Incredible Years

LIMERICK

Incredible Years

Incredible Years PAUL Partnership
People Action Against Unemployment Limited
T 061 419388
F 061 418098
E fogrady@paulpartnership.ie
W www.paulpartnership.ie

LIMERICK

Turning the tide of unemployment
Ag tiontú taoide na dífhostaíochta

Limerick
Social Service
Council Ltd
Comhairle Sheirbhís Sóisialta Luimnigh Teo

Learning Together :
The Incredible Years
A Report on the Progress of the Incredible Years Project in Limerick City

Dr. Carol O’Sullivan, Mary Immaculate College, Limerick
Prof. Mark Morgan, St. Patrick’s College, Drumcondra and Trinity College Dublin

About the authors
Dr. Carol O’Sullivan is a lecturer in Social, Personal and Health Education (SPHE) in Mary Immaculate College,
Limerick. She is also co-ordinator of Health Promotion within the college. Her research interests include:
Implementation of the SPHE Curriculum; Impact of Life Skills programmes on the personal and professional
development of student teachers; Current educational policy in the context of a multicultural society; Relationships
and Sexuality Education; Health Promotion in the college environment; Alcohol consumption among 3rd level
students. Carol is a founder member of the SPHE Network which was established in 2000 and which aims to facilitate
the ongoing development of SPHE as an integral part of both the primary and the post-primary curriculum. She
has contributed to many publications and conferences and to the development of resources for SPHE.
Prof. Mark Morgan is Professor of Education and Psychology at St. Patrick’s College, Drumcondra, and is acting codirector of Growing up in Ireland. He is a graduate of the London School of Economics and a post-doctoral Fellow
of Stanford University. He has been Head of Education, Dean of Education and currently teaches on the Psychology
degree jointly organised by DCU and St. Patrick’s College, as well as supervising Doctoral students.
His research has mainly been in areas of motivation, literacy, evaluation of prevention programmes, and educational
disadvantage. More recently, his research has focused on the job satisfaction and resilience of beginning teachers.
He is the author of over 80 scholarly publications among which are the report on the International Adult Literacy
Survey and the Prison Literacy Survey. He has completed evaluations of several programmes including the RSE
programme following its launch in 2000 and a follow up of its implementation in post-primary schools in March
2007.

“Students typically do not learn alone
but rather in the company of their
peers, and with the encouragement of
their families”
Durlak et al, 2011
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teachers showed a high level of
conﬁdence in managing behaviour
problems in their classroom.
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Introduction to
Incredible Years
Limerick

“I felt safe…everyone felt safe”

1.1 Introduction The Incredible Years Limerick project (henceforth referred to as IY
Limerick in this report) is an inter-disciplinary and multi-agency initiative aimed at
reducing children’s aggression and behaviour problems through increasing social
competence at home and at school. Incredible Years (IY) is a set of three early
intervention programmes aimed at parents, teachers and children. The programmes are
designed to promote emotional and social competence and to prevent, reduce, and
treat aggression and emotional problems in young children (0-12 years). In the longterm, the goal of Incredible Years programmes is to reduce violence, drug abuse and
delinquency in later years. These proximal and distal goals are accomplished by
promoting parent, teacher and child competencies (See Figure 1). IY Limerick is notable
for the fact that it has succeeded in implementing and evaluating all elements of the IY
programme – Child, Parent and Teacher programmes.1 The successes, learnings and
potential of IY will feature signiﬁcantly throughout this report.

Incredible Years has been identiﬁed as one of eleven international blueprint evidencebased programmes that may be able to address children’s needs using a community
based approach.
Developed in Seattle, by Dr. Caroline Webster-Stratton, IY has achieved international
recognition and acclaim and is now widely used throughout the world particularly in
the context of socio-economically disadvantaged populations. Incredible Years is based
upon the psychological principle that behaviour is learned through social interaction
(Archways, 2007, cited by O’Connor and Mahony, 2010).
The Incredible Years Programmes were introduced into Limerick in 2006, following a pilot
programme conducted by the Mary Immaculate College (MIC) Working Together2
project in conjunction with two schools in the city. In 2007, IY was implemented in
three locations in Limerick city. This evolved to ten locations by 2010 and twenty-two
by 2014. Teachers from eleven DEIS schools in Limerick have participated in the Teacher
Classroom Management (TCM) Training since the commencement of the IY programme.
Currently (2013-2014) over 500 children and 150 parents are participating in Incredible
Years programmes. One hundred and seventy-four participants have completed the
IY Group Leader3 training. The proﬁle of the Group Leaders is quite varied with
representation from parents, teachers, childcare staﬀ, PHNs, psychologists, SNAs,
community workers and other relevant personnel. In addition, 200 personnel from
multiple agencies across the city have received training and ongoing professional
development in the delivery of IY programmes.
Since the commencement of the IY programme 30 years ago, many studies attest to its
eﬀectiveness both internationally, nationally and locally (Webster-Stratton et al, 2004;
Baker-Hanningham et al, 2009; Bywater et al, 2011; O’Connor and Mahony, 2010;
McGilloway et al, 2012). The purpose of this report is to look at the impact of IY in the
context of regeneration Limerick. The report incorporates the research undertaken
subsequent to the O’Connor and Mahony (2010) evaluation of IY Limerick.
1.2 Background and Context IY Limerick is set against a background of a city in the
process of regeneration. Since 2002 Limerick has been ranked as the second most
disadvantaged of the country’s 34 local authority areas in socio-economic terms
(McCaﬀerty, 2011). In 2006, the city contained the single most disadvantaged of over
3400 Electoral Districts (ED) in the Irish state (ibid). The 2011 Census of Population
revealed that this was still the case. The Limerick Regeneration Project has constituted
the State’s most wide-ranging response to social exclusion in the city (Hourigan, 2011).
While the IY programme was established in advance of the Regeneration Project, it can
be seen that it aligns with one of the three key strands of Regeneration Limerick, namely
“developing co-ordinated responses to social and educational problems in order to
break the cycle of disadvantage” (Fitzgerald, 2007).

(©www.incredibleyears.com)

Figure 1 The Incredible Years Child, Parent and Teacher Programmes

It is within this context that the importance of retaining and extending the IY Limerick
project is rendered acute. In spite of signiﬁcant socio-economic adversity, the project
has demonstrated notable achievements which will be outlined and discussed in this
report.
A brief summary of all IY programmes can be found in Appendix A.
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“The fact that we got to talk to colleagues about school policy was a major
contribution...the group discussion was a great idea and very exciting”

1.3 Research Aims and Objectives This report endeavours to respond to two main
research objectives, namely:
• To review and analyse all IY Limerick research and evaluation outputs to date
(in particular those which were undertaken post 2009)
• To compile a comprehensive report which tells the story of IY Limerick to date.
The development of the research and evaluation framework for IY Limerick is identiﬁed
as a key aim of the Strategic Plan 2011-2015 (PAUL, 2011a) and the extensive and varied
data collected since the inception of the project bears testimony to the realisation of
this aim.
1.4 Report Outline This chapter has provided a brief outline to IY Limerick. The
following chapters will provide details of Methodology; Key Successes in terms of
Implementation and Impact; Key Learning from IY Limerick; Conclusions and
Recommendations.

IY Limerick provides a concrete
example of shared responsibility and
partnership in action.
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1

Child Programmes: Dina in the Classroom/Pre-School; Small Group Dina
Parent Programmes: Basic Parent Programme; Infant and Parent Programme; Toddler and Parent
Programme; School Readiness Programme; Basis Parent Programme (School Age)
Teacher Programme: Teacher Classroom Management (TCM) Programme

2

The Working Together Project seeks to promote positive behaviour amongst primary school pupils in
designated disadvantaged schools in Ireland and grew out of a perceived need for innovative
approaches to challenging behaviour in such schools, not only in Limerick City but also on the Western
seaboard. It is a research and intervention project developed and managed by the Transforming
Education through Dialogue Project (TED) (formerly Targeting Educational Disadvantage) at the
Curriculum Development Unit (CDU), Mary Immaculate College, Limerick.

3

Actual delivery of IY programmes is undertaken by trained personnel referred to as ‘Group Leaders’.
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Table 1: Outline of IY research data 2009-2013

Methodology
2.1 Introduction This report is compiled following a review of existing IY Limerick
evaluation studies, including both externally commissioned evaluation studies and inhouse evaluations and reviews. The various studies reviewed incorporated a mixedmethods approach to provide breadth and depth to the research. Such an approach
facilitates the combination of ﬁeld methods such as observations and interviews (i.e.
qualitative data) with more traditional methods such as surveys (Creswell, 2003).
2.2 Research Methods The main research instrument employed in the research
collection is the Strengths and Diﬃculties Questionnaire (SDQ) (Goodman and Scott,
1999).4 This was employed with parents participating in IY parent programmes and
with teachers delivering IY Child Programmes. In addition, parents who participated in
IY Parent Programmes completed the End of Programme Satisfaction survey5 and some
participated in focus group interviews. Teachers participating in the Teacher Classroom
Management (TCM) Programme responded to the Teacher Sense of Eﬃcacy6 and
Teacher End of Programme Satisfaction surveys7 and some participated in a focus group
interview in 2013. Parent Programme and Small Group Dina Group Leaders also
participated in focus groups.
The SDQs were analysed using paired samples t-tests.8 The Grounded Theory approach
(Glaser and Strauss, 1967) was used to analyse the data emerging from the focus
groups.9 The absence of the voices of the participant children was seen as a signiﬁcant
limitation to the research. This has been addressed through the inclusion of some data
from the PhD research of Houlihan (2013), wherein Interpretative Phenomenological
Analysis (IPA)10 was used as the principal research instrument. The inclusion of this
research introduces an important added dimension to the research conducted to date
as it facilitates the contribution of the main protagonists and beneﬁciaries of IY.
Table 1 Below outlines the research data collected between 2009 and 2013

Instrument

Participant Proﬁle

Year

Focus Group
Focus Group
Focus Group
Focus Group
Focus Group
Focus Group

Parents and Support Workers IPP*
Group Leaders combined parent programmes*
Group Leaders combined parent programmes*
Group Leaders combined parent programmes*
Group Leaders combined parent programmes*
Parents Post BPP, IPP, Toddlers Programme*

2009-2010
2009-2010
2009-2010
2009-2010
2009-2010
2010-2011

Focus Group
Focus Group
Focus Group

Group Leaders combined parent programmes*
Group Leaders combined parent programmes*
Parents Post SRP

2010-2011
2011-2012
2012-2013

Focus Group
Focus group

Parents Post Parent and Toddler Programme (Various) 2012-2013
Teachers Post TCM
2012-2013

SDQ
SDQ
SDQ

Parents Pre and Post BPP
Parents Pre and Post SGD
Parents Post BPP, SGD and DIC
(child/parent completed all 3 programmes)
Teachers Pre and Post DIC
Teachers Pre and Post SGD
Teachers Pre and Post DIC and SGD
(child completed both programmes)
Parents Pre and Post BPP
Teachers Pre and Post DIC
Teachers Pre and Post SGD
Parents Pre and Post BPP
Parents Pre and Post IPP
Teachers Pre and Post DIC

2010-2011
2010-2011
2010-2011

73
10
11

2010-2011
2010-2011
2010-2011

140
15
14

2011-2012
2011-2012
2011-2012
2012-2013
2012-2013
2012-2013

60
145
27
44
11
436

Teachers Post TCM

2009-2012

41

Parents Post BPP

2012-2013

35

Parents Post SRP

2012-2013

15

Parents Post TPP

2012-2013

9

Parents Post BPP (School-Age)

2012-2013

6

Teachers Post TCM

2012-2013

27

Teachers Pre and Post TCM

2009-2012

63

Teachers Pre and Post TCM

2012-2013

20

Teachers Pre and Post TCM

2012-2013

34

Marschak Interaction Method

Parents IPP

2009-2010

5

IPA

Children post SGD

2012-2013

13

SDQ
SDQ
SDQ
SDQ
SDQ
SDQ
SDQ
SDQ
SDQ
End of Programme
Satisfaction Questionnaire
End of Programme
Satisfaction Questionnaire
End of Programme
Satisfaction Questionnaire
End of Programme
Satisfaction Questionnaire
End of Programme
Satisfaction Questionnaire
End of Programme
Satisfaction Questionnaire
TCM Teachers’ Sense of
Eﬃcacy Questionnaire
Teachers’ Sense of
Eﬃcacy Questionnaire
TCM Teachers’ Stress
Inventory Results

N (Responses)
9
10
3
3
5
5
(4 female, 1 male)
6
7
4
(3 female, 1 male)
6 (all female)
4 (all female)

* Not transcribed
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“The various activities contri
buted not only to understand
ing
our children but also to lear
ning about our own lives”

The research can be divided into three main categories: research on the Parent
programmes, research on the Teacher Classroom Management programme, and
research on the Dina (children’s) programmes. It should be borne in mind, however,
that to present the programmes as three discrete entities is to misrepresent IY. The key
strength of the overall programme is its holistic nature and the interrelatedness of the
programmes.
Due to the fact that the amount of parent programmes outweighs teacher programmes
quite signiﬁcantly,11 there is a certain imbalance in the data obtained in the research,
with considerably more data emerging from the parent programmes due to the variety
of programmes in this category.12 In addition, much of the data, particularly from the
teachers (as it relates to the Child Programmes), tends to be quantitative (a lacuna
acknowledged by PAUL, 2013). A third concern relates to the ongoing choice of
Strengths and Diﬃculties Questionnaires (SDQs)13 as the main instrument of
measurement in relation to child behaviour. Another concern relates to the low
numbers of participants in some of the research data. This leads to non-generalisable
data. The absence of the voices of children prior to 2012 has been acknowledged
above. Notwithstanding these concerns, the data collected to date provides rich
insights into the progress and development of IY.

4

5
6

7
8
9

10

11
12
13

14

The Strengths and Diﬃculties Questionnaire (SDQ) is a brief behavioural screening questionnaire that
can be completed in 5 minutes by the parents and teachers of children aged 4-16 (Goodman and
Scott, 1999).
Parent End of Programme Satisfaction Survey included evaluation of the overall programme, the
teaching format, parenting techniques, the parent group leaders, and the group itself.
Teacher Sense of Eﬃcacy Questionnaire is a 24-item questionnaire with three subscales; classroom
management, student engagement and instructional strategies. Teacher eﬃcacy refers to the judgment
of teachers they can achieve particular outcomes in their classes. It has been shown to be a signiﬁcant
predictor of teacher eﬀectiveness and children’s learning (Bandura, 1997).
Teacher End of Programme Satisfaction Survey included evaluation of the overall programme, its
usefulness, particularly in relation to speciﬁc techniques, and assessment of the group leader.
Related t-tests are used to compare the means of the same participants in two conditions or at two
points in time (Bryman and Cramer, 2000).
The Grounded Theory approach, which originated with the work of Glaser and Strauss in 1967, is
appropriate for social research that focuses on human interaction, particularly where the researcher
wishes to investigate the subjective meanings that people use when interacting with others in speciﬁc
settings (Denscombe, 2004).
IPA is an interpretative phenomenological approach that aims to explore lived experiences and
understand how people assign meaning to make sense of their experiences (Smith and Osborn, 2008,
cited by Houlihan, 2013).
There are ﬁve diﬀerent types of parent programmes and one speciﬁc teacher programme – cf note 1
above.
It is acknowledged that a large number of teachers completed the SDQs in relation to the Child
Programmes.
While the SDQ has gained international recognition in relation to measuring child behaviour, a
signiﬁcant limitation lies in the fact that it relies heavily on teacher and parent self-reporting and thus
is highly subjective in nature (O’Connor and Mahony, 2010).

“The praise,
the praise, that
alone, and it’s
something so
simple that the
more I do it
like they are
just so much
calmer…”
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Key Successes:
Programme
Implementation
3.1 Introduction The successes of Incredible Years Limerick are many and varied but
can, essentially, be placed within two broad categories: 1) Programme
Implementation; 2) Programme Impact.
This chapter of the report will explore the programme implementation while the next
chapter will detail the programme impact upon the key stakeholders, namely the
children, parents and teachers.
3.2 Programme Implementation | 3.2.1 Partnership in Action One of the signiﬁcant
features of Incredible Years is the fact that it consists of multiple strands and is not
conﬁned solely to the school context, thus demonstrating an ecological approach. The
ecological model (Bronfenbrenner, 1979) demonstrates that education cannot be
conﬁned within the boundaries of the school and the classroom, and is, instead a shared
responsibility among many diﬀerent stakeholders. The National Children’s Strategy
(2000) highlighted partnership among stakeholders as a key operational principle in
the delivery of services for children. Higgins (2009) observes that the principle of
working in partnership has particular resonance within contexts where children
experience educational disadvantage. IY Limerick provides a concrete example of
shared responsibility and partnership in action. Co-ordinated by PAUL Partnership, IY
Limerick is overseen, supported and facilitated by many and diverse groups and
organisations, both statutory and voluntary, all of whom are represented on the IY
Limerick Steering Committee comprising:
•
•
•
•
•
•
•
•
•
•
•

The Health Service Executive (HSE)
Department of Education and Skills (DES)
Mary Immaculate College (MIC)
Limerick City and County Council Oﬃce of Regeneration
National Educational Psychological Services (NEPS)
Barnardos
St. Vincent de Paul
Limerick Social Services Council (LSSC)
Local community groups and schools
Family Resource Centres
Tusla (Child and Family Agency)

Incredible Years Limerick focuses its work on supporting existing personnel within
schools, community organisations and statutory agencies to implement the Incredible
Years programmes. Delivery of individual Incredible Years programmes on the ground
is done through a partnership structure, with some programmes being delivered by
trained personnel from two diﬀerent partner organisations, for example – a parent
programme in a community centre would be delivered by a trained staﬀ member from
the centre along with a trained staﬀ member from another partner organisation such
as the HSE.
Figure 2 outlines the diﬀerent partners involved in current programme delivery:
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The programme embraces the concept of shared
responsibility as an active process rather than simply a
theoretical or tokenistic principle.

- HSE
- Dept. of Education
- NEPS
- TUSLA
- Limerick City &
- County Council

- HSCL
- School Completion
- Learning Support/Resource
- Classroom Teachers
- SNAs

Statutory
Agencies

Schools

Community
& Voluntary
Sector

Locally
Based
Community
Groups

- LSSC
- Adapt
- Barnardos
- SVP

- Family Resource Centres
- Community
- Development Initiatives
- Community Preschools

Figure 2: Programe Delivery Structure (PAUL, 2012a)
Signiﬁcant beneﬁts have developed and are continuing to develop as part of the IY
Limerick programme, speciﬁcally in terms of information sharing and interagency
referrals. A signiﬁcant part of the success of the interagency approach was identiﬁed by
the Group Leaders, the Strategic Steering Group and the Programme Staﬀ as resulting
from PAUL Partnership’s role as the central co-ordinating body. In addition, the fact that
PAUL Partnership could act as an objective agency in the project was underlined in the
2010 evaluation (O’Connor and Mahony, 2010). In the O’Connor and Mahony evaluation,
respondents expressed a hope that this co-ordinating role could continue into the future
(ibid). A feature of PAUL Partnership’s facilitative role that was singled out for particular
mention was the central co-ordinating role both in distributing resources and in
organising meetings, training and peer support (ibid). Also mentioned was the
development of policies and procedures and supporting documentation that was
instrumental in establishing a structure for the IY Limerick programme (ibid).
This is one example of the partnership process engaged with by IY Limerick and the
ongoing commitment of PAUL Partnership to IY Limerick is evident in the subsequent
research. However, the concept of partnership is an integral feature of the programme
itself.
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Table 2: Programme locations and programme type (to 2009)

The programme embraces the concept of shared responsibility as an active process
rather than simply a theoretical or tokenistic principle. A number of Group Leaders
indicated awareness that several of the stakeholder organisations were actively involved
in the roll-out and administration of the programme (O’Connor and Mahony, 2010).

Parish/Community

Setting

Incredible Years programme

St. Munchin’s

St. Munchin’s Family Resource Centre

Basic Parent Programme
Child Small Group Dina
Infant and Parent Programme

In addition, the achievement of at least a dilution, if not a synthesis, of boundaries
between home, school and community is evident in the objectives and practices of IY
Limerick.

The fact that discrete and designated programmes were
implemented with three distinct groups, i.e. parents,
teachers and children, in a variety of settings and locations
in Limerick city, attests to the investment in active
partnership by IY Limerick.
The fact that discrete and designated programmes were implemented with three
distinct groups, i.e. parents, teachers and children, in a variety of settings and locations
in Limerick city, attests to the investment in active partnership by IY Limerick. This fact
was acknowledged by the Strategic Steering group who commented on the beneﬁts of
a three-pronged approach (O’Connor and Mahony, 2010). The achievements of each of
the three aspects of the overall programme is outlined in this report through the use of
a thematic approach. Particular attention is given to the period post 2009 as a number
of programmes were not included in the O’Connor and Mahony evaluation due to the
fact that they were not all being implemented at that time (O’Connor and Mahony,
2010).
3.2.2 Extension and Development of Programme While the extent of partnership
evident in IY Limerick is noteworthy, so too, is the fact that it extended from three to
twenty-two settings over a period of seven years. In addition, the fact that the latter part
of the project is taking place despite the impact on resources wrought by the economic
recession, further attests to the vision of the programme, and the tenacity of its
stakeholders. Table 2 provides details of the settings and programmes within Limerick
City to 2009. Table 3 demonstrates the development of the programme since 2009.

School Readiness Programme
Dina in the Classroom

Southill

St. Munchin’s GNS

School Readiness Programme

Southill Junior School

Basic Parent Programme
Child Small Group Dina
Dina in the Classroom
Teacher Classroom
Management (TCM)

St. Mary’s

Gaelscoil Sheoirse Clancy

Dina in the Classroom

St. Mary’s BNS

Child Small Group Dina
Dina in the Classroom

Moyross

Barnardos Islandgate

Basic Parent Programme

Corpus Christi NS

Basic Parent Programme
Child Small Group Dina
Dina in the Classroom

Our Lady of Lourdes

Our Lady of Lourdes NS

Basic Parent Programme
Dina in the Classroom

Our Lady Queen of Peace

Our Lady Queen of Peace NS

Basic Parent Programme
Dina in the Classroom

Limerick City Centre

Limerick Social Services Centre Creche

Infant and Parent Programme
Toddler and Parent Programme

(O’Connor and Mahony, 2010)
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Table 3: Programme locations and programme type to 2014

Parish / Community

* = indicates named partners co-delivered programmes marked with *

Moyross
Corpus Christi NS

Parish / Community

Programme Delivery Partners

Incredible Years Programmes

Programme Delivery Partners

Incredible Years Programmes

Corpus Christi NS in conjunction with*
• Barnardos

Dina in the Classroom
Teacher Classroom Management
Basic Parent Programme*
Dina in the Preschool

Moyross Integrated Childcare Moyross Integrated Childcare

Southill
Southill Junior School

Southill Junior School in conjunction with* Small Group Dina*
• HSE Child and Family Services
Dina in the Classroom
• Southill FRC
Basic Parent Programme*
School Readiness*
Teacher Classroom Management

Gaelscoil Sheoirse Clancy

Gaelscoil Sheoirse Clancy
Galvone NS

Teacher Classroom Management

Startright

Startright Project involving
• HSE PHNs
• Barnardos
• HSE Community Development

Infant and Parent Programme
Toddler and Parent Programme

Adapt Services in conjunction with*
• HSE Community Development

Basic Parent Programme*

Tait House Crèche

Tait House Crèche

Dina in the Preschool

LEDP Sunshine Crèche

LEDP Sunshine Crèche

Dina in the Preschool

Northside FRC in conjunction with*
• LSSC
• HSE
• School Completion Project
• Limerick City CDP

Infant and Parent Programme*
Toddler and Parent Programme*
Basic Parent Programme*
Dina in the Preschool
Small Group Dina Programme*

St Munchin’s GNS

St Munchin’s GNS in conjunction with*
• Northside FRC

Dina in the Classroom School Readiness*
Teacher Classroom Management

St. Lelia’s Junior School

St. Lelia’s Junior School

Dina in the Preschool

Distillery View Preschool

Distillery View Preschool and Respond

Dina in the Preschool

St Mary’s National School

Dina in the Preschool
Dina in the Classroom
Teacher Classroom Management

St Mary’s
St Mary’s National School
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Our Lady of Lourdes NS
in conjunction with*
• Limerick City CDP

Childworld Crèche
Our Lady of Lourdes

Childworld Crèche Our Lady of Lourdes

Dina in the Preschool
Dina in the Classroom
Teacher Classroom Management
Basic Parent Programme*
School Readiness*
Dina in the Preschool

Our Lady Queen of Peace
Our Lady Queen of Peace NS Our Lady Queen of Peace NS
in conjunction with*
• Limerick City CDP

Dina in the Preschool
Dina in the Classroom
Basic Parent Programme*
School Readiness*

City Centre

St. Munchin’s
Northside FRC

Our Lady of Lourdes NS

Teacher Classroom Management

Galvone NS

Adapt House

Our Lady of Lourdes

St. John’s NS

St. John’s NS
• delivered by *Barnardos

Teacher Classroom Management
Basic Parent Programme*
School Readiness

St John’s BNS

St John’s BNS

Teacher Classroom Management

Limerick Social Services
Council Crèche (LSSC)

Limerick Social Services Council
Crèche (LSSC)

Toddler and Parent Programme Infant
and Parent Programme
Basic Parent Programme

Doras Luimni

Doras Luimni in conjunction with*
• LSSC

Basic Parent Programme*

Presentation Primary/
St. Michael’s Infant School

Presentation Primary/ St. Michael’s
Infant School in conjunction with*
• HSE Parent Support

Teacher Classroom Management
Basic Parent Programme*
School Readiness*

(PAUL, 2013a)
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There seemed to be genera
l consensus among the
parents in the focus group se
ssions (School
Readiness Programme) that
the opportunities to
meet, to share ideas, to exp
lore positive approaches
to discipline were very beneﬁ
cial.
These tables demonstrate the breadth and diversity of the IY programme.
Not all programmes were being administered at the time of the 2009 evaluation of IY
Limerick. It is noteworthy that the Teacher Classroom Management programme has
become far more evident in terms of implementation since 2009. The ongoing
challenge for IY Limerick is the achievement of sustainability. In order to be sustainable,
IY needs to be seen as an integral part of early years’ provision and mainstream
schooling rather than an ‘add-on’ to an already overloaded programme.

The communication process within and across agencies
was considered positive and constructive.
3.2.3 Communication There was consensus among the Strategic Steering Group
members that communication with Paul Partnership was working well and that the
communication process improved as the project progressed. Meetings were considered
to be very productive with participants arriving well-prepared with all the necessary
documents received in advance. The high quality of the documentation was also
deemed noteworthy. It was observed that meetings resulted in decisions rather than
being limited to discussion (O’Connor and Mahony, 2010). The IY Limerick project staﬀ
commented on the positive relationships with the Programme Operational Group
(Group Leaders) which developed out of the communication process. One challenge
identiﬁed by the IY Limerick project staﬀ in 2009 was the diﬃculty in communicating
with class-based teachers. There was an endeavour to resolve this using a text
messaging service and the later data demonstrates success with this approach. The
2010 report demonstrated that the Group Leaders were satisﬁed with the levels of
communication as well as with the role of Paul Partnership as facilitator of IY Limerick
and later data identiﬁed that Group Leaders commented on the ongoing improvements
in communication and support from PAUL Partnership. Although they did not make
direct contact with Paul Partnership regularly, they commented on the eﬃciency of
Paul Partnership in responding to queries, particularly in the later part of the
programme (2009/2010) (ibid).
3.2.4 Resources/Content/Teaching Approaches15 A signiﬁcant feature of IY relates to the
extent and provision of resources and the content therein. Group Leaders
acknowledged the eﬀort made to accommodate requests for resources despite some
delays in delivery due to the fact that materials were sourced from the USA. In general
Group Leaders were satisﬁed with the resources and acknowledged its user friendliness.
This was borne out by comments from parents who participated in the Basic Parent
Programme, Infant and Parent Programme and Toddler and Parent Programme. The
fridge notes and diaries were highlighted as being very helpful in terms of providing
parents with very practical information and knowledge, and enabling the parents to
keep track of expected and actual developments (PAUL, 2011b).
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There seemed to be general consensus among the parents in the focus group sessions
(School Readiness Programme) that the opportunities to meet, to share ideas, to explore
positive approaches to discipline were very beneﬁcial. In addition parents spoke highly
of the role play, the reading programme and the library visits:

“…You shared experiences. So it was helpful…very helpful, very interesting.
And real”
“I enjoyed the rewards scheme, the charts… And I enjoyed the
discipline…the bold step…you know the right way to do it”
“I enjoyed the role plays and stuff. You know the ways you have to do the
role plays and stuff ”
“It was the reading that I found the best. Because I wouldn’t be the best with
reading with the kids like because you know, trying to get them to sit down
for ten minutes, or whatever…”
(PAUL, 2013b)
Teachers participating in the TCM programme commented on the beneﬁts of the
whole-school approach, the importance of praise and the structured approach wherein
the targeting of speciﬁc behaviours was facilitated:

“…We wanted a whole school approach to how we do things you know”
“…I really realise how important praise is…”
“…the praise, the praise, that alone, and it’s something so simple that the
more I do it like they are just so much calmer”
“I like…just you know target on one little thing and work on that and go
back to the classroom and work on that…”
(PAUL, 2013c)
It should be noted that while these examples are included here to demonstrate the
success of the programme implementation, they are also relevant to Programme
Impact, and some are referenced again in the next chapter.
3.2.5 Potential for Embeddedness within Mainstream Services A key issue in relation to
the sustainability of any programme is the degree to which it becomes part of the
system rather than an‘add-on’to an already overloaded programme. The Strategic Plan
for IY Limerick (2011-2015) identiﬁes the integration of IY programmes into mainstream
educational delivery as a key theme for the future. Eﬀorts are already underway in
relation to achieving embeddedness of IY in all DEIS Band 1 schools in Limerick city. A
comprehensive proposal has been drafted by IY Limerick in partnership with Limerick
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Education Centre with a view to including the IY Teacher Classroom Management
Programme as part of Continuing Professional Development for teachers in Limerick
City. This proposal consists of four phases and reﬂects the principles of the continuum
of teacher education wherein emphasis is placed upon the teacher as a lifelong learner
who actively participates“in professional learning communities which engage in group
reﬂection, learning and practice” and who “reviews the eﬀectiveness of his/her own
practice through continuous reﬂection on that practice” (Teaching Council, 2011).

4

It should be acknowledged that there is already signiﬁcant potential for IY to gain
increased recognition in schools due to the processes which it employs. These processes
align with the key characteristics of the Primary School Social, Personal and Health
Education (SPHE) Curriculum (NCCA, 1999). Similarly, IY can be highlighted as a resource
for the AISTEAR Early Childhood Curriculum. It should be noted that IY features in a
number of Curriculum Electives in the B.Ed programme in Mary Immaculate College.
In addition, the programme delivery structure of IY (cf. Figure 3) demonstrates the
relevance of the programme to the wider community including Family Resource
Centres, community development, early years initiatives and to Limerick Regeneration.
3.3 Conclusion This section of the review has examined the process of IY Limerick in
terms of Strategic Management and Implementation. Overall, the conclusions emerge
as being very positive. The holistic approach to the programme is a consistent theme
and presents itself in a number of diﬀerent contexts. The ongoing commitment of PAUL
Partnership emerges as a key element to the current and future success of the
programme. It would seem that that structure, content, methodology and
communication processes of the programme facilitate eﬀective implementation. The
continued expansion of the programme is also testament to its success. The next
chapter will look at Programme Impact.

“It was the reading that I found the best. Because I wouldn’t be the
best with reading with the kids like because you know, trying to get
them to sit down for ten minutes, or whatever…”

14
15
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PAUL Partnership staﬀ with responsibility for the overall co-ordination and administration of IY Limerick.
While the comments on the resources were generally positive, a recurring theme to emerge was
dissatisfaction with the vignettes. This is addressed in a later section in this document.
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4

Impact of Programme:
Themes Relating to Children,
Parents and Teachers

4.1 Introduction As noted in the earlier chapter on methodology, the information
collected on the outcomes of the IY programme drew on quantitative and qualitative
methodologies and focused on all the relevant participants including parents, children
and teachers. Furthermore, the data with which the present report is concerned was
collected over a three year period. As described earlier, the approach taken involved
mixed methods (combining quantitative and qualitative approaches) and in line with
that approach the main themes emerging from the data are presented in this chapter.
In other words, rather than presenting ﬁndings in the order in which they were collected
or diﬀerentiating between diﬀerent methodologies, the themes presented reﬂect the
frequency and emphasis of their occurrence in the data and their importance in judging
the impact of the programme. Thus, the themes emerging reﬂect a holistic examination
of the data and the main outcomes emerging.
While we have divided the themes into broad categories using the three main target
groups (parents, children and teachers) the results presented do not correspond strictly
to the diﬀerent programmes. For example the section on children (see below) draws on
results from the parent programme, the Teacher programme (TCM) as well as the Dina
programme. In line with the objectives of the IY programme, we ﬁrst present themes
concerning children followed by themes concerning parents and teachers.
4.2 Children | 4.2.1 Theme 1: Improvement in Behaviour An important consistent
ﬁnding was that as a result of the involvement in IY, there were signiﬁcant
improvements in children’s behaviour. This was evident for the parent programme, for
the Teacher Classroom Management programme (TCM) as well as for the Dina
programme.
Increased parental conﬁdence
In 2012-13, 35 parents involved in the programme for younger children gave their views
on their satisfaction with the programme and more than three quarters (77%) expressed
the view that there were improvements in their children’s behaviour as a result of the
programme. One reason for the improvement (discussed below) may be the increase
in conﬁdence that parents felt in managing their children’s behaviour: 94% took the
view they were more conﬁdent following the programme.
Reduction in conduct problems and hyperactivity
As in several other studies involving IY, changes in children’s behaviour were measured
through the SDQ (Strengths and Diﬃculties Questionnaire). The procedure followed
was that parents rated children before and after their involvement in the programme.
Table A.1 in Appendix B shows parental ratings of children for 2012-13 (before and
after); it can be seen that there were improvements in all of the six scales of the SDQ. Of
these, the diﬀerence from pre- to post- programme was statistically signiﬁcant for two
of the scales, viz., hyperactivity and total diﬃculties (i.e. the likelihood that they arose
by chance is very remote).
The same pattern emerged in other years. For example in 2010-11, parents who had
been involved in the basic parenting programme rated their children on the SDQ, before
and after completion of the programme. The results (shown in Appendix B Table A.2)
show that there was a signiﬁcant improvement in children’s behaviour on ﬁve of the
six scales. Furthermore these improvements were substantial. For example, 36% of
children were in the abnormal category (for Total Diﬃculties) in the pre-programme
rating but this had fallen to 16% post-programme.
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Increased positive engagement from the children
Some of the reasons for the improvement in children’s behaviour can be found in
parents’comments in the focus groups (see section 4.3 below). Particular mention was
made of the various ways that they were now able to help children to express emotions.
The parents were quite sure that the children’s behaviour had changed signiﬁcantly as
a result of the programme. Children could now understand rules, do homework, help
with household chores and were less likely to throw tantrums.
Dina in the Classroom trains children in skills like emotional literacy, anger management
and problem solving and is designed for use as a full classroom programme. Small
Group Dina focuses on the same areas but is intended for small groups of children
exhibiting conduct problems. As in many studies of the Dina programmes, their
eﬀectiveness was assessed through the SDQ completed by Teachers and Group Leaders
(pre- and post- tests). The results for 436 children involved in the programme in 20122013 are shown in Table A.3 (Appendix B). It is evident that there was an improvement
in all six of the measures in the SDQ. Of these, ﬁve are statistically signiﬁcant (conduct
problems, hyperactivity, peer problems, total diﬃculties and pro-social scale), and all are
of central relevance to children’s behaviour and classroom management. As well as
being statistically signiﬁcant, there are substantial improvements for most of the
measures. For example, conduct problems dropped from 17.7% in the abnormal
category to 12.2%. In 2011-12, SDQ scores were obtained for 172 children involved in
the Dina and/or Small Group Dina programmes (Table A.4 Appendix B). The analysis
comparing the before and after scores indicated a statistically signiﬁcant improvement
for hyperactivity, peer relationships, total diﬃculties and pro-social behaviour. While the
improvement shown in the conduct scale was not a statistically signiﬁcant one, it can
still be concluded with conﬁdence, from the overall trends, that the DINA programme
resulted in a signiﬁcant improvement in children’s behaviour.
4.2.2 Theme 2: Enhancement of Learning Evidence of enhancement in children’s
learning emerged in various features of the data in the Parents’ programme as well as
the TCM and Dina programmes. It should also be mentioned that improvements in
behaviour, discussed above, are of immediate relevance to learning since behaviour
problems are major obstacles to learning. Therefore all of the ﬁndings related to
improvement in conduct disorders and hyperactivity directly impinge on children’s
capacity to learn.
It is noteworthy that in the evaluation by parents who participated in the School
Readiness component of IY in 2012-2013, features of children’s learning were
prominent. As can be seen in Appendix B (Table A.5) 93% of parents expressed
conﬁdence in their ability to assist in school readiness and said that they had the skills
to do so. A similar percentage had high expectations regarding the starting of school.
Given the importance of parental expectations and eﬃcacy, these are very important
outcomes and very likely to contribute to the success of children’s learning. It is also of
note that in the Toddler programme, all of the parents involved endorsed the approach
used in the programme to enhance their child’s development.
In the parent focus groups of 2012-13, when parents were asked what aspect of the
programme was most valuable, special mention was made of the reading area, partly
because of its inherent importance and also because some took the view that they
themselves had problems in this area. This general point emerged in other focus
groups: parents could assist their children’s learning if they themselves had the
necessary skills.
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Children
could now
understand rules,
do homework,
help with
household chores
and were less
likely to
throw tantrums.

With regard to the TCM component, it is striking that the major beneﬁts that derived
from the programme concerned children’s learning. Thus, there were signiﬁcant and
substantial improvements in teachers’sense of eﬃcacy with regard to ‘getting through
to students’. A similar improvement was found in relation to ‘understanding students
who are failing’. Also there was an improvement in relation to ‘student engagement’.
The combination of increased teachers’ understanding of children’s learning and the
improvement in their skills of engaging them is a major contribution to the
enhancement of children’s learning.
As noted above the child (Dina) programme was evaluated largely through the SDQ.
This showed signiﬁcant improvements in behaviour which is central to the conditions
of eﬀective teaching and learning.
4.2.3 Theme 3: Children’s Sense of Being Cared For While improvements in behaviour
are important for school learning, there is also evidence that children’s sense of being
cared for is important not only in its own right but also for classroom learning and for
achieving improvements to behaviour. Here we consider evidence from the three
components regarding the contribution of IY to such feelings.
As regards the parenting programme, it is noteworthy that in the two basic parenting
programmes, completed in 2012 and 2013, the social, emotional and academic
coaching was regarded as useful/extremely useful by over 80% across the two groups.
Furthermore with regard to the use of ‘praise and encouragement’ all (100%) of the
respondents thought this was useful/extremely useful. Also relevant is the ﬁnding of
improvement in the emotional symptoms measure of the SDQ following the
programme.
The sense of children being cared for also emerged in the TCM particularly by the
indications that the programme facilitated caring. The suggested activity assignments
were viewed as positive/very positive by 89% of the participating teachers. Similarly,
the substantial increase in eﬃcacy of ‘getting through to students’ as a result of the
programme bears out teachers’ increased capacity to understand and care for the
children. Several mentions were made in the teachers’ focus group meeting regarding
the positive atmosphere that permeated the classroom as a result of the application of
IY principles. The reward charts and other strategies led to an improvement in selfregulation which in turn resulted in a more positive atmosphere. Teachers also
mentioned two other important aspects of this change of atmosphere. One was the
more frequent use of praise by the teachers themselves, especially of very ‘ordinary’
behaviours like sitting down properly. Another was that children complemented each
other (an inherent part of the programme).
With regard to the child (Dina) programme, the fact that there was a statistically
signiﬁcant improvement in pro-social behaviour following the programme (as judged
by teachers) indicates strongly that children’s sense of caring for others was enhanced
and by implication the feeling in the various classrooms that they were being cared for.
It is noteworthy that children involved in Small Group Dina in 2011-2012 (27 in all)
showed an improvement in pro-social behaviour. This is extremely important, since as
noted above, the children targeted for this programme were likely to have behaviour
problems including relationships with other children.

The research by Houlihan (2013) showed that children achieved a greater sense of
security following their participation in the IY Small Group Dina project. Thirteen
children aged from six to eight years took part in the study, which involved semistructured interviews with the participants. All participants presented with various
social-emotional-behavioural (SEB) diﬃculties at the time of recruitment. The children
spoke with warmth and positivity regarding their experience of the IY Small Group Dina
programme. Warmth was conveyed from a sense of comfort experienced around the
leaders; children also related experiences during which they appeared to feel valued
and secure. The transcripts revealed children's experiences of feeling understood and
cared for and this was comforting for them. There seemed to be a shared feeling among
the children interviewed that their emotional experiences were understood. Six main
themes emerged in Houlihan’s research. These were as follows:
•
•
•
•
•
•

Nurturing relationships
Sense of security
Secure environment
Opportunity for calmness and self-reﬂection
Play as a therapeutic medium
Empowered to self-regulate (Houlihan, 2013).

It is worth reproducing some of the comments of the children which emerged in
Houlihan’s research.
Nurturing relationships
The comments of the children related mainly to being happy in the group, being cared
for, and to their positive relationships with the leaders. Some of the comments of the
children, as recorded by Houlihan are, as follows;

“Everyone was happy in Dinosaur School”
“It was like we were leaving and we didn’t wanna leave, we got extra time”
Houlihan attributes these positive reactions to the leaders’ attunement and
responsiveness to participants’ emotional experiences and basic needs.
Sense of security
Houlihan observed a strong sense of security among the children in the group. She
attributes this sense of security to relationships with peers and the support shown in
relation to emotional experiences among other factors. Collectively these experiences
seemed to provide a sense of safety for the children. Some of the children’s comments
are, as follows:

“They were like if we were all one big gether, as friends”
“I felt safe…everyone felt safe”
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“I was better able to praise my child at the right time and able
to talk to other parents about their experiences and the
outbursts of their children”

Secure environment
Houlihan observes that the children seemed to respond well to the environment of
Small Group Dina, in particular to the structured routine and predictability of the day
and the ordered environment. They were also aware of what was expected of them
and responded positively in the main. Behavioural responses seem to have been
motivated internally rather than externally with acknowledgement and endorsement
of the need for rules:

“…because if you follow them you won’t end up being bold”
“…’cause otherwise we would always be fighting. I think they were helpful”
Opportunities for calmness and self-reﬂection
This was a recurrent theme across interview transcripts according to Houlihan.
Participants described the beneﬁts of physical relaxation and the use of deep breathing
and guided imagery strategies:

“You jump on the cloud and then we float around and we could feel the
peace”
“It calms you down…{}…you breathe and you let it all out”.
Play as a therapeutic medium
Houlihan highlights the engaging and therapeutic eﬀects of play on the participants.
References to puppets and to stories appeared in many of the children’s narratives and
seemed to resonate with them:

4.3 Parents | 4.3.1 Theme 1: Conﬁdence in Parenting
Conﬁdence
A major theme in IY is that parents should be more conﬁdent and eﬀective in their
parenting skills as a result of the programme. The evidence for this is substantial and
emerges in the various evaluations of the diﬀerent parent programmes.
In the basic parenting programme for younger children in 2013, when the 35
participating parents were asked about their conﬁdence in managing their child’s
behaviour, 94% said they were conﬁdent/very conﬁdent in this regard. As one said:

“The programme helped greatly in knowing that I could deal with tantrums
and be able to ignore inappropriate behaviour”
The reason for this conﬁdence is evident in later parts of the 2013 evaluation data; the
various aspects of the teaching format in the parenting course were also rated very
positively (over 90% for most aspects) including the content of information presented,
group discussion of parenting skills and practice of reading skills at home. The
respondents in the evaluation of the Toddler and Parent Programme (2012-13) also
were very positive about the programme. They speciﬁcally mentioned the approach
used in the programme to enhance the toddler’s development and the conﬁdence they
felt in parenting.

“Tiny Turtle was a turtle and when you see him you’ve to be really quiet
or else he’ll go back in his shell”

Behaviour improvements
It is also an indication of the greater conﬁdence of parents that they correctly identiﬁed
the behaviour improvement, especially in relation to decreased hyperactivity and
conduct disorders. The fact that these improvements were consistently noted by
parents indicates not only improvement in behaviour but also a conﬁdence and
readiness to notice these changes for the better.

“They’re my friends! Wally, Molly, Dina!”

Frequent mention was made of skills in dealing with various situations including use of
praise and understanding aggression:

Empowered to self-regulate
The ability to generalise learning outside of Dinosaur School was identiﬁed as a key
beneﬁt by Houlihan. Most of the accounts from the children described the use of
strategies to regulate emotions and assert control of themselves in situations. Examples
included the use of skills to address interpersonal conﬂict:

“…like when people are ignoring me and they’re still talking, like mean
things to me, I just put up my ignore muscle…{}…he just started saying
names to me and I put up my ignore muscle”
These are just some examples of the data which emerged in Houlihan’s research. The
voices of the child participants could be deemed to provide the strongest endorsement
of the IY project.
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“I was better able to praise my child at the right time and able to talk to other
parents about their experiences and the outbursts of their children”
It is especially noteworthy that particular mention was made of ways in which they now
could assist children to express feelings:

“… to express their feelings…how we as parents can help them to…
because I would love to be able to help my daughter.
She’s 7, she is going to be 8, so just how to be able to help her to express
herself ”
There was a general consensus that the programme helped in preparing children for
school. Children could now understand rules, do homework, help with household
chores:

“I have a better understanding of what school involves…
sharing ideas with other parents
led me see how children could be involved around the house”
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Other comments mentioned sharing, better social skills and helping other children. In
turn the parents reported that their lives were now much freer from stress and they
could manage household activities including going shopping with much less concerns:

important questions as well as those concerning their children. Indeed some were
talking about arranging a meeting with each other on an informal basis, once the
programme was completed:

“I now know what I want to happen and can plan
shopping without a worry”

“I will really miss having other people to talk to and the opportunity to talk
about things that really mattered in my life”

While direct evidence of increases in parental conﬁdence is harder to come by from the
TCM and DINA components, the fact that the evidence from these supports the views
of parents regarding improvements in behaviour and attention, corroborates the
comments of parents regarding the various way in which IY enhanced their conﬁdence
in parenting.

Related to this, they said they would miss having someone to turn to, if an issue arose
with their child. The participants were also quite sure that they would like to continue
with another programme in the autumn if one similar to IY was available:

4.3.2

Theme 2: Parental Self-Development

Achieving parents’ own goals
In various aspects of the evaluation of IY, it is evident that parents were convinced that
the programme contributed to their development not only as parents but also in the
broadest sense. Sometimes this can be inferred from broad questions as in the
evaluation of aspects of the parenting programmes. For example, in 2013, 88% of
participants who took the programme relating to younger children, said that the
programme helped them achieve ‘their own goals’ and a high percentage of
participants for the programme for older children expressed the same opinion. Indeed
in the School Readiness Parent Programme, 100% of the respondents took the view
that programme helped them achieve their goals.
Development of self and improvements in children’s behaviour
It is worth mentioning that the behaviour improvements that were captured in the SDQ
questionnaire and which showed statistically signiﬁcant improvements in hyperactivity
and conduct disorder is entirely consistent with an enhanced view of parents regarding
their own contribution. The strong consistency of these improvements is especially
convincing.
In the parent focus groups, when the participants were asked about the aspects of the
programme that they thought were most valuable, many parents mentioned the focus
on their own learning. As regard the process, the area of‘learning from each other’was
identiﬁed as especially valuable as was role playing. One comment was:

“The various activities contributed not only to understanding our children
but also to learning about our own lives”
While the parents identiﬁed these as contributing to their understanding of their
children as well as facilitating playful interaction, it easy to see how these experiences
would enhance their own development.
In the focus groups the parents were asked about the IY programme in general and
what they might miss on its completion. The response to this issue is especially relevant
for the present theme of self-development. The participants felt that the closeness of
the group and the conversations they had contributed to their thinking about other
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Several mentions were made in the teachers’focus group meeting
regarding the positive atmosphere that permeated the classroom
as a result of the application of IY principles.

“I would love to have another programme along the same lines….
I would look forward so much to that”
It is also worth noting that in the meeting of parent programme Group Leaders, there
was also a recommendation that a personal development programme focusing on
mental health should be developed. The Leaders took the view that this would greatly
strengthen the parent programme and enhance its contribution.
4.4 Teachers | 4.4.1 Theme 1: Enhancement of Management Skills in Whole School
Context Of the teachers participating in the TCM workshop in 2013, 85% thought that
the approach used to change teachers’behaviour in the workshop was appropriate/very
appropriate. Signiﬁcantly all of the teachers said that they would recommend the
workshop to another teacher and 93% were conﬁdent that they would be able to
manage current behaviour problems in their classrooms, following the workshop.
When the participants were asked about the perceived usefulness of the teaching
strategies of the TCM workshop, the overall results are very positive; it is striking that
some aspects were regarded by all or almost all as very useful. For example all of the
teachers took the view that support of colleagues was useful/extremely useful. As one
said:

“One of the major challenges in teaching is isolation from colleagues…this
experience helped to overcome this feeling of being on my own when
important matters have to be decided”
Virtually all took the view that the group discussion and the ideas emerging were in
the same positive category. This is especially interesting since it suggests that
approaches that involve collegial aspects are greatly valued:

“The fact that we got to talk to colleagues about school policy was a major
contribution...the group discussion was a great idea and very exciting”
This is an important consideration in eﬀorts to promote whole school implementation
of practices and programmes.
The fact that the teachers felt an increased of sense of eﬃcacy following the TCM
workshop including the ability to ‘get through to diﬃcult students’ as well as greater
‘understanding students who are failing’ is likely to have contributed greatly to their
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management skills. Collectively such an enhancement of teacher eﬃcacy is potentially
a great contribution to school ethos. It is especially worth noting that open-ended
comments regarding the aspects of the programme with which they were most
satisﬁed included management of behaviour and the approaches suggested to
changing students’ behaviour. These included the ‘Time Out’ chair, the capacity to
ignore inappropriate behaviour as well as the sending of ‘Happygrams’ to parents to
inform them of positive behaviour:

“The Time Out Chair, we used time out. Time out is used in school, that was
what was used. But when we look at it now, we weren’t doing it correctly…”
“There was a lesson we got on ignoring. That was just so simple again, but
something you wouldn’t really think of doing…”
“I’m using like the strategy behind the happygrams…I’m doing it now,
I’m making a conscious effort to put that in and it makes the parents feel
great…”
The teachers also commented on the positive atmosphere that resulted from the
application of IY principles. They took the view that this in turn enhanced the capacity
of children to control their own behaviour – a view that is entirely borne out by research
on eﬀective social and emotional programmes. One important aspect of the change of
atmosphere was the more frequent use of praise by teachers themselves:

“The praise, the praise, that alone, and it’s something so simple that
the more I do it like they are just so much calmer…”
This is especially relevant in the whole school context.
Another valuable outcome was that children had the language to express feelings;
when they were worried they had the language to tell you!

“Even the language of how to express themselves, if they are angsty, or if they
are sad, or if they are worried at least, giving them the language that they
can tell you”
As noted above, when children were rated following their participation and the
teachers’participation in the Dina programme, there were signiﬁcant improvements in
behaviour. Obviously this has great signiﬁcance from children’s and parents’viewpoints
but is also important from the viewpoint of teachers’ motivation and morale. There is
substantial evidence in recent research that teachers can overcome setbacks and show
resilience provided that positive outcomes are experienced. As shown in a recent study
(Morgan et al., 2010), a particularly important source of this motivation is that children
respond to their skills of classroom management. That study showed that indeed
teachers can work with negative events provided that positive experiences are part of
their professional encounters in the classroom.
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4.4.2
Theme 2: Increased Sense of Eﬃcacy
An important area of development in recent years has been to identify the aspects of
a teacher’s personality and make-up that contribute most to their eﬀectiveness. The
ﬁnding that teacher self-eﬃcacy predicts how a teacher will perform is a major advance
since the research has shown that teachers self-eﬃcacy is associated not only with
resilience and persistence but also with student gains (Bandura, 1997). For this reason,
the ﬁndings regarding teacher eﬃcacy are of great signiﬁcance in the present study
(Table A.6 Appendix B). Teacher eﬃcacy refers to the judgment of teachers that they can
achieve particular outcomes in their classes and one of its great contributions was to
demonstrate that ‘general eﬃcacy’ is unrealistic; in other words teachers can make
speciﬁc judgements as to what successes they can expect and what challenges will
occur.
Based on 63 teachers who participated in the TCM programmes (2009-2012), the extent
to which teachers’ self-eﬃcacy increased or decreased was examined. What was
especially signiﬁcant was the scope of the improvements in the participating teachers’
sense of eﬃcacy. There was also evidence of improvements in children’s behaviour
arising from the TCM programme. In particular, teachers felt a higher sense of eﬃcacy
on three items relating to behaviour viz, ability to get through to diﬃcult students,
understanding students who were failing and responding to deﬁant students. When
teachers were asked in an open-ended format about the aspects of the programme
that were most satisfactory, there was a high level of satisfaction with management of
behaviour and in particular the approach suggested to changing students’ behaviour.
Furthermore the teachers showed a high level of conﬁdence in managing behaviour
problems in their classroom.
4.5 Conclusion The picture emerging from the data presented here gives a consistently
positive picture. For the evaluation of the improvements in behaviour, the number
involved is substantial and while there are some diﬀerences between the various phases
of the data collection, there is evidence of strong improvement in behaviour based on
the SDQ. It is especially striking that the ‘Total Diﬃculties’ measure shows a substantial
and statistically signiﬁcant improvement in all phases of data collection. The focus
groups of parents showed a consensus that the programme helped in preparing
children for school. They expressed the view that the children’s behaviour had changed
signiﬁcantly and beneﬁcially as a result of the programme.
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In relation to the TCM, the views of the participating teachers were also consistently
positive. Many aspects were thought by all or almost all to be very useful including the
support of colleagues, the group discussion and the ideas emerging in interaction with
colleagues. With regard to teachers’sense of eﬃcacy there were increases in perceived
ability to get through to diﬃcult students and ability to understand students who are
failing and also the sense that they could encourage students to value learning
(although the scores on the latter scale did not reach statistical signiﬁcance). On the
classroom management subscale there was a signiﬁcant diﬀerence from pre- to poston the eﬃcacy of responding to deﬁant students. Overall, the results of the quantitative
evaluation indicate that in every measure there was an increase in teachers’ sense of
eﬃcacy with regard to the domain in question. Furthermore, this increase was
statistically signiﬁcant in almost half of the measures. This is a very promising outcome
and indicates that the programme worked very successfully. The opportunity for
teacher to interact and discuss issues was an important bonus.
The qualitative results are supportive of the quantitative ﬁndings. One important point
that emerged was the positive atmosphere that resulted from the application of IY
principles. The strategies advocated led to an improvement in children’s self-regulation
which in turn brought about a positive classroom climate. The participants also
mentioned the more frequent use of praise by the teachers and that children often
complimented their peers.
The inclusion of the children’s voices brings a signiﬁcant added dimension to this review
and provides insights into the beneﬁts accruing from the programme from a child’s
perspective. Core elements of Social and Emotional Learning emerged as key themes
from the data. The children’s sense of empowerment and self-worth along with their
endorsement of boundaries, self-regulation and the beneﬁts of play demonstrates the
role and importance of IY in promoting the wellbeing, and in particular, the mental
wellbeing of the child. This indicates that more focus should be accorded to expanding
the overall programme and in particular the children’s DINA programmes to a greater
catchment area. It also indicates that children should feature more strongly as
participants in future research.

Teachers felt a higher sense of efficacy on three items
relating to behaviour viz, ability to get through to
difficult students, understanding students who were
failing and responding to defiant students.
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Key Learning
5.1 Introduction There are many learnings and possibilities for IY Limerick as it
continues into the future. Some of these have already been referred to in the 2010
evaluation. This chapter outlines the key learnings accruing from the programme,
particularly post 2010. These are presented under three main headings: Social Capital,
Sustainability and Organisational Issues.
5.2 The Social Capital accruing from IY Qualitative data from parents indicates
positive acknowledgement of the programme and its beneﬁts. Many parent
participants indicated a desire for another programme. Parents also spoke of the
aﬃrmation they received from the graduation ceremony (“ﬁnishing oﬀ the course in a
professional way”) (PAUL, 2013). However, it would seem that the current training for
the parents is focused upon them in the context of their own children. The social capital
accruing from this training seems to be somewhat overlooked. Humphreys (in
Hourigan, 2011) observes that high levels of trust and civic engagement (reﬂected in
engagement in voluntary associations) are indicators of a developed‘social capital’. The
data in the IY research implicitly indicates its role in developing social capital. For
example, one parent indicated that she was attending her third IY course. There is a
considerable bank of social capital in evidence in this single example.
Allied with the concept of social capital is the concept of reciprocity. Exploration of this
concept would serve as a catalyst for empowerment as those who beneﬁt from the
training would be led to see their potential roles in the community. There is potential
for extending the beneﬁts of this training were these parents invited to share the
beneﬁts with other parents in a peer mentoring context. Peer mentoring has been
referred to by O’Connor and Mahony in 2010 and extends into later research. For
example, one parent indicated the potential in meeting up regularly themselves
subsequent to the programme (PAUL, 2013b). Another indicated a wish to move
beyond focussing on his own child and promoting the programme to other parents
(ibid). More focus may be needed on how to maximise the potential of these parents
as future trainers. There is evidence that this is being done informally (one parent stated
that she was invited to talk to newcomer parents on the course), (PAUL, 2013b), but
there needs to be a structured, more formal approach to extending the beneﬁts of IY
to the whole community. The issue of accredited training for participants emerges.
Accredited training would yield signiﬁcant beneﬁts particularly in disadvantaged
communities. Along with increasing a sense of conﬁdence and empowerment in the
community, such training may also be a source of future employment. In fact one parent
who participated in a focus group indicated that IY contributed to her success in a job
application.
5.2 Sustainability A key challenge for any project is sustainability, how to bring the
project beyond the initial (and often novel) phase and embed it into the daily life of a
group, organisation or community. Participants in the O’Connor and Mahony evaluation
(2010) identiﬁed a number of elements which they felt would make IY Limerick
sustainable.
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These were, as follows:
•
Improvements in programme structure, content, ease of use and impact
•
Continuation of funding
•
Commitment of staﬀ to the participants, the community, the children and the IY
programmes
•
The observed beneﬁts that made participants and Group Leaders advocates of the
progammes
•
Interagency collaboration
•
A continuing need for such programmes
The achievements outlined in previous sections and chapters demonstrate evidence
of these key elements, particularly attention to improving the programme, commitment
of staﬀ, observed beneﬁts, interagency collaboration and demonstration of a
continuing need for IY. Continuation of funding remains a more uncertain element in
terms of sustainability, lack of which has been identiﬁed by O’Connor and Mahony
(2010) as a barrier to sustainability along with reductions in availability of staﬀ:
Funding

Continuation of funding was a signiﬁcant concern for both the
Strategic Steering Group representatives as well as for the Group
Leaders and the Programme Staﬀ. The Strategic Steering Group
representatives stressed their agencies’ commitment to continuation of
funding and to the provision of other means of support. However, it is
not clear as to whether this continuation of support is limited to existing
participant groups or whether it will extend to new communities.
Support is being provided through matched funding. PAUL Partnership
completed an extensive analysis of the time contribution made by those
involved in the programmes (Table A.7 in Appendix B). The cost of each
individual’s contribution was then calculated on the basis of an
average/midpoint salary for that position. Table A.8 (Appendix B) outlines
the contribution to each individual Incredible Years Programme in 2011
in monetary terms. If this contribution could be matched by potential
funders/donors, the sustainability of the project would be strengthened
considerably.

Availability
of staﬀ

This emerged as a barrier to continuation in many participant schools.
Emerging possibilities of staﬀ reductions were seen to seriously aﬀect
availability of co-facilitators for the Dina in the Classroom programmes.
Substitution for staﬀ attending training also emerged as an area of
concern. Some agency staﬀ highlighted consequences of nonreplacement of retiring staﬀ (O’Connor and Mahony, 2010).

Time needed Another potential barrier to sustainability relates to the time needed for
for the
the programme. This was highlighted by O’Connor and Mahony in the
programme context of delivery but can also be linked with sustainability. Time was
the most frequently mentioned challenge in interviews and focus groups
in schools and in other settings. Concerns included: time for preparation,
training, delivery of programme and follow-up; also attendance at
meetings (O’Connor and Mahony, 2010). It should be acknowledged
that this issue did not emerge as a signiﬁcant concern in the subsequent
data.
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The voices of the child participants could be deemed to
provide the strongest endorsement of the IY project.

5.3 Organisational Issues A common theme to emerge from all of the research data
relates to organisational issues. In general, comments on the organisation of IY Limerick
were very positive.

Resources,
methodologies,
time allocation

When parents were asked about how the programme was run including practical issues
such as materials and length of sessions, the reactions were positive. The response to
the refrigerator notes was encouraging; these helped to bring everyone on board (like
grandparents) and also helped to maintain a course of action when other constraints
pushed the participants oﬀ course. The length of the sessions (two to three hours) was
appropriate and in fact some thought it could have been helpful if these were longer.
With regard to the structure of the session, there was particular mention of sessions in
which the facilitator showed some ﬂexibility and allowed the topic to develop if that
was appropriate (PAUL, 2013b). Some Group Leaders considered that the manuals
could have been easier to use. Teachers participating in the TCM also considered that
the structure of the programme and the breaks between training sessions were
appropriate:

“It was a good structure I thought”

Target
age-group

Both the parents and teachers indicated through the focus group data that IY needs to
be extended to older children. While the rationale for implementation of the
programme with pre-school and younger primary school children is understandable, it
cannot be assumed that the impact will remain with every child. While the quantitative
studies undertaken by PAUL Partnership in Limerick indicate a positive impact upon
the children involved, it would be interesting to re-administer the surveys after a time
lapse to determine long-term eﬀects. Qualitative research with teachers (PAUL, 2013c)
indicate concerns in this regard. Webster-Stratton refers to potential long-term
outcomes, including reduced youth anti-social behaviour and reduced special
education referrals, but she acknowledges that follow-up data in terms of such
outcomes is not yet available. This is an important consideration particularly when
presenting a rationale for ongoing support/funding of the programme.

Communication
and
relationships

All the evidence indicates that the majority of the parents who started the programme
completed it and felt that it gave them a voice. Follow-up phone calls, home visits and
the coﬀee morning were all identiﬁed as key factors in keeping parents engaged in the
retention of participants. The relationship between the Group Leaders was also
identiﬁed as an inﬂuential factor in the success of the programme as was the interagency relationships. Speciﬁc mention was made of the importance of the link between
the Parent Programme and Small Group Dina and involvement in both was an
important contributor to retention.

“I wouldn’t change it, I would keep it that way”
(PAUL, 2013c)

Teachers also commented on the opportunities provided by IY for them to meet, share
ideas and learn from each other. The fact that representatives from a number of diﬀerent
schools had the opportunity to meet together was seen as a very positive aspect of the
programme.

Ethnic diﬀerence was identiﬁed as a problem in some groups in an end of programme
review in 2011 (PAUL, 2011b). This concern does not seem to have continued into later
data. One parent participant in the 2013 focus group highlighted the positive aspect
of a multicultural society, but considered that this could have been addressed more in
the programme:

“…the multicultural orientation in kids today, I think is fantastic.
That wasn’t touched on a lot.
It was shown on the vignettes but it wasn’t touched on…There should have
been more time on that because we are so rich in culture now you know”
(PAUL, 2013b)
Concerns about diﬀerence seem to be conﬁned to comments about social and cultural
background in the vignettes. It was considered that the vignettes were outdated and
distant from the Irish context:

“I thought that we could really do our own vignettes with Irish…
in Ireland, with our own system rather than using outdated 1980s
vignettes…”
(PAUL, 2013b)

Promoting/
marketing the
programme

A consistent issue that was evident in the later data related to the process of advertising
the parenting courses. Parent participants in focus groups commented on the fact that
there did not seem to be a structured or concerted approach to marketing the parent
programmes and that this aﬀected uptake (PAUL, 2013b). This issue also emerged in the
Annual Reviews of 2011 and 2012 (PAUL, 2011c, 2012b). However, it was acknowledged
that sensitivity is required to ensure an appropriate match between Incredible Years
Programme goals and participants’ needs and expectations (PAUL, 2012b).
The teachers who were surveyed stated that “selling”the programme to other teachers
could be done without much diﬃculty:

“You would definitely sell it. It’s very practical, it’s simple, it uses strategies
that we are using really…”
“…making you more aware of them”
(PAUL, 2013b)

Comments from teachers participating in the TCM demonstrated similar attitudes to
the vignettes.
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As regards the childcare allowance incentive for parents attending the programme,
there was general agreement that this should be maintained since it helped to remove
a sense of obligation to family/friends for childcare (PAUL 2011b). In the 2012 annual
review it was suggested that there should be greater clariﬁcation of policies and
procedures regarding this issue (PAUL, 2012b).
Another concern in relation to promoting the programme lies in the fact that there
seems to be a considerable amount of research undertaken without due consideration
given to the dissemination of the ﬁndings. The research by O’Connor and Mahony
(2010) was presented at a conference in 2011, but there seems to be little evidence of
additional dissemination. Schools and teachers (outside of those directly involved)
need to become more aware of the potential for IY in their schools as the relevance of
the project extends beyond the DEIS schools. This has been referred to in the Strategic
Plan (2011-2015). Dissemination of learning has been referred to in the proposals to
extend the programme which were submitted to the Department of Education and
Skills in 2013, but this should be an ongoing, not a future, process. Consideration of
avenue of dissemination should be part of the ongoing work of the Strategic Planning
Group with at least one conference identiﬁed each year. There is also considerable
potential for journal articles and book chapters.
5.4 Conclusion The learnings from IY Limerick are multiple and varied. The success
and potential of the programme both in the school and community are clearly evident.
Building on these learnings requires ongoing commitment, resources and funding. The
commitment of PAUL Partnership and the related community organisations and
services, along with the schools, is an organic and cumulative process and it is evident
that this commitment continues. Such commitment cannot depend on volunteerism
alone, and thus the sourcing of funding into the future is a key concern of the
stakeholders.

“The programme helped greatly in knowing that
I could deal with tantrums and be able to ignore
inappropriate behaviour”
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The commitment of
PAUL Partnership
and the related
community
organisations and
services, along with
the schools, is an
organic and
cumulative process
and it is evident
that this
commitment
continues.
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Conclusion and
Recommendations
Conclusion The researchers consider that overall, there is much about which to
applaud in the Incredible Years programmes. The overarching conclusions emerging
from the data, in particular the qualitative data, are those of approval and endorsement
of the programme. The IY Limerick Project is a signiﬁcant example of partnership in
action, demonstrating recognition and understanding of an ecological approach to
child development. The project has been extended and developed since its inception
with participation increasing each year. Deﬁned structures for dialogue among all
stakeholders are in evidence with PAUL Partnership demonstrating eﬃciency,
competence and capacity for facilitating the communicative process. Resources are, in
general, seen to be helpful apart from concerns about the vignettes. IY demonstrates
signiﬁcant potential for becoming mainstreamed in the Primary School System, with
possibilities within the overall curriculum and particularly within AISTEAR and SPHE.
Parent, teachers and children were mainly positive in their comments with almost
universal approval of the methodologies employed. The opportunities provided to
parents and teachers to meet and share ideas were welcomed by both groups. The
importance of a whole-school approach to the programme was emphasised by the
teachers. A wish to continue the programme is a recurring theme in the data. Evidence
of improvement in children’s behaviour is a consistent feature in terms of the success
of the programme. This, in turn leads to enhancement of learning. Children felt an
increased sense of being cared for as a result of participation. Parents demonstrated a
greater sense of conﬁdence in their parenting skills and also viewed the programme as
a means of self-development. They also commended the organisation of the
programmes. Teachers found the programme helpful in developing their skills in
behaviour management. They also identiﬁed an increased sense of eﬃcacy.

Recommendations
Future Programme Implementation
Structures and
Management

The researchers have listed a number of recommendations which they deem to be key
to the future of the programme. These recommendations have been categorised under
the following headings and sub-headings:

1 Future Programme Implementation
- Structures and Management
- Recruitment and Marketing
2 Influencing Policy Development
3 Sustainability and Mainstreaming
4 Research
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The evidence presented in the previous chapters demonstrates signiﬁcant success in
terms of programme implementation; this is not a ﬁnite process. IY Limerick must
continue to build upon its success and with this in mind the following
recommendations are proposed. These recommendations relate to both the structures
and management of the programme:
1.

Maintain the coordination role of PAUL Partnership

2.

Maintain and develop the holistic approach of IY

3.

Consolidate existing initiatives, particularly those in more recent settings

4.

Adopt a more structured and sequential approach to the parent programmes
with acknowledgement of continued participation possibly through
accreditation

5.

Reﬂect on extending accreditation beyond Group Leaders so that participants
are accorded more formal recognition of their involvement with the
programme

6.

Adopt a more structured approach to the review and implementation of
recommendations of research studies

7.

Explore the possibilities of creating more links with academic institutions. Links
with Mary Immaculate College are already in evidence

8.

Explore the possibilities of providing direct input on IY to various modules in
Initial Teacher Education and other programmes

9.

Investigate possibilities of adapting the vignettes to render them more context
speciﬁc or alternatively, focus on assisting the facilitators to overcome the
problems relating to the vignettes

10. Possibly reorganise the manuals to ease delivery
11. Ensure that the materials reﬂect diﬀerentiation for participants with literacy
problems

Recruitment and
Marketing

The recruitment process still appears to be somewhat unclear with dependence, in the
main, on advertising in various contexts. In addition, some of the processes employed
to maintain participation, may need to be reviewed. The following recommendations
are made in relation to recruitment and marketing:
1.

Review processes of recruiting participants (in particular parent participants)
to the programme

2.

Advertise the programmes more widely

3.

Invite previous participants to become more actively involved in promoting the
programme to potential participants

4.

Review processes of maintaining participants, in particular, the provision of
monetary incentives

5.

Use the IY research base more eﬀectively in terms of promoting the programme
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IY Limerick Project is a signiﬁcant example of partnership in
action, demonstrating recognition and understanding of
an ecological approach to child development.

Inﬂuencing Policy Development
National Policy

The IY Strategic Plan (2011-15) identiﬁes the enhancement of the integration process
of the IY Programme within the wider social policy context in Limerick City as a key aim.
It is evident in this review that programme delivery has expanded signiﬁcantly since
the inception of IY Limerick. The programme was initially introduced into three settings.
The number of settings increased to 22 over a period of seven years. In addition, eight
programmes of IY are being implemented in Limerick. The engagement and
participation of the key stakeholders in IY Limerick has been eﬀectively managed and
facilitated. The eﬀectiveness of this process has been highlighted in Chapter Three.
While the Strategic Plan presents many local initiatives within which IY can be
embedded, the research to date does not highlight this suﬃciently. In addition, there
are a number of educational policy initiatives at national level wherein IY would be very
relevant. The National Strategy for Literacy and Numeracy, the SPHE Curriculum, the
AISTEAR Early Childhood Curriculum, the Education of Persons with Special Educational
Needs (EPSEN) Act 2004, and the overall revised B.Ed programme as outlined by the
Teaching Council (2011) are all relevant here.

Local Policy

1.

Focus on the Social Capital being generated by the IY programme, notably the
concept of ‘parent as citizen’ (this is also relevant to sustainability)

2.

Focus on the contribution of IY to Community Development and Empowerment
particularly in the context of Regeneration Limerick

3.

Maintain and develop the interagency approach and demonstrate its beneﬁts
to other initiatives

Sustainability and Mainstreaming
Much has been written about sustainability in preceding chapters. Funding and
embeddedness within the school emerged as consistent themes. Some
recommendations have already been made in the discussion and these are summarised
below:
1.

Establish a sub-committee tasked speciﬁcally with obtaining long-term funding
for the programme (recommendation in relation to matched funding below is
also relevant here)

2.

Explore the potential in existing curricula and programmes (as above)

3.

Explore the role of IY as part of CPD for practicing teachers

4.

Continue to explore the potential of including IY as part of the B.Ed programme.
(This process has begun, with IY featuring in a number of B.Ed Curriculum
Electives in Mary Immaculate College)

5.

Appoint an IY Co-ordinator in schools implementing the programme so that the
full potential of the programme can be reﬂected upon and realised in each
school context. Research on the implementation of SPHE in primary schools
indicates that schools who have a designated SPHE Co-ordinator demonstrate
higher rates of implementation of SPHE (DES, 2009). It could be assumed from
this evidence that a similar trend would occur in the case of schools with
designated IY Co-ordinators

6.

Acknowledge and utilise the extensive social capital emerging from the training,
in particular the parent training, through the encouragement of participants to
place their training in a larger context, i.e. beyond the context of their own child

7.

Maintain and develop funding structures possibly through matched funding:
given that many stakeholders and participants give freely of their time, potential
funders could be invited to match this contribution with funds (Cf. Appendix B)

8.

Use the IY research data for locating and targeting possibilities for funding. The
research could be divided into sections with relevant sections used in particular
contexts

The reviewers oﬀer some additional recommendations in relation to policy at both
National and Local level:
1.

Demonstrate the importance and eﬀects of a structured, coherent and holistic
approach to Social and Emotional Learning (SEL) by using the example of IY

2.

Make links with the National Strategy for Literacy and Numeracy, emphasising
the impact of SEL on academic performance

3.

Highlight the potential for the IY programmes to complement the vision of the
Teaching Council 2011. This includes the links with reﬂective practice, CPD and
lifelong learning.

4.

Highlight the potential for links with the SPHE curriculum with speciﬁc reference
to the key characteristics of SPHE

5.

Highlight the potential for links with the AISTEAR early childhood curriculum

6.

Demonstrate the potential contribution of IY to children with diagnosed or
undiagnosed special educational needs, particularly in the context of the EPSEN
Act 2004 and the National Council for Special Education Report on the Education
of Children with Challenging Behaviour wherein the use of IY was recommended

Note: All of these recommendations are relevant to the sustainability of the programme
also (see 6.2.3 below).
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IY Limerick provides a
concrete example of shared
responsibility
and partnership in action
Research

Research is identiﬁed as a key priority in the IY Strategic Plan (2011-15) and this report
is testimony as to the high proﬁle accorded to research and evaluation in the IY Limerick
programmes. The data collection process has evolved with the inclusion of the voices
of the children. There needs to be more cohesion between the research projects and
a deﬁnitive attempt to disseminate them more widely, e.g. at national and international
conferences and through peer-reviewed publications. The reviewers have provided a
number of recommendations in this regard:
1.

Achieve more balance in terms of collection and presentation of data, priority
seems to be accorded to evaluation of parent programmes

2.

Provide more evidence of links between the programmes in the research. To
the reader the data is presented as being more discrete than linked

3.

Link more deﬁnitively with recommendations of 2010 evaluation and include
more questions relevant to determining whether the recommendations have
been achieved

4.

Review overdependence on SDQ

5.

Increase size of sample populations particularly in quantitative data

6.

Explore various possibilities of disseminating the research

7.

Focus on speciﬁc elements of the programme in future research

8.

Explore the potential of IY as a catalyst for future education and/or employment

Children felt an increased sense of being cared for as a
result of participation. Parents demonstrated a greater
sense of conﬁdence in their parenting skills and also
viewed the programme as a means of self-development.
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Appendix A:
Outline of
Incredible Years Programmes
The IY Parenting Programmes
The Incredible Years® parenting training intervention is a series of programmes for
parents focused on strengthening parenting competencies and fostering parent
involvement in children’s school experiences, to promote children’s academic, social
and emotional competencies and reduce conduct problems. The parenting
programmes are grouped according to age: babies (0-12 months), toddlers (1-3
years), preschoolers (3-6 years), and school age (6-12 years).
The parenting trainings are delivered in 12-20 weekly group sessions of 2-3 hours,
according to developmental age of programme chosen. The sessions focus on
strengthening parent-child interactions and nurturing relationships, reducing harsh
discipline and fostering parents’ ability to promote children’s social, emotional, and
language development. Preschool and school age parenting programmes encourage
parents as they learn to promote school readiness skills. They are encouraged to
partner with teachers and be involved in children’s school experiences to promote
their children’s academic and social skills, emotional self-regulation, and to reduce
conduct problems. The programmes have protocols for use as a prevention
programme or as treatment for children with conduct problems and ADHD.
The comprehensive Leader’s manuals for these programmes include questions to
promote discussion for each video vignette, brainstorms and values exercises, role
play practice exercises, home activities, handouts, and key points. There is a selfadministered/home delivery protocol for the Toddler, Preschool Basic, and School
Age Basic programmes (www.incredibleyears.com)

“I have a better understanding of what school
involves…
sharing ideas with other parents
led me see how children could be involved
around the house”
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Both Irish and international research attest to the eﬀectiveness of the IY Parent
Training in modifying disruptive behaviour. McGilloway et al. (2012) demonstrate
signiﬁcant diﬀerences in both child and parent outcomes subsequent to the Basic
Parent Training. PAUL, (2013) indicate the acknowledgement by parents of the
eﬀectiveness in addressing behavioural issues with their children. All parent
respondents indicated a departure from negative disciplinary methods towards
more positive approaches: rewards, emotional coaching, praise. Reedtz et al, (2011)
indicate reductions in harsh parenting and child behaviour problems, an
enhancement of positive parenting and of parents’ sense of competence subsequent
to training. Azevedo, et al., (2013) report a decrease in self-reported dysfunctional
parenting practices and an improved sense of competence and observed positive
parenting of children with ADHD diﬃculties.
The parenting programmes are recommended by the American Psychological
Association Task Force as meeting the stringent “Chambless criteria” for empirically
supported mental health intervention for children with conduct problems.
(www.incredibleyears.com).
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Appendix A
The IY Teacher Classroom Management
Programme
The Teacher Classroom Management (TCM) programme is a prevention programme
to strengthen teacher classroom management strategies, and promote children’s
prosocial behaviour and school readiness (reading skills). The programme is divided
into 6 full day workshops, spread out with time in between each workshop so that
teachers have time to practice the new skills they are learning. The programme has
been shown in control group studies to reduce classroom aggression and noncooperation, and promote peer interaction, school readiness, and enjoyment with
school activities. It focuses on ways teachers can eﬀectively collaborate with and
support parents’ school involvement, and promote home-to-school consistency. The
Teacher Classroom Management Programme is useful for teachers, teacher aides,
school psychologists, and school counsellors (www.incredibleyears.com).
Similar to the parent programmes, the success of the TCM training is evidenced at
local, national and international level. O’Connor and Mahony (2010) indicate that
teachers demonstrated a statistically signiﬁcant increase in eﬀective classroom
management strategies post-intervention. In addition, teachers indicated
satisfaction with the overall TCM programme in terms of: student behaviour where
there was a plan in place; expectations of good results from workshop;
appropriateness of the approach to changing students’ behaviour problems. Further
research among participant teachers (2009-2012) indicate a statistically signiﬁcant
increase in both student engagement and classroom management and increases in
eﬃcacy scores regarding instructional strategies (PAUL, 2012c). McGilloway et al
(2012) highlight statistically signiﬁcant diﬀerences between teachers who
participated in the TCM programme and a control group who did not participate.
These diﬀerences relate to self-reported frequency of use and perceived usefulness of
positive classroom management strategies. There was also a signiﬁcant decrease in
the self-reported frequency of use of inappropriate strategies for managing
misbehaviour. Research by Fergusson et al, (2013) in New Zealand indicate similar
ﬁndings in relation to the TCM programme: Before and after comparisons showed
that after the provision of IY teachers reported signiﬁcant (p < 0.001) increases in the
frequency of use and usefulness of positive behaviour management strategies. In
addition there were generally high levels of teacher satisfaction with various aspects
of the programme.

The IY Child Training Programmes
The Incredible Years® child training programmes use dinosaur-themed materials and
life-size puppets to engage children and strengthen social, emotional, and academic
competencies. The child treatment programme (Small Group Dinosaur) is used by
counsellors and therapists in a small group setting to treat children with conduct
problems, ADHD, and internalizing problems. The small group treatment programme
is delivered in 18-22 weekly 2-hour sessions.
The Classroom Dinosaur School child prevention programme consists of 60+
classroom lesson plans for children 3-8 years old. Lessons are divided into three
“levels” so that teachers/group leaders can determine what is the most
developmentally appropriate material for their class. Teachers/Group Leaders use the
programme as a prevention programme for an entire classroom of students. The
programme curriculum sessions are delivered by the teacher twice weekly and
sustained over consecutive years.
The child programmes can be oﬀered in conjunction with the preschool or school
age parenting programme. The training strengthens children’s social and emotional
competencies, such as understanding and communicating feelings, using eﬀective
problem-solving strategies, managing anger, practicing friendship and
conversational skills, and behaving appropriately in the classroom
(www.incredibleyears.com).
Evidence from teachers using the SDQ demonstrates a decrease in the percentage of
children falling within the ‘abnormal’ range, with a small increase in children falling
within the ‘borderline’ range and a notable increase in the percentage of children
falling within the ‘normal’ range in the total diﬃculties scale from the Dina in the
Classroom and small group Dina programmes (O’Connor and Mahony, 2010).
Subsequent research demonstrates similar patterns with statistically signiﬁcant
increases in 5 out of six scales. The only anomaly is in the Emotional Symptoms Scale
(PAUL, 2013). McGilloway et al did not focus speciﬁcally on the Child programmes in
their research. At an international level, Webster-Stratton et al (2008) demonstrated
the eﬃcacy of the Dina programmes, particularly in the context of educational
disadvantage.
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Research support for a given treatment is labelled “strong” if criteria are met for what Chambless et al.
(1998) termed “well-established” treatments. To meet this standard, well-designed studies conducted by
independent investigators must converge to support a treatment’s eﬃcacy. Research support is labelled
“modest” if criteria are met for what Chambless et al. (1998) termed “probably eﬃcacious treatments.” To
meet this standard, one well-designed study or two or more adequately designed studies must support
a treatment’s eﬃcacy. In addition, it is possible for the “strong and “modest” thresholds to be met through
a series of carefully controlled single-case studies. For a full description of the Chambless criteria readers
are referred to Chambless et al. (1998). In addition, this site labels research support “controversial” if
studies of a given treatment yield conﬂicting results or if a treatment is eﬃcacious but claims about why
the treatment works are at odds with the research evidence (www.div12.org)
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Appendix B:
Selected Quantitative Results17
Table A.1: Parent SDQ Scores before and after Participation in Parent Programme 2012-13

Table A.3: Parent SDQ Scores before and after Participation in Parent Programme 2012-13

(N = 53; 44 from Basic Parenting Programme, 9 from Infant and Parent Programme)

Teachers N = 34, Student N= 436)

Abnormal

Borderline

Abnormal

Normal

Borderline

Normal

Pre-Programme

PostProgramme

Pre-Programme

PostProgramme

Pre-Programme

PostProgramme

Emotional
Symptoms Scale

2.7%

2.7%

3.0%

2.1%

94.3%

94.7%

45.3%

Conduct
Problems Scale

17.7%

12.2%

6.7%

6.7%

75.7%

81.2%

50.9%

67.9%

Hyperactivity
Scale

16.9%

15.1%

6.8%

3.9%

76.3%

81.0%

19.2%

52.8%

55.8%

Peer Problems
Scale

8.9%

5.5%

4.1%

4.6%

86.9%

89.9%

24.5%

15.1%

37.7%

60.4%

Total Diﬃculties

13.9%

9.4%

11.0%

9.9%

75.1%

80.7%

3.8%

3.8%

84.9%

94.3%

Pro-Social Scale

15.1%

12.3%

10.7%

4.8%

74.2%

82.9%

Pre-Programme

PostProgramme

Pre-Programme

PostProgramme

Pre-Programme

PostProgramme

Emotional
Symptoms Scale

34.6%

26.4%

11.5%

5.7%

53.8%

67.9%

Conduct
Problems Scale

52.8%

35.8%

11.3%

18.9%

35.8%

Hyperactivity
Scale

34%

22.6%

15.1%

9.4%

Peer Problems
Scale

35.8%

25%

11.3%

Total Diﬃculties

37.7%

24.5%

Pro-Social Scale

11.3%

1.9%

Table A.2: Parent SDQ Scores before and after Participation in Parent Programme (2010-11)

Table A.4: Teachers’ ratings of 172 children before and after DINA programme: 2011-2012

(N = 74)

(N teachers = 14, N students = 172)
Abnormal

Borderline

Abnormal

Normal

PostProgramme

Pre-Programme

PostProgramme

Emotional
Symptoms Scale

9%

3%

4%

2%

87%

95%

58%

Conduct
Problems Scale

12%

11%

9%

9%

79%

80%

56%

74%

Hyperactivity
Scale

17%

12%

7%

4%

76%

84%

20%

47%

55%

Peer Problems
Scale

6%

2%

2%

2%

92%

96%

16%

20%

48%

64%

Total Diﬃculties

11%

7%

6%

4%

83%

89%

6%

8%

86%

86%

Pro-Social Scale

7%

6%

6%

2%

87%

92%

PostProgramme

Pre-Programme

PostProgramme

Pre-Programme

PostProgramme

Emotional
Symptoms Scale

22%

24%

11%

18%

67%

58%

Conduct
Problems Scale

43%

23%

19%

19%

38%

Hyperactivity
Scale

30%

14%

14%

12%

Peer Problems
Scale

31%

25%

22%

Total Diﬃculties

36%

16%

Pro-Social Scale

8%

5%

17

Normal

Pre-Programme

Pre-Programme

64

Borderline

Data in yellow indicate changes are statistically signiﬁcant at the 95% conﬁdence interval

Pre-Programme Pre-Programme
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Table A.5: Percent Positive/Very positive Views (School Readiness Parent Programme)

Table A.7: Time contribution for each Incredible Years Programme and each Individual element
of the programme

( N = 15) 2012-2013

Number

Number

Number

12 hrs per session by 8 sessions 96 hrs

10hrs

18hrs

124

Toddler Programme

12 hrs per session by 12 sessions 144 hrs

10hrs

18hrs

172

14

Parent Programme

12hrs per session by 14 sessions 168 hrs

10hrs

18hrs

196

93%

14

School Readiness

12hrs per session by6 sessions 72 hrs

10hrs

18hrs

100

Content of information

100%

15

Child

Feeling about achieving Goals

100%

15

SGD

7 hrs per session by 20 sessions 140 hrs

10hrs

18hrs

168

DIC

2 hrs per session by 60 session 120hrs

10hrs

18hrs

148

Participant

10 hrs per sessions by 5 days training 50hrs

10hrs

Group leader

20 hrs per session by 5 sessions 100hrs

10hrs

Percent Positive/Very Positive

Percent Positive/Very Positive

Number

Skills in assisting readiness

93%

14

Parent

Conﬁdence in playing with child

87%

13

Infant Programme

Conﬁdence in reading with child

100%

15

Expectations of starting school

93%

Approaches to assist readiness

Feature

Table A.6: Teachers’ Sense of Eﬃcacy Scores 2009-2012 (N = 63)

Teacher

( N = 15) 2012-2013
Scale

60

Pre-programme score

Post-programme score

Signiﬁcance

Student engagement

7.00

8.05

p<05

Instructional Strategies

6.99

7.48

ns

Classroom management

6.72

7.92

p<05

Ability to get through to
Students

6.28

7.71

p<05

Number

Percent Positive/Very Positive

Number

Understanding students
who are failing

6.50

7.21

p<05

Response to deﬁant
students

6.58

7.36

p<05

3
3
7
3

Parent
Infant Programme
Toddler Programme
Parent Programme
School Readiness

15,929.04
22,977.48
60,979.52
17,997.00

5
16
3

Child
SGD
Dina In the Classroom
Dina In the Preschool

57,010.80
174,853.12
11,668.32

“One of the major challenges in teaching is isolation from colleagues…this
experience helped to overcome this feeling of being on my own when
important matters have to be decided”

18hrs

128

Table A.8: Cost of organisations’ contribution to individual programmes in monetary terms (2011)

2

Teacher
TCM
TCM - Participant

8,342.40
29,299.50

Total

399,057.06

The overall contribution by Programme Partners in 2011 was €399,057.06
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