly, Heidi
considered 1'YT’s discipline hierarchy as being so useful that she instigated having it
included in her school’s staff handbook.

Evangelical implementation routinely used behaviour plans, whereas
pragmatic and unrelated implementation did not. Evangelical implementers viewed
behaviour plans as a fundamental tool for supporting and sustaining changes in
teachers’ thinking and practice. For example, Amber commented, “when [teachers]
take up the action plan and they follow that through, we really see a difference.”
Similarly, Emma described when teachers develop a behaviour plan “they start to
realise the impact of their practice, the influence that they have on the child’s
outcomes.” That said, Evelyn noted even though her school prioritised behaviour
plans and requested that teachers write them, it took much management support to
actualise.

Evangelical and pragmatic implementers appreciated the systematic and
detailed approach behaviour plans provided, which supported a focus on the positive
behaviour being sought. However, some pragmatic implementation of the behaviour
planning process was internalised rather than written down. For example, Erin said,
“l know how the plan works ... I’ve internalised the process so | haven’t actually put
it down in writing. It would probably be a good idea to have something like that in
place.”

Time out. Most participants routinely used time out, however, it was
implemented with wide variations, with some not consistent with the I'YT approach.

For example, Orla noted inconsistent use of time out by teachers at her school,
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saying, “we’ve had a couple of other classes who’ve used it for different reasons ...
just going, “Oh, for goodness sake, go and sit over there.”” Evangelical
implementation reserved time out for more serious behaviours, first having tried
other strategies on the discipline hierarchy, such as warnings.
Supports and Barriers for Sustained Implementation

Participants discussed many supports and barriers for teachers incorporating
and sustaining I'YT in practice. The themes derived from analysing these discussions
are conceptualised around the process of putting I'YT strategies into practice, and
then sustaining them in practice, including: (1) I'YT delivery; (2) prioritising IYT;
(3) consistency; and (4) reviewing, reflecting and refreshing 1YT. YT delivery
encompasses the content, format, and resources of 1'YT, and group leader support.
Prioritising YT includes factors supporting the ongoing importance and relevance of
I'YT within a school. Consistency includes consistency between 1'YT and school
behaviour management practices, other teachers’, teacher aides’, and teachers’ own
beliefs. The theme reviewing, reflecting, and refreshing includes features that
particularly support sustaining 1'YT strategies in practice. Appendix L shows how
the original codes transitioned into the analysed themes. Figure 2 illustrates each of

these themes and sub-themes.
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IYT delivery. Overall, the delivery of I'YT supported teachers to incorporate
IYT strategies into practice. Most participants considered the content of the I'YT
courses relevant, with some also appreciating the evidence-based foundation of the
course. However, Sienna considered 1'YT was too generic.

Most participants valued the group format of I'YT. In fact, many participants
emphatically stated discussion with other teachers on 1'YT was the most useful aspect
of the course. For example, Amelia noted, “teachers really value the group
discussions and the ability to share experiences ... strategies ... resources and ideas.”
Similarly, most participants valued the monthly, off-site workshops, spread over six
months. Evangelical and pragmatic implementers particularly appreciated the
protracted nature of the workshops “because ... it possibly embeds itself a bit more”
(Emma), whereas unrelated implementers thought the I'YT course was “very drawn
out” (Sienna).

Most participants were very complimentary about the I'YT textbook, with
many continuing to refer back to it after the I'YT course to support continued
implementation of I'YT strategies. However, the video vignettes caused much
consternation amongst participants and had the potential to cause confusion. For
example Sienna commented, “sometimes I could watch them and think I’m not sure
... what they want me to get.” Further, three participants reported giggling when
they watched the videos. Heidi summarised the vignettes as “out-dated ... American
and really old fashioned.” Also, the vignettes portrayed classrooms unlike New
Zealand ones, with different physical layouts and small class sizes. “Where’s the
rest of the 20 kids?” asked Orla. Ensuring the video vignettes were a support rather
than a barrier for participants depended on I'YT group leaders “making it relevant”
(Orla). Many participants commented the discussion after watching videos “was
more useful” (Chloe).

Many participants were positive about the group leaders’ delivery of IYT
during the workshops, valuing the structure, activities, and facilitated discussions.
Further, many participants valued the group leaders’ visits to their classrooms in
between workshops and the follow-up workshop after I'YT. For example, Nancy
commented the feedback after her classroom observation “was a big thing for me ...
really important.” Further, Emma noted the importance of group leader support in
helping teachers struggling with classroom management to put I'YT strategies into

practice saying, “I think what worked there was | kept in quite regular contact with
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her and ... extra visits.” However, some participants were dissatisfied with the
group leaders’ level of support. For example, Chloe noted that although she received
one consultation visit “that was valuable ... they could’ve come back a bit later on.”
Table 5 shows one out of seven participants did not receive classroom visits from
group leaders, and three out of seven participants were not offered a follow-up
workshop.

Table 5.

Number of Participants Who Received Classroom Visits From IYT Group Leaders
and Attended IYT Follow-Up Workshop

Primary Group leader visits Follow-up workshop

role Not Not  Did not
Received provided Declined Attended provided attend

Teacher 2 1 2 1 3 1

SENCO/ST 2 2

Total 4 1 2 3 3 1

Table 5 also shows that two participants declined visits by group leaders, and
one did not attend the follow-up workshop. Orla, who declined a classroom visit,
later wished she had accepted the offer. Table 6 shows pragmatic and unrelated
implementation involved declining classroom visits and non-attendance of the
follow-up workshop. Whereas, teachers engaged in evangelical implementation
accepted classroom visits (if they were provided) and attended the follow-up
workshop if it was offered.

Table 6.
Number of Participants by Implementation Type That Received Classroom Visits
From IYT Group Leader and Attended 1YT Follow-Up Workshop

Implementation Group leader visits Follow-up workshop

type Not Not Did not
Received provided Declined Attended provided attend

Evangelical 2 1 1

Pragmatic 2 1 1 2 2

Unrelated 1 1

Total 4 1 2 3 3 1

Further, a sub-theme emerged around whether the I'YT group leader visits to

classrooms should include observation, consultation, or both. Amelia noted group
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leaders have “moved away from observing in the classroom” to a more “self-
reflective” consultative model. However, Evelyn noted observation and consultation
was needed as sometimes “the person you’re talking to might not know what they
don’t know.”

Prioritising I'YT. Of all the factors supporting prioritisation of I'YT and
subsequent implementation, leadership, coaching, and self-motivation were
particularly influential. Schools with leadership that prioritised 1'YT included
management teams who understood and valued I'YT. For example, Heidi noted if
management does not understand 1'YT “you’re going against the current.” School
leadership that valued I'YT translated into its incorporation in curriculum, planning,
and policy documents. For example, Michael’s school had a “teacher only day
around 1Y strategies and PB4L” and required all junior teachers to participate in IYT
training.

Further, leadership that supported I'YT allocated financial and human
resources to it. For example, Evelyn said her school gave management units to three
teachers on their staff to become peer coaches “to work with teachers so that they’re
an extra ear.” Similarly, Amber established a peer coach position, allowing two days
per week for this role to be undertaken.

In fact, leaders that prioritised 1'YT often used coaching and modelling to
support teachers to use and sustain 1'YT strategies in practice. For example, Amber
commented, “we’re a coaching school so the team leaders are regularly coaching
their staff.” Similarly Evelyn commented, “we try as a management team to get and
observe ... in each room a term and give them feedback.” Also, “modelling is huge

.. we ... do ... modelling with our own people.” Conversely, Sienna described a
lack of management support, saying, “nobody’s following up or paying any attention
to anything I do.” Similarly, Chloe appeared to describe a lack of support saying,
“teaching can be, even though you’re in the classroom with a whole lot of kids, you
can feel quite isolated.”

Some teachers incorporated I'YT strategies into their practice despite barriers
and they were highly motivated to overcome them. For example, Heidi explained,
her school originally had five teachers who attended I'YT and she thought “we’re
gonna be rocking and rolling and that didn’t happen.” Heidi surmised implementing
IYT was “quite personal.” In fact, Heidi’s drive to implement I'YT was so strong she

personally instigated changes with management to amend school behaviour
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management policies to be more consistent with I'YT, and mentored a junior teacher
to incorporate 1'YT strategies into her teaching. Similarly, Olivia thought teachers
needed to be “self-motivated ... to actually want to do it, and put it on top.”
Consistency. Overall, when consistency between I'YT and school behaviour
management practices, other teachers, teacher aides, and with teachers’ own beliefs
was high, teachers were more able to incorporate and sustain I'YT strategies in
practice. Participants discussed a variety of school behaviour management policies
practices, and values. Some general approaches, such as restorative practice, and
specific approaches, such as PB4L-SW, were consistent with I'YT, and supported its
implementation. For example, when asked what supports teachers to use YT
strategies, Amber replied, “I think PB4L does. YT links really well with PB4L
which we’re ... into.” In fact, Table 7 shows evangelical implementation of I'YT
mostly occurred at PB4L-SW schools.
Table 7.
Implementation Type by Whether School Participates in PB4L-SW

Intervention PB4L-SW school
type Yes No
Evangelical 3 1
Pragmatic 4
Unrelated 1
Total 3 6

Note. RTLB are not included in table as they work across several schools

Behaviour management programmes inconsistent with I'YT posed barriers. For
example, Amelia noted aspects of Jennifer Mosley’s Golden Time, which involves
teachers moving children’s names or photos into a dark cloud if they mishbehave,
“clash with the philosophies in 1Y ... how shameful is it for that child to always be
in the dark cloud?” Amelia further noted, “if it’s a school-wide system ... that’s
what they stick with.” Also, Nancy’s junior school used Golden Time, which she
considered was not wholly consistent with 1'YT, and impeded implementation.
Lack of consistency between teachers at the same school also created a
barrier for sustained implementation of I'YT. For example, Heidi noted, “I find it
really difficult when you’re doing it with your own kids and another teacher comes

in and does their strategy ... they’re getting two completely different messages.”
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However, even if a school had multiple teachers who had participated in 1'YT, that
alone was not enough to create consistent practice between teachers. For example,
Figure 3 shows the percentage of I'YT-trained teachers at a participant’s school was
unrelated to the type of I'YT implementation. A particular challenge to creating
consistent practice between teachers was high staff turnover. For example, Michael

noted, “it feels like we’re starting over again.”
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Figure 3. Number of Participants by Implementation Type and % 1Y T-Trained
Teachers at Their School

Several participants commented about the importance of teacher aides being
trained in I'YT to support consistent practice. In fact, one example of evangelical
implementation had recognised the importance of teacher aides being trained in I'YT,
and had supported three of their teacher aides to have I'YT training. Similarly,
Nancy had lent her I'YT textbook to a teacher aide in an effort to create consistent
practice.

Reviewing, reflecting, and refreshing I'YT. Reflection includes formal
professional inquiry processes and informal, personal review processes. For
example, Orla described, “I still have the triangle with the steps ... on my board and
I still reflect back on that occasionally. | have popped back into my book a couple of
times.” Most pragmatic implementation of 1'YT involved informal self-reflection
processes, whereas evangelical implementation involved informal and formal self-

review processes.
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Most participants highly valued support they received from other teachers at
their school. For example, Sienna described, “the biggest place I’ve learnt anything
in teaching is from peers.” However, teacher support regarding 1'YT implementation
tended to wane. For example, Chloe described teacher conversations about using
I'YT strategies, “in the early days, that happened quite a bit ... not so much now.”
Similarly, Erin valued teacher discussions about I'YT strategy implementation
saying,

That was really good and we haven’t done that for a while so it could be

something to do again ... That was the year after I’d done it. | haven’t done it

since then ... it might be good to re-visit that.
Although participants highly valued support they received from other teachers on the
I'YT course, no participants mentioned maintaining contact with teachers on their
course, although they had heard of some other groups that did that.

Reviewing I'YT strategies in team, syndicate or staff meetings, provided a
strong support for teachers sustaining 1'YT strategy implementation. For example,
Evelyn noted, “when they’re sharing with each other ... they’re gonna pick up those
really good ideas.” Evangelical implementation of I'YT involved management-led,
formalised, recurring agenda items about I'YT at team meetings. For example,
Evelyn discussed “timetabling it in ... so at team meetings we might say, ‘what was
something you used this week?’... we keep reinforcing it.” Similarly, Michael noted
after teachers finish 1'YT *“we ask them to present what they’ve learnt in 'Y so that
reminds us all again.” Pragmatic implementation of I'YT involved less formalised or
regular review of I'YT strategy implementation at team, syndicate, and staff
meetings. Further, if review happened at all, it decreased over time. For example,
Chloe said, “when we were first doing the training our syndicate leader would often
... say, “Has anyone used this strategy?’ ... but that was years ago when we were
actually doing the course, not so much since then.”

For many participants, RTLB support after I'YT training was an important
factor associated with sustaining incorporation of I'YT strategies in practice. In fact,
Michael’s school had a formal arrangement with RTLB to “run refresher sessions.”
Further, several participants described RTLB support that refreshed, reminded, and
redirected them towards I'YT strategies. For example, Evelyn described, “I did 1Y, 1
was great and then two years later | had the most difficult class I’ve ever had ... |

lost everything ... | needed RTLB to come in and redirect me.” Similarly, Chloe
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described needing RTLB support and reminders of strategies “because sometimes
when it’s a really challenging child ... you can’t think straight.” Further, several
participants recommended RTLB run refresher courses in I'YT and Emma suggested
running a symposium.

Several participants mentioned lack of time and stress as barriers for
implementing 1'YT strategies. For example, Amelia commented,

teachers who have more challenging classes and are under a lot more stress

and pressure don’t find the time to really get to grips with some of the ideas

and try them out ... easier for teachers if they’re not too stressed.
Summary

In sum, themes pertaining to how teachers incorporated 1'YT related to the
extent and accuracy of I'YT implementation, and cognitive factors affecting
implementation. I'YT implementation could also be considered according to four
implementation types: (1) evangelical; (2) pragmatic; (3) unrelated; and (4) no
implementation. These implementation types provided a basis for considering how
teachers implemented specific I'YT strategies, and barriers and supports for sustained
IYT implementation. So far, findings related to the first two research questions
regarding how teachers incorporated 1'YT into practice, and barriers and supports for
sustained implementation have been presented. All three research questions are

discussed in the following chapter.
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Chapter Five: Discussion

This study grew out of a desire to support teachers in managing young
children’s challenging behaviours, which in turn can improve children’s short and
long-term outcomes. Based on three research questions, the current study
investigated: (1) how teachers incorporated I'YT strategies into practice; (2) barriers
and supports when implementing I'YT; and (3) the relationship between teachers’
incorporation of 1'YT into practice and factors known to be associated
with implementation of professional development (PD). This chapter discusses the
findings presented in the previous chapter in relation to the research questions and
literature. It considers the first research question in two parts. Firstly, participants’
incorporation of 1'YT into their practice generally, secondly, participants’
implementation of specific I'YT strategies.

How Participants Incorporated Incredible Years Teacher into Practice

Participants varied greatly in how they implemented I'YT, ranging from IYT
being deeply embedded in teaching practice to no changes at all. Further, the study
demonstrated the myriad of complex cognitive processes underlying teachers’
responses to IYT. For example, some participants described making large cognitive
shifts after completing I'YT, whereas others reported none. Thus, the present study
supports Timperley, Wilson, Barrar, and Fung’s (2007) assertion of a complex
relationship between PD and changes in teaching practice.

The present study conceptualised this range of I'YT strategy implementation
according to evangelical, pragmatic, unrelated, and no implementation types.
Evangelical implementation involved a deep and intense understanding, passion, and
incorporation of all I'YT strategies (including more complex I'YT strategies such as
social and emotional coaching, and behaviour plans) into teaching practice.
Pragmatic implementation involved a selective approach to implementing YT
strategies (mostly using easy-to-implement I'YT strategies). Unrelated
implementation referred to teachers’ implementation of I'YT-like strategies they
perceived were unrelated to their participating in I'YT. No implementation was as
the name implies. This conceptualisation provides a framework, for example, to
support teachers and schools consider which kind of implementation suits them best.

The aforementioned conceptualisation reflects Wylie and Felgate’s (2016c)

evaluation of I'YT, which found different levels of implementation. That is, most
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teachers readily used I'YT strategies that were quick and easy to implement, (e.g.,
proximal praise) with only some teachers using what Wylie and Felgate (2016d)
refer to as “deeper” YT strategies, namely social and emotional coaching (p. 1).
Similarly, the unrelated implementation type reflects their finding that some teachers
reported 1'YT offered them nothing new, or was not relevant for children with
“deeper issues that needed other approaches” (p.18). Further, the unrelated
implementation type reflects other I'YT research, which found I'YT did not affect
significant positive behaviour changes for children with severe behaviour problems
(Fossum et al., 2017). Finally, the no implementation type reflects Wylie and
Bonne’s (2014) finding that 11% of New Zealand primary school teachers in a
national survey, who had participated in I'YT, reported no gains to their practice.
How Participants Incorporated Specific Incredible Years Teacher Strategies
into Practice

Overall, the present qualitative study reflects findings of quantitative studies
about teachers’ reported use of specific YT strategies, and is particularly congruent
with Wylie and Felgate’s (2016b, 2016a, 2016¢, 2016d) I'YT evaluation. However,
unlike previous studies, and in line with the goal of interpretive description, the
present study provides examples of teachers’ implementation of I'YT strategies,
which could be built upon to provide a practical resource for teachers (Appendix J).

Building positive relationships. The present study found a strong alignment
between participants’ views about the fundamental importance of strong teacher-
student relationships and 1'YT, which proposes positive relationships are the
foundation on which all other 1'YT strategies sit (Webster-Stratton, 2012). Further,
supported by this strong belief in the importance of teacher-student relationships, all
teacher participants reported readily implementing this I'YT strategy, and embedding
it into their everyday practice. The literature has consistently demonstrated the
importance of breaking negative coercive cycles between teachers and students
(Patterson et al., 1992), and developing positive, warm, and nurturing teacher-
student relationships for optimal student outcomes (Baker et al., 2008; Conroy &
Sutherland, 2012; Hattie, 2008). Thus, it is encouraging all participants reported
undertaking this important practice.

The study also showed that, while participants’ valued positive school-home
relationships, they found them harder to develop than teacher-student relationships.

This finding reflects Carlson et al.’s (2011) study, which found teachers’ self-
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reported use of strategies to improve school-home relationships did not increase after
completing 1'YT. Similarly, Hutchings et al. (2007) found teachers reported
difficulty implementing strategies to improve school-home relationships. However,
unlike the aforementioned quantitative research about teachers’ use of strategies to
promote home-school relationships, which involved participants reporting usage of
specific strategies from a predetermined list, the present study uncovered some
nuanced and novel ways teachers and schools supported home-school relationships.
Further, these unconventional strategies, such as children dictating text messages to
be sent to their parents from the school office after achieving behavioural or
academic goals, required school-wide infrastructure and support. It is well
recognised in the literature strong school-home relationships can support children’s
wellbeing, behaviour, and academic achievement (Biddulph, Biddulph, & Biddulph,
2003; Garbacz, Herman, Thompson, & Reinke, 2017; Hattie, 2012; Jeynes, 2011).
Further, strong school-home links are particularly important for children from low
socio-economic backgrounds and Maori and Pasifika parents (Biddulph et al., 2003;
Education Review Office, 2015; Ministry of Education, 2013a). Strong relationships
can also help to address antisocial behaviour (V. M. Robinson et al., 2009). Overall,
the present study demonstrated that, while teachers may find it difficult to develop
home-school relationships, with a supportive school leadership and infrastructure, it
is possible to undertake this important activity.

Praise. The present study found proximal praise is the most commonly and
easily implemented 1'YT strategy, reflecting findings in other research about 1'YT
strategy use (Leckey et al., 2016; Wylie & Felgate, 2016d). As one of the principles
of I'YT is to build teachers’ self-efficacy (Reinke et al., 2012), and as the literature
commonly espouses teachers with a strong sense of self-efficacy are more likely to
implement PD (Stein & Wang, 1988; Tschannen-Moran & Chen, 2014), this finding
has implications for practice. That is, teachers who may be stressed, time poor, or
with little acceptance of I1'YT, could be encouraged to implement proximal praise,
typically resulting in quick success and increased teacher self-efficacy.

Social, emotional, and academic coaching. The present study found
differences in teachers’ implementation of social, emotional, and academic coaching,
reflecting Wylie and Felgate’s (2016d) finding. In particular, evangelical
implementation routinely implemented social and emotional coaching strategies,

whereas pragmatic implementation did not. Wylie and Felgate (2016d) infer
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coaching strategies are more complex to implement and require a greater level of
understanding than other I'YT strategies (p. 18), which may explain the differences
between evangelical and pragmatic implementation of coaching strategies. Further,
the present study identified school management support was often needed to support
teachers to implement social and emotional coaching. As the literature recognises it
is particularly important for young children with challenging behaviour to be taught
social and emotional skills (Church, 2003), it is important to support all teachers to
incorporate these I'YT strategies into their practice.

Motivating through incentives. 1YT advocates using incentives for
children for whom teacher attention and praise are not strong enough motivators
(Webster-Stratton, 2012). However, the present study found teachers varied in their
use of incentives due to different personal beliefs and school-wide practices
concerning whether children should be intrinsically or externally motivated. This
finding reflects other I'YT research, which found teachers had differing beliefs and
levels of support for using rewards to motivate children (Wooller, 2015; Wylie &
Felgate, 2016a). Webster-Stratton (2012) acknowledges it is common for teachers to
believe incentives will decrease children’s internal motivation. Webster-Stratton
argues against this view, citing evidence from meta-analyses that found rewards
have no effect on children’s intrinsic motivation (e.g., Cameron & Pierce, 1994).
However, the effects of rewards on children’s intrinsic motivation have been
vigorously debated in the literature for decades, with contradictory findings reported
(Cameron & Pierce, 2002; Deci, Ryan, & Koestner, 2001; Jovanovic & Matejevic,
2014; Stipek, 2002). This debate may reflect a tension between behaviourist
orientations, which favour external rewards, and social cognitive orientations, which
consider rewards are not the only thing that affects behaviour (Stipek, 2002).
Further, teachers’ differing views about the role of external and internal motivation
may also reflect variances between the pedagogical teachings of teachers’
undergraduate degrees and I'YT. For example, the recommended text for a New
Zealand university’s teaching undergraduate course, recommends teachers opt for
the motivational approach as opposed to the behavioural approach (Wentzel &
Brophy, 2014).

Decreasing inappropriate behaviour and behaviour plans. Planned
ignoring can be a highly effective strategy for decreasing inappropriate behaviour
(Alberto & Troutman, 2013; Gable, Hester, Rock, & Hughes, 2009), yet Webster-
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Stratton (2012) acknowledges it is one of the hardest strategies for teachers to use.
Similarly, the present study found few participants used planned ignoring, with only
evangelical implementers using planned ignoring as part of a school-wide discipline
hierarchy. These findings reflect Wylie and Felgate’s (2016d) finding that teachers’
use of discipline plans and hierarchies decreased 8-9 months after completing I1'YT.
The present study indicates more support is needed for teachers to use planned
ignoring techniques, and school-wide discipline hierarchies could support this.

The present study found differences in teachers’ implementation of behaviour
plans, akin to Wylie and Felgate’s (2016d) evaluation. Further, evangelical
implementation of I'YT routinely used behaviour plans whereas pragmatic
implementation did not. Also, school management support was crucial in supporting
teachers’ sustained use of behaviour plans. Webster-Stratton (2012) advocates the
importance of developing behaviour plans. Similarly, research has shown teachers’
use of behaviour plans as instrumental in supporting students’ improved behaviour
(Dunlap et al., 2006; O’Neill & Stephenson, 2009; Voorhees, Walker, Snell, &
Smith, 2013; Wylie & Felgate, 2016d). Thus, continued support for teachers to
implement behaviour plans post I'YT, particularly from school management, is
crucial.

Time out. The present study found time out was sometimes implemented in
ways inconsistent with I'YT, similar to Wylie and Felgate’s (2016a) finding that time
out was one of the hardest I'YT strategies for teachers to understand and apply. The
literature also identifies time out as being a commonly misunderstood and misused
strategy (Ryan, Sanders, & Katsiyannis, 2007). Timperley (2011) refers to this
problem as over-assimilation, where teachers think they understand a new concept
but only at a superficial level. This finding supports the need for I'YT group leaders
to support teachers’ deep, principled knowledge of time out, and to develop more
supports for teachers to implement this strategy post 1'YT.

Barriers and Supports for Implementing Incredible Years Teacher

The study showed many factors contributed to participants’ variation in how
they implemented I'YT. Some of these factors are external to teachers (e.g.,
contextual variables) and could be changed to improve and sustain 1'YT
implementation, whereas other factors are internal to teachers (e.g., cognition), and

are more difficult to be externally manipulated. Overall, the present study supported
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Wylie and Felgate’s (2016a) finding that teachers who had more support
implementing 1'YT also had more gains in their classroom management.

IYT delivery. IYT incorporates many components deemed essential for
effective PD. However, the study found while these components were present, they
could be improved. Most notably, although the video vignettes spurred group
discussions that were highly valued, the vignettes caused some confusion and
potentially a loss of credibility of I'YT due to their outdated and unrepresentative
portrayals of New Zealand classroom situations and cultures. This finding reflects
other studies, which found I'YT vignettes were not reflective of New Zealand
contexts (Wooller, 2015; Wylie & Felgate, 2016b, p. 7), were unsatisfactory
(Fergusson et al., 2013), or considered the least effective aspect of I'YT (Wylie &
Felgate, 2016a). Applying Bandura’s (1977) theory of observational learning, the
theoretical basis of 1'YT’s video-modelling, it is important the vignettes reflect New
Zealand situations. That said, while the vignettes were a source of consternation,
they were not an insurmountable barrier for teachers to implement I'YT strategies
due to the large role group leaders played in mitigating the potential impact of
vignettes through discussions they led after teachers watched them.

Of more importance, the present study found group leaders are not routinely
undertaking coaching between I'YT workshops, which may be affecting teachers’
implementation of I'YT. This reflects Wylie and Felgate’s (2016c) finding that 12%
of primary school teachers reported their I'YT group leader never or rarely observed
their classroom practice. Correspondingly, 52% of I'YT group leaders reported
difficulty having enough time to work with teachers between workshops (Wylie &
Felgate, 2016a). Yet coaching is a key component of I'YT, often cited as necessary
for sustained implementation (Reinke, Herman, Stormont, Newcomer, & David,
2013; Stormont et al., 2015), and is derived from I'YT’s theoretical base relating to
building teachers’ self-efficacy (Bandura, 1982; Reinke et al., 2013). Further, many
studies citing the effectiveness of 1'YT include regular coaching visits in their
evaluations (Murray et al., 2014; Raver et al., 2008; Snyder et al., 2011). The PD
literature also supports coaching as necessary for supporting teachers’ practice
change (Marzano et al., 2013; Wood et al., 2016). Thus, as studies have shown YT
group leaders’ coaching of teachers between workshops is important for making
positive changes to practice (2016c), it is important this element of I'YT is

implemented in New Zealand.
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Further, the present study found some participants wanted more than the
single coaching visit they received. No participants received two coaching visits,
which does not meet the Ministry of Education’s (2015a) 1'YT guidelines. Increasing
the number of coaching visits is also supported by the literature on PD, which
identifies teachers need “frequent opportunities to practice what they have learned
and receive feedback on it” (Desimone & Pak, 2017, p. 6).

Also, the study indicated a move away from YT group leaders observing
teachers in classrooms and providing feedback, towards a more consultative
approach whereby group leaders discuss issues raised by teachers without
undertaking observation. However, the literature indicates key components of
coaching include observations and feedback (Kretlow & Bartholomew, 2010;
L’Allier, Elish-Piper, & Bean, 2010; Reinke et al., 2011, 2012).

Prioritising I'YT. The study found school leadership that prioritised I'YT
was a particularly important factor in supporting teachers to implement and sustain
it. This finding reflects the literature on PD, which attributes supportive leadership
as a core component of PD (Kaser & Halbert, 2009; Timperley et al., 2007), with
school leaders’ promotion or participation in PD the most impactful leadership
activity related to affecting student outcomes (V. M. Robinson et al., 2009). Further,
supportive school leadership increases teachers’ self-efficacy (Stipek, 2012), another
important component of effective PD (Berman et al. 1977; Guskey, 1988; Stein &
Wang, 1988, as cited in Han & Weiss, 2005). In fact, school leadership influenced
many other factors the study identified as supporting teachers to implement I'YT,
such as the routine use of coaching, modelling, feedback in schools to support
teacher development, and having consistency between I'YT and school policies and
behaviour management practices.

Consistency. In addition to leadership, the present study found contextual
variables such as consistency between 1'YT and school behaviour management
practices, teachers’ practices, and teachers and teacher aides were important factors
in supporting teachers’ implementation of I'YT. This finding also reflects IYT
research, which found contextual variables at school, such as supportive
environments, help shift teachers’ practice (Wylie & Felgate, 2016¢). Further, this
finding reflects the PD literature, which argues PD is strongly shaped by the context
in which the teacher practices (Darling-Hammond & McLaughlin, 2011; Timperley,
2008).
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Of note, the present study found schools participating in PB4L-SW also had
high levels of school management support for I'YT. These PB4L-SW schools had
school-wide and multi-tiered behavioural strategies, providing contextual support for
teachers’ implementation of I'YT. Similarly, Boyd and Felgate’s (2015) evaluation
of PB4L-SW, found schools who consistently implemented PB4L-SW, also had
active leadership, a dedicated implementation team, teaching of behaviour
expectations, use and review of behaviour data, and processes to sustain PB4L-SW
(e.g., training new staff). This finding lends weight to the continued roll out of
PB4L-SW in New Zealand schools as a support for I'YT implementation.

As discussed, consistency between I'YT philosophies and participants’ beliefs
impacted on their implementation of I'YT strategies. Similarly, Timperley (2011)
notes the importance of supporting teachers to engage their prior understandings and
understand differences between new ideas in PD programmes. As this is an
important step in the learning process, it is important group leaders facilitate these
discussions.

Reviewing, reflecting, and refreshing. The study found opportunities for
review, reflection, and refreshing of I'YT provided strong support for teachers to
sustain I'YT strategies in practice. Few studies have investigated the sustainability of
IYT implementation. The largest time period studied between teachers completing
IYT and their implementation of 1'YT strategies is 8-9 months (Wylie & Felgate,
2016d). Until Ford el al.’s (2012) large-scale, English study is published in late
2017 (L. Hansford, personal communication, November 11, 2015), which will
include 9, 18, and 30-month follow-ups, the present study is the only known study to
interview teachers as many as five years after completing I'YT. For the majority of
participants, if they did not have formalised management support and review
mechanisms for sustaining I'YT strategies in their practice, their implementation
slipped or was not as embedded into practice as deeply as it could have been. This
finding reflects Wylie and Felgate’s (2016c) evaluation, which found nearly one-
third of primary school teachers desired follow-up support and review after I'YT.
This finding also reflects the PD literature, which articulates supportive
organisational conditions are crucial for sustained implementation of PD, as well as
teachers developing self-regulatory inquiry skills so they can review the
effectiveness of their teaching (Quatroche, Bauserman, & Nellis, 2014; Reinke et al.,
2011; Timperley, 2008, 2011).

64



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Further, the present study found teachers, school leaders, SENCO/ST, and
IYT group leaders, have a wealth of knowledge about how to incorporate and sustain
IYT in teaching practice. Similar to Wylie and Felgate’s (2016b, 2016a, 2016c,
2016d) evaluation, the present study found teachers greatly value learning from each
other. An issue is to how to harness this knowledge and spread it wider than the
individual teachers, schools or RTLB clusters. Further, although communities of
practice are an important post PD-element that support long-term implementation
(Darling-Hammond & McLaughlin, 2011; Sheridan et al., 2009), the present study
found no teachers or schools participated in a community of practice supporting their
long-term implementation of 1'YT.

Relationship Between Participants’ Implementation of Incredible Years
Teacher and Professional Development Programmes in General

Factors associated with participants’ implementation of PD relate to the
context in which the programme is delivered, its content, and follow-up support
(Timperley et al., 2007). The present study confirmed these factors affected
teachers’ incorporation of I'YT into practice. In particular, the study found schools
with leadership that prioritised I'YT, and used coaching and modelling to support
teacher development, were particularly important contextual factors in supporting
teachers to implement and sustain I'YT. The study also confirmed the PD literature
that espouses acceptability of a programme as being an important contextual variable
in teachers’ willingness to implement PD. In particular, Han and Weiss (2005)
found teachers’ acceptability of a programme can be affected by variables such as
the severity of their students’ issues. Similarly, the present study identified one
participant with low acceptability of I'YT who made no changes to her teaching
practice after completing I'YT because she considered I'YT did not address the severe
issues of the children in her class.

The PD literature espouses programme content that provides multiple
learning opportunities and generates depth of principled-knowledge as being critical
factors for effective PD. Similarly, the present study found having a deep
understanding of 1'YT strategies helps with long-term incorporation into teacher
practice and fidelity of implementation. Coaching and feedback, during and after
PD, were particularly important activities to promote such learning.

Follow-up, an important factor identified in the PD literature, was also an

important factor for sustaining implementation of IYT. For example, participants
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without follow-up through formal review mechanisms were the least likely to sustain
IYT strategy implementation.

The study also confirmed PD is a complex process with a myriad of factors at
play in translating PD into teacher practice. Thus, one participant who deeply
embedded I'YT into her teaching practice, did this despite having only a moderately
supportive school leadership. Instead, the strong congruence between IYT
philosophies and her own beliefs motivated her to incorporate I'YT strategies into her
practice.

Summary

In answer to the first research question, the present study found participants
varied greatly in how they implemented I'YT. More commonly and easily
implemented I'YT strategies included developing positive teacher-student
relationships, setting up classroom routines and rules, and proximal praise.
Participants implemented more complex I'YT strategies, such as developing school-
home relationships, social and emotional coaching, time out, and behaviour plans,
with less frequency and fidelity. Some I'YT strategies, such as using incentives,
were highly sensitive to congruence with existing personal and school beliefs and
values.

The literature has identified the importance of some I'YT strategies, such as
developing school-home relationships, and social and emotional coaching,
particularly for children with challenging behaviour. Yet, as the study found these
strategies were not consistently implemented, the full benefits of the I'YT programme
may not be being realised.

The present study conceptualised variation of I'YT strategy implementation
according to evangelical, pragmatic, unrelated, and no implementation. This
conceptualisation aids in considering how to support teachers and schools to sustain
IYT implementation. For example, some teachers’ pragmatic implementation of
IYT could have been enhanced and sustained with greater support, including from
school management, to enable a deeper understanding of 1'YT strategies (both during
and after 1'YT training).

In answering the second research question, the present study identified
coaching (both during and after I'YT training), school leadership, school-wide
behaviour systems, and regular opportunities for reviewing I'YT as particularly

important factors in supporting teachers’ sustained use of I'YT strategies. In
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particular, although coaching visits are an integral part of the I'YT programme, group
leaders are routinely not undertaking the Ministry of Education’s recommended two
coaching visits between 1'YT workshops. Further, the coaching visits may not be
meeting the needs of teachers regarding whether the coaching visit includes
observation of teachers in classrooms.

Finally, in answering the third research question, the present study found
there was a strong relationship between teachers’ implementation of I'YT and factors
known to be associated with effective PD. That is, teachers’ implementation of IYT
was affected by the context in which the programme is delivered, its content, and
activities undertaken to promote learning during and after PD. Further, while YT
incorporates many components deemed essential for effective PD, they could be

improved.
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Chapter Six: Conclusion

Incredible Years Teacher (I'YT) provides teachers with positive classroom
management skills to manage children’s challenging behaviours. The current study
investigated how New Zealand primary school teachers incorporated I'YT strategies
into practice, and barriers and supports for sustaining I'YT. It also considered the
relationship between teachers’ implementation of I'YT and factors known to be
associated with implementation of professional development (PD). Based on a
qualitative, interpretive description approach, undertaking 12 in-depth interviews
with teachers and other knowledgeable participants, the study illuminated the
variation in how teachers incorporate I'YT into practice. These interviews also
enabled the compilation of examples of teachers’ implementation of I'YT strategies,
meeting the aim of the research to develop a practical resource. The study also
identified barriers and supports for sustained implementation of I'YT, which aligned
with the research literature about effective PD programmes. This chapter concludes
this thesis by outlining the strengths and limitations of the research, and, as is
particularly important in interpretive description, outlines implications for practice
and suggests future directions for research (Thorne, 2014).

Study Strengths

As with other qualitative approaches, it is important for interpretive
description studies to demonstrate credibility and rigour of the research (Thorne et
al., 2004). Thorne and colleagues (1997, 2004) argue credibility is assured when
there is attention to process and its reporting, including making the analytic
processes and positioning of the researcher transparent. This study has
accomplished these things. Also, the study’s findings reflect other research about
IYT and PD, indicating their trustworthiness. Further, resulting from the qualitative,
interpretive description approach, the study built on previous I'YT research and
provides detailed insights into I'YT implementation in New Zealand primary schools.

A strength of the study is it’s information-rich sample, which Patton (2015)
says allows one to extrapolate beyond the data and to think about “applications of
the findings” (p. 713). For example, the study was able to ascertain ways teachers
implement 1'YT strategies, which can be applied to other school situations. Further,
the present research undertook interviews with participants from a range of roles to

provide “triangulation of perspective” and an increased chance of the findings being
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reflective of a broader context (Thorne, 2014, p. 108). Also, the study used repeated
interviewing (Thorne et al., 1997), which involved seeking participant feedback on
the overall themes and resultant conceptualisation about I'YT implementation types.
Although only two participants responded, they agreed with the themes and
conceptualisation, demonstrating trustworthiness of the findings and rigor of
analysis.

Another strength of the study was its focus on teachers’ sustained
implementation of I'YT strategies. The present study was the only known study to
interview teachers more than five years after completing 1'YT.

Study Limitations

I originally intended to use quota sampling so, as the study evolved, | could
sample participants from specific categories (Mason, 2002). However, due to
difficulties gaining agreement for people to participate in research, | could not be
selective and accepted all participants who consented and met the eligibility criteria.
Thus, while all 12 participants provided in-depth, rich information, | could not, for
example, select additional participants who may have provided contrasting views to
those already participating. For example, both school principals were evangelical in
their support for I'YT, and it would have been interesting to understand why other
principals were not so supportive of I'YT.

Due to practical constraints, the study was limited to one region in New
Zealand. Although it is likely conducting the study in another region of New
Zealand would produce similar results, it would be interesting to confirm this.
Practice Implications

I now consider practice implications arising from this study in relation to the
contextual factors YT is delivered in, I'YT programme content, and activities to
support learning during and after I'YT. Regarding contextual factors, the present
study demonstrated supportive school leadership and infrastructure was a
particularly influential factor in participants’ implementation of I'YT strategies.
Thus, it is recommended a tailored version of I'YT is developed for school leaders to
promote their understanding of 1'YT and how they can best support teachers to
implement it. A tailored course could promote the importance of school-home
relationships, school-wide behaviour policies, coaching and modelling to support
teacher development, and formal I'YT review processes such as recurring agenda

items at meetings, or professional inquiry. Relatedly, in response to the study’s
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finding that consistency in practice among teachers and teacher aides was an
important contextual factor, it is recommended the Ministry of Education fund
teacher aides to participate in I'YT training.

Regarding YT content, the study demonstrated how teachers’ deep and
principled knowledge about I'YT strategies supported sustained implementation and
fidelity. Thus, it is recommended additional learning opportunities be provided
during I'YT to increase teachers’ understanding of the I'YT strategies the study
identified as complex or difficult, such as developing school-home relationships,
social and emotional coaching, time out, and behaviour plans. Thinking beyond
IYT, consideration could also be given to including instruction in these important,
yet complex strategies during initial teacher education.

Where teachers’ views or school policies are inconsistent with YT strategies
and philosophies, it is important group leaders support teachers to engage their prior
understandings and consider how to integrate new knowledge (Timperley, 2011;
Timperley et al., 2007). Particularly, the study found teachers varied in their use of
incentives due to different personal beliefs and school-wide practices concerning
motivation. Thus, it is likely there will continue to be moderate numbers of teachers
in IYT workshops who will oppose using external rewards as advocated by I'YT. It
will be important for I'YT group leaders to facilitate discussion about teachers’
beliefs about using incentives and, where teachers’ views are different from the 1'YT
position, discuss how teachers could resolve this dissonance. Rather than dismissing
IYT outright, teachers may find a middle ground, for example, using non-tangible
rewards.

The study identified coaching as an important activity to support teachers’
learning and subsequent implementation of I'YT strategies. In light of the study’s
findings that group leaders are not routinely undertaking coaching between IYT
workshops, it is recommended group leaders are supported to increase the number of
coaching opportunities during I'YT, so they are at least meeting the Ministry of
Education’s (2015a) guidelines. Furthermore, it is recommended group leaders are
supported to offer the follow-up workshop, as per the Ministry’s (2015a) guidelines.

The present study found the I'YT video vignettes are outdated and
unrepresentative of New Zealand classroom situations and cultures, indicating
consideration should be given to developing vignettes that better reflect New

Zealand’s schools. However, as the I'YT course contains 250 vignettes, it would be
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costly to recreate all vignettes for the New Zealand context. Instead, it is
recommended vignettes for the I'YT strategies teachers have the most difficulty
implementing be developed, for example, circle time, planned ignoring, time out,
and descriptive commenting. Alternatively, consideration could be given to sharing
video resources some New Zealand schools have created that model how to
implement I'YT strategies. Further, it is recommended group leaders are reminded
about the importance of facilitating discussions before and after teachers watch the
vignettes, contextualising them for New Zealand situations.

Given the study highlighted the wealth of knowledge teachers have in
implementing 1'YT, and the value teachers place on learning from each other,
consideration could be given to showcasing examples of implementation of IYT in
New Zealand, so teachers can learn from teachers. A symposium would also provide
a mechanism for refreshing I'YT strategies, which would support long-term
implementation of I'YT. A symposium could also provide an opportunity to create a
community of practice, another important post-PD element. Although the Ministry
of Education funded a symposium for I'YT group leaders to come together and share
ideas in 2015, there has not been a regional or national symposium for teachers (H.
Bell, personal communication, September 21, 2017).

The literature has identified the importance of many I'YT strategies, such as
developing school-home relationships (Hattie, 2012), and social and emotional
coaching (Church, 2003), particularly for children with challenging behaviour (V.
M. Robinson et al., 2009). Yet, as the study found these strategies were not
consistently implemented or sustained, the full benefits of the I'YT programme may
not be being realised.

Future Research

Unlike previous studies, the present study uncovered novel and nuanced
examples of teachers’ implementation of 1'YT strategies. Future qualitative research
projects could build upon this list, interviewing teachers, principals, I'YT group
leaders, RTLB, and SENCO around New Zealand. Such research could also include
observations as well as interviews. Similarly, as the research focused on New
Zealand primary schools, a similar study could be conducted in early childhood
education centres. Also, future research is recommended to investigate how group
leaders are providing coaching, including whether coaching includes classroom

observations.
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Final Thoughts

Overall, the present study found teachers who had more support
implementing 1'YT sustained its incorporation into their teaching practice.
Particularly important supports included school leadership that prioritised 1'YT,
coaching and modelling to support teacher development, formal I'YT review
processes, and school-wide behavioural strategies. The study also recommended
extra supports be implemented, such as supporting I'YT group leaders to undertake
more coaching visits, more coaches and models to be resourced by schools, 1'YT
courses for principals and teachers aides, and a symposium for teachers.

The Ministry of Education has significantly invested in IYT (nearly $31.8
million from 1 July 2010 to 30 June 2017). Many of the supports for sustained
implementation of 1'YT identified in this study would require additional funding. Yet
the full benefits of I'YT may not be realised without the aforementioned
implementation supports and partial implementation will not necessarily result in

sustained classroom practice (Tallerico, 2014).
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Appendix A
Ministry of Education Costs in Funding Incredible Years Teacher by Financial

Year in New Zealand

Financial Year Basic Delivery Additional Total
Costs Costs
$ $ $

2010/11 1,138,803 1,432,621 2,571,424
2011/12 2,306,934 3,636,496 5,943,430
2012/13 2,286,845 3,457,148 5,743,993
2013/14 2,416,241 3,788,864 6,205,105
2014/15 2,730,825 2,894,642 5,625,467
2015/16 2,545,374 3,156,625 5,701,999
Total 13,425,022 18,366,396 31,791,418

Note. Additional costs includes payments to schools and early childhood education centres to assist
in covering the costs of allowing teachers to be released from their classrooms, and a contract with
Massey University to provide training to I'YT group leaders.
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Appendix B1
Interview Guide for Teachers

Warm up

Discuss aims of research project and remind participant of their rights (i.e., to
refuse to answer any question).

1. Please tell me about yourself as a teacher
Prompt — how many years teaching, how long have worked at your current
school, what year level(s) do you teach, how many students in class?

Incredible Years Teacher (IYT) Training
2. What year did you do the I'YT training?

3. Tell me about your impressions of the IYT course?
Prompt — content, fit with New Zealand, fit with you as a teacher, fit with
cultural beliefs/practices, fit with school

4. How did you come to do IYT?
Prompt — how did you feel about the referral process?

5. Tell me about any support you got from your group leader during and after
the IYT workshops?
Prompt — useful for you? If not, what would you have liked it to look like?
Feedback/Coaching?

Exploring how teachers incorporate IYT strategies and principles in teaching
practice

6. In what ways has your teaching has been influenced by IYT training?
Prompt — sustained?

7. Thinking about your students generally, what classroom management
strategies do you use
Prompt — how do you ....: promote positive relationships with students and

parents; organise your classroom environment; and manage behaviour.

8. Thinking about a child with challenging behaviour in your class, describe any
classroom or behaviour management strategies you use with them.
Prompt — positive relationships with students and parents; classroom
environment, praise, incentives; rules; managing misbehaviour; behaviour
plan

9. Which IYT strategies and principles have been most useful or effective for
you?
Prompt — how do you use these in your teaching?
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10.

11.

Which I'YT strategies and principles have been least useful or effective for
you?

Prompt — Why? Stopped using any IYT strategies or principles?

Have you made any adaptations to ['YT strategies in order to implement
them?

Prompt — If yes, can you please describe.

Barriers and supports to incorporating IYT into teaching practice

12.

13.

14.

15.

Tell me about things that have helped you to use IYT strategies in your
teaching?

Prompt. Principal / leadership, other teachers in school, other teachers in
IYT course, RTLB, IYT group leader

Tell me about things that have been a barrier for you to use [YT strategies in
your teaching?

Tell me about anything you do to support other teachers in your school to use
the I'YT strategies?

Is there anything else you would like to share about IYT?
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Appendix B2
Interview Guide for Principals

Warm up

Discuss aims of research project and remind participant of their rights (i.e., to
refuse to answer any question).

1. Please tell me about yourself and the school
Prompt — how long been principal at x school

Incredible Years Teacher (IYT) Training

2. How many teachers in your school have completed the I'YT training?

3. Have you done any IY Principal/leader training?
Prompt — if yes, what year?

4. Tell me about your impressions of the I'YT course?
Prompt — fit with New Zealand, fit with school

5. Where does I'YT sit in relation to your school’s values regarding managing
students’ behaviour?
Prompt — Is your school part of PB4L? How does IYT sit within the PB4L
framework?

6. How do teachers in your school come to do IYT training?
Prompt — Tell me what you think about this process?

Exploring how teachers incorporate IYT strategies and principles in teaching
practice

7. Tell me how you think I'YT influences teachers’ practice at your school.
Prompt — examples, sustained?

Barriers and supports to incorporating IYT into teaching practice

8. What things support teachers in your school to use IYT strategies and
principles in their teaching?
Prompt. Principal / leadership, other teachers in school, other teachers in
IYT course, RTLB, group leader from IYT

9. What factors hinder teachers in your school to use IYT strategies and
principles in their teaching?
Prompt — Any ideas for how implementation of IYT in your school could be
developed or enhanced?
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Appendix B3
Interview Guide for Resource Teachers Learning Behaviour

Warm up

Discuss aims of research project and remind participant of their rights (i.e., to
refuse to answer any question).

1. Please tell me about yourself as a RTLB
Prompt — how many years teaching; what year registered as teacher? how
long have worked as RTLB; completed the Specialist Teaching Diploma?

Incredible Years Teacher (IYT) Training

2. Have you done the IYT training?
Prompt — if yes, what year? If no, do you plan to do IYT training?

3. Tell me about your impressions of the IYT course?
Prompt — fit with New Zealand schools/curriculum, fit with you as a RTLB,
fit with your cultural beliefs/practices

4. How do teachers come to do IYT training?
Prompt — Tell me what you think about this process?

Exploring how teachers incorporate IYT strategies and principles in teaching
practice

5. Tell me how you think I'YT influences teachers’ practice.
Prompt — examples, sustained?

Barriers and supports to incorporating IYT into teaching practice

6. Tell me what things you think help teachers to use IYT strategies in their
teaching.
Prompt. Principal / leadership, other teachers in school, other teachers in
IYT course, RTLB, IYT group leader

7. Tell me what things you think are barriers for teachers to use IYT strategies
in their teaching.

8. Can you please describe how you have supported a teacher to use the [YT
strategies.
9. Is there anything else you would like to share about IYT?
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Appendix B4
Interview Guide for Special Education Needs Coordinators

Warm up

Discuss aims of research project and remind participant of their rights (i.e., to
refuse to answer any question).

1. Please tell me about yourself as a SENCO/Learning needs coordinator
Prompt — how many years teaching, how long have worked at school, how
long in SENCO role, any other roles at school?

Incredible Years Teacher (IYT) Training

2. How many teachers in your school have done the IYT training?

3. Have you done the IYT training?
Prompt — if yes, what year? If no, do you plan to do IYT training?

4. Tell me about your impressions of the IYT course?
Prompt — fit with New Zealand, fit with you as a SENCO, fit with cultural
beliefs/practices, fit with school

5. Where does I'YT sit in relation to your school’s values regarding managing
students’ behaviour?
Prompt — Is your school part of PB4L? How does IYT sit within the PB4L
framework?

6. How do teachers in your school come to do IYT training?
Prompt — Tell me what you think about this process?

Exploring how teachers incorporate IYT strategies and principles in teaching
practice

7. Tell me about how you think I'YT influences teachers’ practice at your
school.
Prompt — examples, sustained?

Barriers and supports to incorporating IYT into teaching practice

8. Tell me what things you think help teachers to use [YT strategies in their
teaching
Prompt. Principal / leadership, other teachers in school, other teachers in
IYT course, RTLB, IYT group leader

9. Tell me what things you think are barriers for teachers at your school to use
IYT strategies in their teaching
Prompt — Any ideas for how implementation of IYT in your school could be
developed or enhanced?
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10.  Can you please describe how you have supported a teacher in your school to
use the IYT strategies

11.  Is there anything else you would like to share about IYT?
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Appendix C

Ethics Approval Letter

MASSEY
UNIVERSITY

LNFEREITY OF v T8 A AMD)

Date: 11 November 2016

Dear Katherine Garland

Re: Ethics Notificaton - NOR 16/45 - The Incredible Years Teacher classroom management

programme: How New Zealand teachers incorporate and sustain its strategies and principles in
their teaching practice

Thank you for the above application that was considered by the Massey University Human Ethics

Approval is for three years. If this project has not been completed within three years from the date of
this letter, reapproval must be requested.

If the mnature, content, location, procedures or personnel of your approved application change, please
advise the Secretary of the Committee.

Yours sincerely

Sl bl

Dr Brian Finch
Chair, Human Ethics Chairs’ Committee and Director (Research Ethics)
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Appendix D1

Information for Principals

151
9
MASSEY UNIVERSITY

INSTITUTE OF RDUCATION
TH EURA © TE MATAURANGA

The Incredible Years Teacher classroom
management programme: How New Zealand
teachers incorporate and sustain its strategies and
principles in their teaching practice

INFORMATION SHEET FOR PRINCIPALS

Dear Principal

| am researching how teachers use the Incredible Years Teacher (IYT) classroom
managemani siralegies and principles in their leaching You and your school staff are
invited to participate in this research.

Please consider whather your school staff can participate in the research progact and forward
the attached information o your teachars who have completed IYT braning and
SENColLearning Support Coordinator. Also, please complete and retum the attached
Principal Agreement fo Conduct Research form, which seeks permission o conduct
interviews during school opening hours and on school premises. Further information about
interviewing is provided below.

Finally, please consider whather you are availabie to participate in this research project. Rt
may be possible for you lo consent lo your school staff to participate in the research, without
agreeing to participate yoursaif.

This research is being undertaken as part of the thesis requirements for a Masters in
Educational Psychology at Massey University

Please contact me if you would like further information or are interested in participating

Kind regards

Kate Garland

Email: Katherine.Garland. 1@uni massey ac.nz
Cali:

Project Description

Challenging behaviour is one of the most common difficult behawviours teachers have to deal
with. The IYT programme provides teachers with classroom management skills to manage
students’ challenging bahaviours. The purpose of my research is to understand how
teachers use IYT strategies. and the things that help or hinder sustamed use. | hope o
generale recommendations o enhance leachers’ implementation of the I'YT programme, and
support teachers to manage students’ challenging behavigur.

| plan to undertake an exploratory study of pamary schools whose teachers have done the
I¥T training. | plan to inerview 6-8 teachers, 34 Special Education Needs Coonrdinators
(SENCo)/Learning Suppon Coordinators. 3—4 principals, and 3—4 Resource Teachers
Leaming Behaviour (RTLE).

Te Kunenga Isstntwte of Educatien
ki Pdrchsros o Admey Dron & Cosleron Rasad Procaty B U1ITE Pabmwrizse Noort™ G011 Mo Jppieret 1 30 2l 309 mrwews snmsawry ac at

107



HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Participant Idantification and Recrultmaent

Your school has been invited to participate in this research project as it has leachers who
have done the YT training. In order for your teachers to be eligible to panicipate they must:
' have undertaken IYT training in New Zealand during 2015 or earkier

. be currently teaching students aged 58 years (Years 0=3)

. have worked at your school for at least one year,

In order for your school's SENCo/Learning Support Coordinator be eligible to paricipate,
they must have worked at your achool for at least one year,

Please note, it may be possible for you to consent to your school staff 1o participate in the
research project, withoul agreeing to participate yourself,

Project Procodures

If taachers and/or SEMCo at your school decided to participate, it will involve a 50-80 minute
interview for teachers and a 30-60 minute interview for SENCo. | will conduct interviews
with each parficipant individually in person or via skype during Term 4 of 2016 and Term 1 of
2017, | propose conducling interviews with teachers and/or SENCo at a location and lime
thal is eonvenient to them, which may include conducling interviews during school opening
hours and on schodl premises.

If you decide to participate, it will involve a 30-80 minute interview either in person (al a
location convenient to you such as your school) of via skype. | will interview you individually,
Interviewing will take place during Term 1 of 2017 at a time convenient to you.

Participants will ba given the apportunity to review and edit the transcript of thesr inferview.

After | have analysed the interview data, | will provide participants with the eppertunity to
review and provide feedback on my analysis. This process is expected to take place during
Term 2 of 2017,

Confidentiality and Ananymity

Interview notes, audio recordings, and transcripts from the interviews will be the primary data
source for the research. All information will be treated confidentially, and no names of
people or places will be used in the final thesis or other publications. If during inferviews,
participants use parsonal details such as names, or identify places such as school names,
this information will be removed from typed transcripts. Participants will be given
pseudonyms in the transcripts and final thesis.

Please note that every effert will be made to maintain participant confidentiality and
anonymity. However, | cannot give an absolute guaranteée of anonymity, as there is a very
srall rigk that somecne could identify participants based on excerpts of transcripts that may
he used in the thesis.

Data Management

Once transcribed, the recordings will be stored in a password protected digital folder on my
suparvisor, Dr Elizabeth Doall’s hard drive. The recordings will be held for five years so |
can undertake further writing (e.g., conference or academic papers) about the research
findings with my supervisors. After five years, Dr Doell will clear the recordings from the
hard drive.

Information Sheet for Principals Page 2 of 3
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The transcripions wil be stored securely on an encrypted hard drive, only accessible 1o
miysoll and my supan/isors,

Participant's Rights

You and your teaching staff will be under no obligation to accept this invitation. I they

decida lo participate, thay have the right la:

. declina to answer any particular quastion

. withdraw from the study (within two weeks of being interviewed)

. ask any questions about the study at any time during participation

. provide information on the understanding that their name will not be used unless they
giva permission to the researcher

. ask for the audia recorder o be turmed off at any time during the interview

* ba given access to a summary of tha research findings when it is concluded

Project Contacts

Plaasa contact me and/er my supervisors if you have any questions about the ressarch or
are interested in participating.

Researcher
Kate Garland

Email: Katherine.Garland. 1@uni.massey ac.nz
Cell;

Research Supervisors

Dr Elizabath Doell Dr Jayne Jackson

Massey University Institute of Education Massey University Instilule of Education
Email: E.H.Doall@massey.ac.nz Email: JH.Jackson@massey.ac.nz
Phone:+64 (09) 414 0800 ext. 43531 Phone: +64 (08) 414 0800 ext. 43527

Mazzey University Research Ethics

This project has been reviewed and approved by the Massey University Human Ethics
Committee: Morthern, Application 16/45. If you have any concems about the conduct of this
research, please contact, Dr Lily George, Acting Chair, Massey University Human Ethics
Commities:  Morhern,  telephone 09 414 0800 x 43923, email
humaneathicsnorh@massey.ac.nz.

Information Sheet for Principals Page 3of 3
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Appendix D2

Information for Resource Teacher Learning Behaviour Managers

Eﬁ":&
L
R
MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

The Incredible Years Teacher classroom
management programme: How New Zealand
teachers incorporate and sustain its strategies and
principles in their teaching practice

INFORMATION SHEET FOR RTLB CLUSTER MANAGERS

Dear

| am researching how teachers use the Incredible Years Teacher (IYT) classroom
management strategies and principles in their teaching. Please consider whether RTLB in
your cluster can pardicipate in this research.

if you agree for RTLB in your cluster to participale in the research, please forward the
attached Informalion Sheet for RTLB to RTLE in your cluster, Also, please complete and
refumn the attached RTLB Manager Agreemeant lo Conduct Research form, which seeks
parmission lo conduct interviews at RTLE offices during work hours. Further information
about interviewing is provided below.

This research is being undertaken as part of the thesis requirements for a Masters in
Educational Psychology at Massey University.

Please conlact me if you would like further information or agree for RTLE in your cluster area
to participate.

Kind regards

Kate Garland

Email: Katherine.Garland. 1@uni.massay.acnz
Cell

Project Description

Challenging behaviour is one of the most common difficult behaviours teachers have to deal
with. The IYT programme provides teachers with classroom management skills to manage
studenis’ challenging behaviours. The purpose of my research is to understand how
teachers use IYT sirategies, and the things that help or hinder sustained use. | hope to
generate recommendations to enhance teachers’ implementation of the IYT programma, and
support teachers to manage students’ challenging behaviour

I plan to undertake an exploratory study of primary schools whose teachers have done the
IYT training. | plan to interview 6-8 teachers, 3—4 Special Education Needs Coordinators
(SENCo)fLearning Support Coordinators, 3—4 principals, and 3—4 Resource Teachers
Learning Behaviour (RTLB).
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Participant ldentification and Recruitment

In arder for RTLE to be eligible to participate they must have worked in their RTLB role for at
least one year,

Project Procedures

Participating in the research will involve a 30-60 minute interview either in person (at a
location convenient to RTLE such as their RTLB office) or via skype. | will interview each
participant individually. Interviewing will take place during Term 4 of 2016 and Term 1 of
2017 at a time convenient to RTLE.

Participants will ba givan tha opportunity to review and edit the transcript of their interview.

After | have analysed the interview data, | will provide participants with the opporiunity to
review and provide feedback on my analysis. This process is expected 1o take place during
Term 2 of 2017.

Confidentiality and Anonymity

Interview notes, audio recordings, and transcripts from the interviews will be the primary data
source for the research. All information will be treated confidentially, and ne names of
people or places will be used in the final thesis or ather publications. |f during interviews,
participants use personal details such as names, or identify places such as school namas,
this information will be removed from typed transcripts. Parlicipants will be given
pseudonyms in the ranscripts and final thesis,

Pleaze note that every effort will be made to maintain participant confidentiality and
anonymity. However, | cannot give an absclute guarantee of anonymity, as there is a very
small risk that someone could identify participants based on excerpts of transcripts that may
be used in the thesis.

Data Management

Once franscribed, the recordings will be stored in a password protected digital folder an my
supervisor, Dr Elizabeth Doell's hard drive. The recordings will be held for five years so |
can undertake further writing (e.g., conference or academic papers) about the research
findings with my supervisors. Afier five years, Or Dogll will clear the recordings from the
hard drive.

The transcriptions will be stored securely on an encrypted hard drive, only accessible to
myself and my supervisors.

Infarmation Sheet for RTLE Clusier Managers
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Participant's Rights

Your RTLE will be under no obligation to accept the invitation. |If they decide to participate,

they have the right to:

* decline to answer any particular question

. withdraw from the study (within two weeks of baing interviswed)

L] ask any questions about the study at any time during participation

L] provide infarmation on the understanding that their name will not be used unless they
give permission to the researchar

* ask for the audio recorder to be turned off at any time during tha interview

*+  be given access to a summary of the research findings when it is concluded.

Project Contacts

Please contact me andlor my supervisors if you have any questions about the reésaarch or
agree for RTLE in your cluster area to participate,

Researcher
Kate Garland

Email: Katherine Garland. 1{@uni.massey.ac.nz
Cell:

Dr Elizabeth Doell Dr Jayne Jackson

Massey University Institute of Education Massey University Institute of Education
Email: E.H.Doeli@massey.ac.nz Email: J.H.Jackson@massey.ac.nz
Phone: +54 (03} 414 0800 ext. 43531 Phone: +B84 (09) 414 0800 ext. 43527

Massey University Research Ethics

This project has been reviewed and approved by the Massey University Human Efhics
Committea: Mortharn, Application 16/45. If you have any concerns about the conduct of this
research, please contact, Dr Lily George, Acling Chair, Massey University Human Efthics
Committes: Marthern, telephaone 09 414 0800 % 43923, email
humanethicsnothi@massey.ac.nz.

Information Sheet for RTLE Cluster Managers
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Appendix E1

Information for Teachers and Special Education Needs Coordinators

8

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA © TH MATAUNANGA

The Incredible Years Teacher classroom
management programme: How New Zealand
teachers incorporate and sustain its strategies and
principles in their teaching practice

INFORMATION SHEET FOR TEACHERS & SPECIAL EDUCATION NEEDS
COORDINATORS (SENCOVLEARNING SUPPORT CODRDINATORS

Dear teacher / SENCo / Leaming Support Coordinator

| am researching how teachers use the Incredible Years Teacher (IYT) classroom
managemant stralegies in their teaching. You are invited to particspate in this research

This research is being undertaken as part of the thesis requirements for a Masters in
Educational Psychology at Massey University

Please contact me if you would like further information or are interested in participating

Kind regards

Kate Garland

Email: Katherine Garland 1@uni massey ac nz
Cell:

Project Description

Challenging behaviour is one of the most common difficult behaviours teachers have to deal
with. The IYT programme provides teachers with classroom management skills o manage
students’ challenging behaviours. The purpose of my research is fo understand how
teachers use IYT siralegies. and the things that heip or hinder sustained use. | hopa o
generate recommendations to enhance teachers’ implementation of the IYT programme, and
support teachers (o manage students’ challenging behaviour.

| plan to undertake an exploratory study of primary schools whose teachers have done tha
I¥YT training. | plan to interview 6-8 teachers. 3—4 Special Education Needs Coordinalors
(SENCo)/Learning Support Coordinators, 3-4 principals, and 3-4 Resource Teachers
Learning Behaviour (RTLB)

Participant Identification and Recruitment

Your school has been invited to participate i this research project as it has teachers who
have done the IYT training. In order for leachers to participate, they must

. have undertaken IYT training in New Zealand during 2015 or earfer

. be currently teaching students aged 5-8 years (ie. Years 0-3)

. have worked at your school for at least one year.

Te Kunenga lwndituin ol [ducation
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In order for a SEMNCo/Learning Support Coordinator to participate, they must have worked at
your achool for at lsast one yaar,

Project Procadures

If you decide to partcipate, it will involve an intendiew either n person (at & location
convenlent to you such as your school) or via skype. | expect inteniews with teachers will
take 80-90 minutes and interviews with SENCo ne longer than 80 minutes. | will interview
aach participant individually, Interviewing will take place during Term 1 of 2017 at a time
convaniant o yau,

Participants will be given the opportunity 1o review and edit the iranscript of their interview.

After | have analysed the interview data, | will provide pariicipants with the oppertunity to
raviaw and provide feadback on my analysis. This process is axpected o take place during
Term 2 of 2017,

Confidentiality and Anonymity

Interview notes, audio recardings, and transcripls from the interviews will be the primary data
source for the research. All information will be treated confidentially, and no names of
paople or places will ba used in the final thesis or other publications. W during intenviews,
participants use personal details such as names, or identify places such as school names,
this information will be removed from typed transcripts. Participants will be given
psaudonyms in the transcripts and final thesis,

Please ncte that every effort will be made to maintain participant confidentiality and
anonymity., However, | cannot give an absolute guarantee of anonymity, as there is a very

small risk that someone could identify participants based on excerpis of iranscripts that may
be used in the thesis.

Data Management

Once Iranscribad, the recordings will be stored in a password protected digital folder on my
supervisor, Dr Elizabeth Doell's hard drive. The recordings will be held for five years so |
can undertake further wriling (e.g.. conference or academic papers) aboul the research
findings with my supervisors. After five years, Dr Doell will clear the recordings from the
hard drive.

The transcriptions will be stored securely on an encrypted hard drive, only accessible to
miyself and my Supervisors.

Participant's Rights

¥ou are under no obligation to accept this invitation.  If you decide to participate, you have

the right to:

* " dacline to answer any particular quastion

. withdraw from the study (within two wesks of being interviewed)

+ ask any questions about the study at any time during participation

. provide information on the understanding that your name will not be used unless you
give permission to the researcher

. ask for the audio recorder to be turned off at any time during the interview

* ba given access to a summary of the project findings when it is concluded.

Information Sheet for Teachers and SENCo/Leaming Suppont Coordinators Page 2ol 3
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Praject Contacts

Please contact ma and/or my supervisors if you have any questions aboul the research
study or are interasted in participating,

Researcher

Kate Garland

Email: Katharing. Garland. 1@un| massay. ac.nz

Call;

Research Supervisors

Dr Elizabath Doall Dr Jayne Jackson

Massay University Institute of Education Massey University Institule of Education
Email: E.H.Doalli@massey.ac.nz Email:  J.H Jackson@massey ac.nz
Phone:+84 (08) 414 0800 ext. 43531 Phone: -+84 (09) 414 0800 ext. 43527
Massey University Research Ethics

This project has been reviewed and approved by the Massey University Human Ethics
Committes: Northam, Application 16/45. If you have any concems about the conduct of this
rasearch, please contact. Dr Lily George. Acting Chair, Massey University Human Ethics
Committes: Morthern, talephone 08 d1d 0800 X 43823, email
humanathicsnorth@massay.ac.nz.
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Appendix E2

Information for Resource Teachers Learning Behaviour

w4

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TH KUVRA @ TH MATAURANGSA

The Incredible Years Teacher classroom
management programme: How New Zealand
teachers incorporate and sustain its strategies and
principles in their teaching practice

INFORMATION SHEET FOR RESOURCE TEACHERS LEARNING BEHAVIOUR

Dear RTLB

| am researching how isachers use the Incredible Years Teacher (IYT) classroom
management sirategies and principles in their teaching. You are invited to participate in this
ressarch. Your RTLB cluster manager has agreed RTLB in your cluster can choose to
participats in this resaarch

This research is being underfaken as part of the thesis requirements for a Masiers in
Educational Psychology at Massey University

Please contact me on the details below if you would like further information or are interested
in participating

Kind regards

Kate Garland

Email: Katherine.Garland.1@uni massey.acnz
Call: !

Project Description

Challenging bahaviour is one of the most common dificult behaviours teachars have to deal
with. The I¥T programme provides teachers with classroom management skills o manage
students’ challenging behaviours. The purpose of my research is to understand how
teachers use IYT strategies. and the things that help or hinder sustsined use. | hope to
generate recommendations to anhance teachars’ implementation of the I'YT programme, and
support teachers to manage students’ challenging behaviour

| plan fo undertake an exploralory study of pimary schools whose teachers have done the

IYT training. | plan to conduct interviews with -8 teachers, 3—4 Special Education Needs
Coordinators (SENCo)/Leaming Support Coordinators, 3—4 principals, and 3-4 RTLE.

Te Kunenga Inazitete of Educatinn
ki Plrchuioas Cov Abaery Diove | Collenann Baved Presgon Bag 11T Pesmersion Nir'™ B torm Jiiiecsr T 08 P D oo ONGBAIRIY . B3
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HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Participant Identification and Recrultmant

You have been invited to participate in this research project as RTLE suppont teachers to
manage students' challenging behaviour. In order for you lo participate you must have
worked in your RTLE role for ot least one year,

Projact Proceduras

If you decide lo participata, it will invelve an interview, no longer than 80 minutes, ather in
parson (al & location convenient to you such as your office) or via skype. | will interview
aach participant individually, Intarviewing will take place during Term 4 of 2018 and Term 1
of 2017 at a tima convaniant 1o you.

Participants will be given the opportunity to review and edit the transcript of thesr inteniew.

After | have analysed the interview dala, | will provide participants with the opportunity to
raview and provide feedback on my analysis. This process is expecied to take place during
Tarm 2 of 2017,

Confidentiality and Anonymity

Interview notes, audio recordings, and transcripts from the interviews will be the primary data
source for the research. All information will be treated confidentially, and no names of
paopla or places will ba usad in the final thesis or other publications. If during interviews,
participants use personal details such as names, or identify places such as school names,
this information will be removed from typed transcripts. Participants will be given
psaudonyms in tha transcripts and final thasis.

Please note that every effort will be made to maintain participant confidentiality and
anonymity. However, | cannol give an absolute guarantee of anonymity, as there is a very
small risk that someone could identify participanis based on excerpis of transcnpis that may
be used in the thesis.

Data Managemaent

Once transcribed, tha recordings will ba stored in a password protected digital folder on my
suparvisor, Dr Elizabeth Doell's hard drive. The recordings will be held for five years so |
can underlake further wrting (e.g., conference or academic papers) about the résearch
findings with my supervisors. After five years, Dr Doell will clear the recordings from the
hard drive.

The transcriptions will be stored securely on an encrypied hard drive, only accessible to
myself and my supervisors.,

Infarmation Sheet for RTLE Page 2 of 3
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Participant's Rights

You are under no obligation to accept this invitation.  If you decide to participate. you have

tha right to:

" dacling to answer any paricular question

v withdraw from the study (within two weeks of baing interviewed)

# ask any quastions about the study at any time during participation

. provide information on the understanding that your name will not ba used unless you
give parmission to the researcher

. ask for the audio recorder o be turned off at any time during the interview

' be given access to a summary of the project findings when it is concluded

Projoct Contacts

Please contact ma andior my suparvisors if you have any questions about the research
study or are interested in participating.

Researcher

Kate Garland

Email: Katherine Garland, 1@uni.masseay ac.nz

Cell:

R h s

Dr Elizabeth Doeli Dr Jayne Jackson

Massey University Institute of Education Massey University Institute of Educabon
Email: E.H.Doell@massey.ac.nz Email: J.H.Jacksoni@massey acnz
Pheone: +84 (09) 414 0800 ext. 43531 Phone: +84 (09) 414 0800 ext. 43527

Massey University Research Ethics

This project has been reviewed and approved by the Massey University Human Ethics
Committea: Norharn, Application 16/45. If you have any concemns about the conduct of this
rezearch, please contact, Dr Lily George, Acting Chair, Massey University Human Ethics
Committes; Morthern, telephone 08 414 0800 2 x 43825 email
humanethicsnorth@massey.ac.nz.

Information Sheet for RTLE Page 3 of 3
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Appendix F2

Principal Consent

k]

‘o’
8
MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TH EURA © TH MATALRANGE

The Incredible Years Teacher classroom management
programme: How New Zealand teachers incorporate
and sustain its strategies and principles in their
teaching practice

PRINCIPAL AGREEMENT TO CONDUCT RESEARCH

I have read the informabon Sheet and have had e Setads of the study explaned ko me My guestions

hurve been Bngwensd 10 My SSbsiachon, and | understend that | may sk Lether guestans M By e

| agresddo not agree for teachers andir Specal Educabon Needs Coordnalornslearming Suppornt
Coordmatons 1o be involved in the resaarch study

| agresido not agnee for the researcher (0 conduc! Mierveews with ieachers andior Specal Educaton
Neads Coorginators/Leaming Suppon Coondinatons on school premises

| agreaido nol agree for the researcher 1o conduct nterviews with leachers andior Spenal Educabon
Meads Coordnators/Leamng Support Coordinators duning school opening hours

Te Kunenga lmatdwtn of Ddvcatmn
i Parebaroa Crw Milew=y Drwt & Dolderner Raad Pogme Bag 11201 Farerser ST AT tees Jeiot T 0 Pl 055 eewew duibidy &S0
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Appendix F2

Resource Teacher Learning Behaviour Manager Consent

E X"
Y
MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

LR

The Incredible Years Teacher classroom management
programme: How New Zealand teachers incorporate
and sustain its strategies and principles in their
teaching practice

RTLB MANAGER AGREEMENT TO CONDUCT RESARCH

| have read the Information Sheet and have had the details of the study explained to me. My questions

have been answered to my satisfaction, and | understand that | may ask further questions at any time.

| agree/do not agree for Resource Teachers Learning Behaviour (RTLB) to be involved in the research

study.
| agree/do not agree for the researcher to conduct interviews with RTLB at RTLB offices.

| agree/do not agree for the researcher to conduct interviews with RTLB during work hours.

Signature: Date:

Full Name - printed

RTLB cluster

Page | of |

Te Kunenga Institute of Education
ki Parehuroa Cnr Albany Drive & Collinson Road, Private Bag 11222, Palmerston North 4442, New Zealand T 06356 9099 www.massey.ac.nz
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Appendix G
Transcriber Confidentiality

311
()

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TH NURA O T MATAURANDA

The Incredible Years Teacher classroom management
programme: How New Zealand teachers incorporate
and sustain its strategies and principles in their

teaching practice

TRANSCRIBER'S CONFIDENTIALITY AGREEMENT

I (Full Mame - printed) agree 1o

transcribe the recordings provided 10 ma

| agree to keep conhdential all the information provided o me

| will nol make any copsas of the branscripts or keep any record of them, other than thoss

required for the project
Signature: Date:
Page | o )
Te Kunenga Tar e oF |l g
i Pars brusra S iy Foy e Bl Poomrn Bag 755 Fote e lue kbl taee [oswes T 0 PR TS oreew sy i bl
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Appendix H
Participant Consent

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
THOEURE O TH MATAUNANGA

The Incredible Years Teacher classroom management
programme: How New Zealand teachers incorporate
and sustain its strategies and principles in their
teaching practice

PARTICIPANT CONSENT FORM - INDIVIDUAL

| vt reabcd B Il Bton Shaa! Snd hive had [he delsis of the sludy esplased 1o me My quetbions

e been answered 1o my sabslachon and | understand thal | may s urther guesions 8 any Lme
| Sgree/on nol agree 19 the mienew Deng 1ound recorded

| sgree o participale in this study under the condilions set out in the information Sheet

Page | of |

Te Kunengs Nt swtw ol § Pos wiirn
i Parrbatos o By D Dol bawd P bag 1155 Pt tae Sl e Jeawew T P W e sy g0 0
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HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Appendix |

Consent for Release of Transcript

31

MASSEY UNIVERSITY

INSTITUTE OF NDUCATION
T ORUES O T EAT AR LSS

The Incredible Years Teacher classroom management
programme: How New Zealand teachers incorporate
and sustain its strategies and principles in their
teaching practice

AUTHORITY FOR THE RELEASE OF TRANSCRIPTS

| confirm that | have had the opportunity 10 read and amend the transcript of the nlervew(s)

conduched with me

| agres that the edited transcript and extracts from (hes may be used = reports and pubbcations

arising from the research
Signature: Date:
Full Name - printed
Tr Kunengs Beariate of | fud dtees
i WPiwr o Comr Ry Doven b Lofirwes Bt Froum ey 11571 Permm fors 60 o lreers T 3 5i 550 s sy 2o b
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Appendix J
Examples of Participants’ YT Strategy Implementation

‘ IYT Focus Examples of 1YT Strategy Implementation

Building Two for Ten
teacher- Teacher spends two minutes for 10 days in a row with a specific child.
student “It could be any time of the day, it could be when they’re sitting down

relationships  for lunch, you go and sit beside them and have your lunch as well or
strike up a conversation, it could be a check-in, check-out. It could be
ring Mum when the child does something really cool ... Giving him a
smiley face, giving him a high-five.”
Be ready by 8.30am
Teacher prepares everything for their day before children arrive at
school from 8.30am. Then as children (and parents of young children)
arrive at school, teacher can talk with children and parents.
What colour are you today?
Each morning, teacher asks children what colour they are, which
represents how they are feeling. It can be a good way to touch base
with children. If child says they are feeling “grey” the teacher may ask
why and find, for example, child has not eaten breakfast. Or teacher
could suggest to class that child may need some special friends that

day.

Building Texts home that the child dictates

school-family  Use the school information management system to text or email

relationships  parents. When children have done something positive or achieved a
behaviour management goal, the teacher tells them to go to the office
and ask the office to send a text to their parents. The children are
rewarded multiple times. Firstly by the teacher as they identify the
specific behavioural achievement. Secondly, children may consider
going to the office a special privilege. Thirdly, office staff may praise
the children, and finally, parents may praise children. Also, as children
dictate the texts themselves, their awareness of their positive behaviour
is cemented.
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Building
school-family

relationships

Star of the Day

Every day, focus on the positive things of one particular child. Note
down anything wonderful they do, or even attempt to do. Praise the
child in class, and then send the star of the day (with comments) home.

Each child in a class could potentially get a star of the day once a

month.
Proactive Photos
teacher Take photos of children doing the behaviours teachers want to

encourage. Similarly, as part of teaching class rules, get children to act
out what it looks like when they are following the class rules, take
photos, and add them to the class treaty/kawa poster on the wall.

Mat Manners

Outline expectations of mat behaviour and re-visit frequently. For

example, we show mat manners by:

o sitting on the mat with our arms and legs crossed

o when we want to speak we put our hand up and wait to be
asked

. we look at the person who is talking.

Jelly bean table

Use a jelly bean-shaped table, as opposed to sitting on the floor, while
working with small groups and simultaneously supervising the rest of
the class. This allows the teacher to see all the children the teacher is
working with, plus over their heads to the whole class and classroom
entrances. Further, the teacher could position the height of the table so
children stand at it, rather than sitting, potentially limiting their ability
to rock or fiddle with chairs.

Classroom rules / treaty

Once classroom rules are established, circulate to parents.
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Social and
emotional
skills

Five Star Friend

This strategy was used for a child finding it difficult to make friends
because they sometimes said mean things to other children. Once five
children said five kind things the target child has said or done, the
target child got a reward.

Y-chart

Use a Y-chart to help identify what replacement behaviours look,
sound, and feel like. For example, what does it look, sound, and feel

like to be engaged in my learning, or to use my initiative?

-

Looks like

Feels like Sounds like |

1

Circle time

Use an interesting talking tool during circle time (e.g, a rubber ball), or
something culturally appropriate (e.g, a patu or Maori club).

Create own videos of school staff using I'YT strategies (e.g., circle
time, modelling transitions)

Give jobs and responsibilities to children who need building up.
Chill out zone

Provide a beanbag for every classroom.

Individualised thermometer

Individualise the I'YT thermometer. For example, an individualised
thermometer for a child with impulse control difficulties categorised
levels of calmness using colours and suggested strategies for each
colour to help calm down (e.g., yellow = get a drink, red = run around
the field).
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Motivating
through

incentives

Laminated lego man
Instead of using a sticker chart, laminate a head, body, arms, and legs
and put Velcro dots on the back. For achievement of behavioural
goals, stick a body part on the wall, until the man is completed. The
teacher who provided this example, described changing the laminated
body parts to different lego men each week.
Medals
Have a set of medals for each classroom hanging on a hook. When a
child displays positive behaviour, a teacher or peer can hang a medal
around the child’s neck. The child returns the medal to the hook at the
end of each session (i.e., morning break, lunch, end of day).
Paper bracelets
Make bracelets out of coloured paper for children to wear when they
behave according to the school’s values.
Daily reward
For target children, use an individualised sticker chart and a daily
reward provided by the family. The teacher who provided this
example devised a sticker chart whereby the student could earn up to
nine stickers in a day for sitting on the mat while keeping their hands
and feet to themselves (i.e., focused on one behaviour goal). If seven
stickers were earned during a day, the family gave the child a Pokémon
collectible game card.
School-wide incentive scheme
An example of a school-wide incentive scheme included:

e Five goody slips = Juicie iceblock. A goody slip has the

student’s name and what they did written on it.
e Ten goody slip = prize, certificate or trophy
e Once the school has x goody slips = fun day. Examples of fun
days include hiring a bouncy castle or rock wall.

Ring parents/caregivers to let them know their child will be receiving

a certificate and invite their attendance at assembly.
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Adaption of Mosley and Sonnet’s (2005) Golden Time

Children earn a weekly session of special activities or Golden Time.
Golden Time is premised on all children starting the week with a
Golden Time allocation, and losing Golden Time for not following the
Golden Rules (i.e., we are gentle, helpful, kind, honest, we listen, work
hard, and look after property). Whereas, the adaptation starts all
children with no Golden Time at the beginning of the week and they

earn it for following the Golden Rules.

Behaviour

Planning

Goal sheet

As well as writing a behaviour plan for teachers and parents, write a
goal sheet for the child.

Buddies

Use older children to support incentive programmes. For example, if a
child has special learning goal of coming in to class when the bell
goes, a buddy from a bigger room could come in and do a tick chart.
“At the moment, we’ve got one for a kid who loves gorillas so he gets
to choose a new gorilla every day for his goal sheet and then if he
achieves the goal, he gets to take it home and that’s the extrinsic

reward, is taking the sheet home.”

Leadership,
coaching and

review

Post-1YT presentation

Ask teachers who have completed I'YT to present to staff what they
learnt.

Staff meetings to model techniques

Use staff meetings as an opportunity to model 1'YT techniques. For
example, hold a circle time with teachers to discuss their issues.
Professional inquiry

Support teachers to undertake professional inquiries about I'YT
strategies, e.g., circle time, connecting with whanau.

Policy around participating in IYT

Encourage all junior teachers to complete I'YT.

Peer coaches

Establish teacher peer coaches within school.
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Walk-around

Undertake whole staff walk-around of classrooms with a particular
focus, for example, classroom layout, maths or literacy. The teacher of
each classroom presents for 3-5 minutes.

TAT chats (Teachers Assisting Teachers)

Structured meetings of approximately 30 minutes for teachers to assist
each other in thinking through approaches to problems.

Include I'YT pyramid and discipline hierarchy in school policy
documents

Teacher only day around I'YT strategies and Positive Behaviour for

Learning implementation.
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Appendix L

HOW TEACHERS INCORPORATE IYT INTO PRACTICE

Transition from Initial Thematic Coding to Analysed Themes Regarding Barriers

and Supports for Incorporation of IYT into Practice

Initial Codes

Leadership support
and acceptability

Referral to IYT

Stressed teacher

School behaviour
management practices
- PB4L

Acceptability to teacher
- fit with cultural
beliefs/practices

Impressions of IYT

Group leader coaching

Group leader
modelling

Relationships - trust

Group leader follow-up

Role play

Group - networks

Time - monthly
structure

IYT resources

CoP - facebook

Informal peer review/
support

Refresher - retraining

RTLB support

Formal management /
peer review

M

@

Self-review

Coaching - feedback

Teachers instigating
change

Teacher aides

Staff turnover

Multiple teachers at
school
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Analysed Themes

Leadership

Time and stress levels

IYT and school
behaviour
management practices

IYT and teachers’
philosophies

IYT group leaders

Format

IYT resrouces

Teacher-to-teacher

RTLB

Team, syndicate and
staff meetings

Time and stress levels

Self-reflection and
professional inquiry

Coaching

Self-motivation

Teacher and teacher
aides

Teachers at school




