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Barnardos 

& Tus Maith 

Introduction 

Between 2006 and 2011, Barnardos developed 
a preschool programme called Tus Maith, which 
aims to ensure that children make a successful 
transition to primary school by enhancing their 
social-emotional, language, literacy and 
physical development. In this manual we explore 
the development of Tus Maith, look at research 
about children’s development and explore the 
resources designed to support you as a worker 
in a Barnardos Tus Maith centre. 

 



    

Barnardos and Tus Maith 

The manual is broken into twelve chapters. These describe the design 
and introduction of Tus Maith in Barnardos; explore the research and 
theories underpinning the programme; describe how children are 
identified as potentially benefitting from Tus Maith and look at the 
Tus Maith daily routine and how to plan the environment. 

The developmental milestones of three-to-five year 

old children are listed, as well as a consideration of 

the importance of relationships - between staff and 

children, staff and parents, and amongst the staff team. 
It also gives information on coaching strategies to 
promote positive behaviour and to help children develop 

their social-emotional skills. The section on record 

keeping gives guidance about the use of the children’s 

file, as well as providing resources that will help you to 

assess the children’s progress by using indicators of 

appropriate developmental outcomes. 

This manual is designed to be used alongside the 

Tus Maith curriculum manual, which gives detailed 

information on the content and sequence of the 

scripted aspect of the Tus Maith programme. 

This manual is intended to 
support you in implementing the 
Tus Maith programme, 
and we hope it will serve as an 
ongoing reference point in your 
work with the children. 

1 Office of the Minister for Children (DOHC), (2007) 

The fit of Tus Maith with 

Barnardos’ strategy 

Following a needs analysis conducted in 2005 and 

consultation with Barnardos’ primary stakeholders 

(including service users, funders and staff), a portfolio 

of services focused on meeting the needs of 

Barnardos’ service users was identified. One of the 

services in this portfolio was Tus Maith, an early years 

care and education programme for children aged 

three-to-five years who live in disadvantaged areas. 

This needs analysis was carried out to inform 

Barnardos’ strategy, Valuing Childhood: Cherishing 

Children 2005-2016, in which Barnardos identified the 

two primary outcomes we seek to achieve for children: 

@ Increased capacity to learn and develop 

@ Improved emotional well-being 

In Barnardos’ recent strategy Blueprint for Children 
2011-2016 it aligns with the five national outcomes 

set out in the Agenda for Children’s Services’, which 

are that children will be: 

@ healthy, both physically and mentally 

@ safe from accidental and intentional harm, 

and secure in the immediate and wider 

physical environment 

®@ supported in active learning 

@ part of positive networks of families, friends, 

neighbours and the community, and included 

and participating in society



To achieve these outcomes, Barnardos offers needs-led, outcomes-focused 

services across the stages of child development identified in our strategy as 

the ‘Three Bests’: 

@ Best Start: services for children aged 0-5 years, supporting 

healthy emotional development and school readiness outcomes. 

@ Best Chance: services for children aged 6-12 years, focusing on 

the achievement of emotional well-being and learning and 

development outcomes. 

@ Best Choice: services for children and young people aged 13-18 years, 

focusing on learning and development and emotional well-being outcomes. 

Tus Maith focuses on preparing children for primary school by strengthening 

their social-emotional and literacy skills. It fits under Barnardos’ best start 

services and targets both children’s capacity to learn and develop and their 

emotional well-being. It aims to achieve the national outcomes of children 

being supported in active learning, being healthy, participating in society and 

ultimately their long-term economic security. 

Children’s needs 

When conducting the needs analysis, Barnardos considered the needs of 

children and young people in Ireland today by analysing data on 210 children 

attending our services, along with a random sample of 657 children living in 

the Dublin area. We established that a number of children in the 0-4 age group 

in disadvantaged communities have lower than average social and emotional 

skills, and experience difficulties with their family and social relationships. 

These findings were particularly relevant to Barnardos, as our early years 

services are based in economically disadvantaged communities and these 

factors reduce the likelihood that children will make a positive transition to 

primary school’, 

A poor transition to primary school has long-term 

consequences for children. The evidence suggests that 

children who experience difficulties early on in school 

are less likely to do well in their later academic learning, 

and that these children have an increased risk of early 

school leaving. 

2 Keenanet al (1997); Lavigne et al (1998); 

McLeod & Shanahan (1996); McLoyd (1998)



The development of Tus Maith 

The service design process began with a review of the 

evidence in relation to the needs of children aged 0-5 

years and how best to optimise their developmental 

outcomes to ensure they are ready for school. Additional 

needs were identified for the children attending 

Barnardos’ services in areas of social-emotional, 

language and literacy development.The HighScope? 

model has been utilised for many years as the core 

curriculum in Barnardos’ early years’ services. 

REDI* was selected as an additional programme as it was proven to amplify the 

outcomes for children attending a HighScope service in the areas of social-emotional, 
language and literacy development. The inclusion of REDI afforded us with the 
opportunity to build on existing knowledge and experience whilst updating the 

programme to reflect recent research. 

The process of introducing Tus Maith across the agency was led by the Director of 
Children’s Services and supported by an assistant director with lead responsibility 

for Tus Maith. A dedicated coaching role was established to support staff in their 

implementation of the Tus Maith programme through the provision of training and 

centre-based observation of practice. Through this coaching role, staff teams received 
individualised responses to their training needs. The head of service design and a 

service design facilitator were also involved to offer support regarding the design, 

implementation and documentation of the programme. 

Two structures were established to support the design and introduction of the 

programme. A steering group was set up to oversee the development of the programme. 

Alongside this, an implementation group was established with members from the 
steering group and project leaders from each of the programme sites. This group 

provided a forum in which project leaders could exchange information, share their 

experiences of managing implementation and feed into the development process. 

 



The Theory 
Behind Tus Maith 
Tus Maith is informed by theories about how children learn and 
develop across the key dimensions of behavioural, educational, 
emotional, physical and social development (BEEPS), with specific 
reference to the skills they need to make a positive transition to 
primary school. This knowledge informs how we expect the work 
of Tus Maith to affect children’s learning and skill development, 
and it influences what we expect you, as a worker, to doin your 
sessions with the children. 

 



  

Social-emotional development 

  

The Theory Behind Tus Maith 

Research shows that social competence is an important factor in children’s 
education. Children with higher social skills are more academically 
successful, while poor social skills are a strong predictor of academic 
failure®. For instance, children with delayed social-emotional development 
entering school without the necessary self-control and friendship skills are 
more likely to have problems with emotional difficulties and behaviour. 
They are also more likely to develop negative relationships with their peers, 
to underachieve academically and to leave school early’. 

Research suggests that exposure to high levels of stress 

during childhood can alter stress response systems and 

negatively effect social and emotional development’. 

Research also states that economically disadvantaged 

children are particularly at risk of making a poor 

transition to primary school because of the greater 

number of risks they are exposed to. This exposure leads 

to ahigher chance of developing emotional, social and 

behaviour problems’. 

As the ability of young children to manage their 

emotions and behaviour and make meaningful 

friendships is an important prerequisite for school 

readiness and academic success, interventions in early 

childhood need to focus on developing children’s social- 

emotional competence, as well as on addressing any 

actual problem behaviour®. 

Language 

Language provides an important bridge between the 

emotion-driven life of infants and toddlers and the more 

thought-driven life of older children and adults. 

Having good language and communication skills helps 

children to gain mastery over their emotions. This is 

because children who are able to express their thoughts, 

needs and feelings are less frustrated. Generally, these 

children will have better self-control than others with 

poorly developed language skills. For this reason, 

expanding children’s language abilities helps them to 

think about their feelings and decide upon a coping 

strategy, rather than simply reacting to emotions. 

5 Webster-Stratton & Reid (2004); Connell & Prinz (2002) 

6 Alexander et al (1993) Gagnon et al (1995); Huffman et al (2000); O’Neil et al (1997) 

7 National Scientific Council on the Developing Child (2004) 

The preschool period is critical for language 

development. Children with good language and 

communication skills in the preschool years will find 

it easier to learn to read in school. In addition to this, 

they are better able to participate in conversations with 

teachers and peers, to play well with other children, 

to understand what peers and teachers say, and 

to negotiate in conflicts over toys or activity choices'®. 

In contrast to this, when children have delays in 

language ability, they will often lag behind in other 

domains of school readiness, such as literacy 

development, the ability to interact effectively with 
classmates and teachers, and the ability to form 

and maintain friendships. 

Both language and social- 
emotional skills facilitate a 
positive transition to school 
and research has illustrated that 
both these skills can be taught. 

Learning 

Educational theorists propose that learning and 

development occurs when young children interact with 

the environment and people. Learning which brings 

about a true change in thinking does not take place 

when children are simply told something. They must 

see and do things for themselves. 

8 Keenan et al (1997); Lavigne et al (1998); McLeod & Shanahan (1996); McLoyd (1998) 

9 Masten & Coatsworth (1998); Rutter (1987) 

10 Welsh et al (2004) 

11 Piaget (1955); Vygotsky (1978)
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The term active learning describes the interactive 

process between the learner and the environment. 

When children are actively engaged in the learning 

process, adults (or other children who are more 

developmentally advanced) encourage and challenge 

their thinking. 

Vygotsky referred to the gap between what the children 

can accomplish alone and what they can do with the 

help of an adult as the zone of proximal development. 

Other theorists” built on Vygotsky’s ideas and 

developed the concept of scaffolding. This refers to the 

assistance that is offered to a learner to enable them to 

bridge that gap, with the scaffolding being removed as 

soon as the learner no longer requires it. This is similar 

to children learning to cycle - at the beginning they may 

use stabilisers, then they may use only one stabiliser, 

and in time that is also removed. 

In your work, you can facilitate the children to become 

active learners by: 

® Supporting them when you interact with them 

@ Creating alearning environment that will 

challenge them 

@ Establishing aconsistent daily routine 

@ Doing ongoing assessments, identifying their 

educational needs and making plans to meet 

those needs® 

How children learn 

social-emotional skills 

Social-emotional skills can be taught'*. Much like the 

learning of cognitive skills, children move through a 

learning sequence as they master social-emotional 

skills. Initially, they learn to label emotions and to 

identify positive coping strategies. Later they learn to 

put these skills into action when they are experiencing 

strong emotions such as anger or frustration or are 

in the middle of a social conflict. This is a difficult and 

complex skill that requires a lot of supported practice. 

12 Donovan & Smolkin (2002); Jacobs (2001); Rasmussen (2001) 

13 Epstein (2007) 

Teaching social-emotional skills involves three steps: 

1. Adults show and tell the children what they can do 

to cope with strong emotions or problems. 

@ The children learn the names to identify emotions 

such as happy, sad, angry, scared, etc. 

2. Adults provide guidance and support, helping the 

children to practice the skills in real life. 

® The children learn how to calm themselves", to 

say how they feelin a given situation (for example 

“I feel mad because John took the Lego off me”) 

and to identify possible solutions. 

@ During this learning period, children are dependent 

upon adults to remind them to use askill and to 

demonstrate how a skill could be applied. 

@® With extended practice, children will internalise 

these skills and begin to use them automatically. 

Over time, their use of the skill moves from being 
awkward to automatic, much the same as you 

would see with teachers adjusting to a new 

programme, or with somebody learning a new 

sport or language. 

3. Adults support skill learning with feedback 

and reinforcement. 

@ Whenchildren are making their first efforts, 

encouragement is important to support 

their motivation, and to guide them in 

appropriate skill use. 

@ Feedback also helps children to see how 

using (or not using) social-emotional skills 

impacts on others?®. 

14 Domitrovich et al (2007) 

15 See page 52 for further detail 

16 Bierman et al (2004)



    

COUUUUUUUOUEE The Theory Behind Tus Maith 1 

  

Research into children’s language learning demonstrates 

that simple exposure to language is not always enough to 

promote language competence. For example, children do 

not learn to speak or understand well by watching television 

or by listening to adults speak to each other. The critical 

ingredientthat promotes children’s language growth is 

having conversations with adults?”. 

  

Children need to move and be active in many different ways 

for normative physical development to occur. 

The types of physical movement they need to engage 

in include’: 

» Locomotor (or non-anchored) movements, which involve 

transferring weight while moving. Most locomotor 

movements involve travelling from place to place by 

movements such as crawling, walking, hopping, jumping, 

running, leaping, galloping and skipping. These types of 

movement help to develop strength, flexibility, balance 

and timing using their large muscles (gross motor skills). 

@ Nonlocomotor (or anchored) movements are 

those carried out with any part of the body while another 

part of the body is anchored in place. Examples include 

pushing, pulling, twisting, turning, wriggling, sitting or 

raising one’s arms. This type of movement helps develop 

balance and coordination (fine motor skills). 

® Manipulative movements involve controlled use 

of the hands and feet. Physical abilities, such as grasping, 

opening and closing hands, waving, throwing, kicking, 

catching and trapping a ball with the feet are examples of 

manipulative movement. These types of movement help 

to develop fine motor skills and hand-eye coordination. 

17 Welsh et al (2004) 

18 Brotherson (2006)  



Overview of the Tus 
Maith Programme 
Tus Maith is an early years, centre-based programme 
offered to children aged 3-5 years living in areas 
of disadvantage. It aims to maximise opportunities 
for children to make a successful transition to 
primary school.  



    

  

Overview of the Tus Maith Programme 

Tus Maith is provided for approximately 3% hours a day for a minimum of four days per 

week. The programme operates during school term time. The number of children in each 

Tus Maith centre varies between 10-20 children (depending on the catchment area, 

centre size and staffing levels) and is in accordance with HSE preschool regulations. 

Tus Maith is particularly suitable for children whose parents face life or socio-economic 

challenges which can impact on the parent-children relationship and/or their 

parenting capacity. 

To meet the selection criteria for Tus Maith, the children’s 

development will be impacted in at least two of the 

following domains: 

: Educational 
Behavioural (language and literacy) 

Tus Maith is a service provided specifically for preschool children. If there are other family 

support needs identified using the Barnardos Assessment Framework (BAF), the children 

and/or parents will be referred to the relevant services in Barnardos and other agencies in 

order to meet those needs.  



14 

    

The outcomes 
The overall outcomes of Tus Maith are that the children 

will be ready for primary school and will develop the 

specific cognitive skills necessary for this transition. 

The sub-outcomes, which will facilitate the 

achievement of these overall outcomes, are as follows: 

Children can manage their emotions and regulate 

their behaviour. This will be evidenced by children 

being able to: 

Identify and name emotions 

Be aware of their own/others’ emotions 

Understand and express emotions 

Manage conflict and demonstrate empathy 

for others 

Children will experience positive relationships with their 

peers and early years’ staff. This will be evidenced by 

children being able to: 

Manage their emotions 

Play cooperatively 

Participate and take turns 

Solve problems 

Share 

Make positive choices 

Children will have the necessary comprehension, 

language and literacy skills. This will be evidenced by 

children being able to: 

Express and comprehend language 

Communicate effectively with peers and adults 

Recognise letters, numbers and symbols 

Process information and understand concepts 

Demonstrate developmentally-appropriate fine 

motor skills 

Children will have healthy physical development. 

This will be evidenced by children: 

@ Having the ability to perform simple self-care skills 

@ Having key gross motor skills 

@ Eating a range of healthy food in the centre
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The logic model 

A logic model, or theory of change, 

is how the components of the 

programme contribute to the 

achievement of the defined outcomes. 

A logic model is an hypothesis, which 

considers the connections between 

needs (situation), services (inputs and 

outputs) and outcomes (short, medium 

and long term)?’. 

Logic models are informed by the 

evidence, and are the translation 

of evidence into practice. They are 

an illustration of a programme’s 

theory of change, and how the 

day-to-day activities connect to 

the programme outcomes. 

Detailed on pages 16-17 is the logic model for Tus Maith. The 

situation for the children attending the service is that they 

live in environments with life or socio-economic challenges 

which are impacting on the parent-child relationship and /or 

parenting capacity. This is resulting in their being at risk of not 

meeting their behavioural, educational, emotional, physical 

or social developmental milestones. As a result of this children 

are not ready for school. Therefore, the overall outcome of Tus 

Maith is that the child will be ready for primary school and will 

develop the specific skills necessary for this transition. In order 

to achieve these outcomes, a preschool curriculum which 

supports children’s development is offered within an active 

learning environment by staff that utilise strategies specifically 

designed to create a positive learning environment.   19 Taylor-Powell & Henert (2008)



Situation 

Life or socio-economic 

challenges impact on the 

parent-child relationship 

and/or parenting capacity, 

resulting in children aged 

three-to-five years being at 

risk of not meeting some 

of their developmental 

milestones. As a result of 

this, children are not ready 

for school. 

Staff ratio 1:5 

Each child allocated 

key worker 

14 hours per week 

x 37 week programme 

TM manuals 

Puppets 

Coaching/ training 

Funding 

Tus Maith file 

Staff qualified to 

minimum NQF level six 

with HighScope and 

REDI supervision 

Outputs 

Initial assessment 

and monthly review 

and planning 

Active learning 

preschool environment 

Curriculum which support 

children’s development 

using the integration of 

REDI, HighScope and 

Barnardos’ Quality 

Framework 

Staff use coaching, 

induction and conflict 

resolution strategies 

to create a positive 

learning environment 

 



Outcomes 

Identify and name emotions 

Be aware of their own/ 

others’ emotions 

Understand and express emotions 

Manage conflict and demonstrate 

empathy for others 

Play cooperatively 

Participate and take turns 

Solve problems 

Share 

Make positive choices 

Express and comprehend language 

Children developing ability to 

communicate effectively with 

peers and adults 

Recognise letters, numbers 

and symbols 

Demonstrate developmentally- 

appropriate fine motor skills 
Children learning to perform 

simple self-care skills 

Children developing key gross 

motor skills 

Eating a range of healthy food 

@ Children can manage @ Children will be ready 

their emotions and for primary school 

regulate their behaviour and will develop 

the specific skills 

necessary for this 

transition 

@ Children have positive 

relationships with their 

peers and early years’ staff 

@ Children have the necessary 

emergent language, literacy 

and comprehension skills 

@ Children have healthy 

physical development  



The service components 

The Tus Maith programme components, which are the fusion of HighScope, REDI 

and the Barnardos Quality Framework (see figure 2 below), are specifically designed 

to target the defined outcomes. The Promoting Alternative Thinking Strategies 

(PATHS”°) lessons, dialogic reading, alphabet centre activities and a quality daily 

curriculum are offered in the context of a HighScope structured daily routine 

within an active learning environment. Coaching, induction strategies, adult-child 

interactions and conflict resolution are used to help the children to identify and 
regulate their emotions. 

High/Scope 

Barnardos 

Quality Framework 

REDI HighScope Barnardos’ Quality Framework 

1.Language and literacy 

@ dialogic reading 

@ alphabet centre 

@ sound games 

2.Social and emotional 

@ Active learning environment @® Barnardos Assessment 

@ Adult-child interaction Framework (BAF) 

@ Conflict resolution Needs-led outcomes-focused 

@ Daily routine services 

@ Curriculum: Evaluation 

@ pre-school PATHS 

extension activities 

3.Coaching strategies 

® social and emotional 

competence 

@ language and literacy 

1. Approaches to learning 

2. Social and emotional 

development 

3. Physical development and health 

4. Language, literacy and 

communication 

5. Mathematics 

6. Creative arts 

7. Science and technology 

8. Social studies 

Service design process 

Risk management: auditing 

and monitoring of quality 

Core skills training 

Technical assistance 

Files and record keeping 

Practice framework  



  

HighScope’! 

  

Overview of the Tus Maith Programme 

The HighScope model of preschool education is an early years care and 

education programme. It was originally developed by David Weikart”? 

and his colleagues in the 1960s for use in the HighScope Perry Preschool 

Programme and is still evolving today. It is based on research drawing on 

the child development theories of Jean Piaget?’ and Lev Vygotsky”, as 

well as the progressive educational philosophy of John Dewey”? and more 

recent work in cognitive-development psychology’®. 

Research has shown that HighScope achieves outcomes 

for children, including increasing positive self-esteem, 

improving their school readiness and their continued 

engagement with school. There is also evidence that 

these children achieve their developmental and 

learning potential?’. 

The HighScope Perry Preschool Study”* examined the 

preschool curriculum’s longitudinal influences on 

children. It has determined that the curriculum has 

achieved positive effects through to age 40 on school 

achievement, literacy, high school graduation, adult 

earnings, home ownership and lifetime arrest rates. 

The HighScope Preschool Curriculum Demonstration 

Project”? compared three different curriculum approaches: 

@ TheHighScope and Nursery approaches (both of 

which emphasise child-initiated activities) 

@ The Direct Instruction approach (which 

emphasises academic instruction) 

Initially all three approaches substantially improved 

intellectual performance, with the average IQs of 

children in all three groups rising 27 points. By age 

23 there were no significant differences in academic 

achievement or measured intelligence. However, 

noteworthy differences did appear in the area of social 

responsibility, with those participating in the HighScope 

curriculum performing significantly better than those in 

the Direct Instruction group. 

21 See page 25 for further info on HighScope. 22 Weikart et al (1978) 

23 Piaget & Inhelder (1969). 24 Vygotsky (1934/1962) 

25 Dewey (1938). 26 For example, Clements ( 2004); Goswami (2002); Smith (2002) 

27 Schweinhart (2003). 28 Schweinhart L. (2005) 

The core components and curriculum principles of 

HighScope that guides practitioners in their daily work 

with children are illustrated in the wheel of learning 

(see figure 3). Active learning*’ is at the centre, to 

highlight the importance of developing children’s 

initiative. Also at the centre are the 58 KDIs which are 

the building blocks of thinking and reasoning?!. 

The four quadrants represent your responsibilities as 

you work with children, supporting them to become 

active learners: 

@ Engaging in supportive adult-child interactions with 

specific encouragements and interaction strategies 

to help children solve problems and resolve conflict*? 

@ Creating a challenging learning environment 

through the introduction of clearly defined areas 

and plentiful materials which are shaped by 

children’s interests, matched to children’s abilities, 

accessible for children and encourage different 

types of play*? 

@ Establishing a consistent daily routine which 

incorporates the plan-do-review cycle and offers 

children both small group and large group time** 

@ Working together as a team** and both assessment 

and record keeping* which ensures that work is 

planned and meeting children’s needs. 

29 Weikart et al (1978). 30 See page 26 for further information 

31 See chapter 11 for further information. 32 See chapters 8 & 9 for further information 

33 See chapter 6 for further information. 34 See chapter 5 for further information 

35 See page 47 for further information. 36 See chapter 10 for further information 
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Figure 3: HighScope wheel of learning 

CM peca dice 
Interaction 

Interaction Strategies 
Encouragement 
Problem Solving 

Approach to Conflict 

Active Learning 
Initiative 

Key Developmental 
Indicators 

Daily Routine Learning 
Te Poe SMT Environment 

Small-Group Time Areas 
Large-Group Times Materials 

Storage  
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  REDI?’ 

The REDI (REsearch-based Developmentally Informed) 

programme supports children’s early social-emotional 

development by addressing their pro-social skills, emotional 

competency, self-control and social problem-solving*®. 

REDI is a programme which integrates the Preschool 

PATHS programme (which supports early social-emotional 

development) with dialogic reading (educational strategies 

focused on promoting language development and pre-reading 

skills by increasing children’s vocabulary), sound games 

(increasing phonological sensitivity through exposure to the 

oral word) and alphabet centre (creating print awareness 

through exposure to the written word). 

The programme components are thematically linked, with the 

content of each weekly lesson complementing and reinforcing 

the learning for children. 

Research demonstrates that children 

who participate in this programme are 

better prepared for the transition to 

primary school??. 

REDI fits with, and complements, the HighScope model 

already in place, as demonstrated by Domitrovich et al 

(2007) in Head Start*° classrooms that used acore 

curriculum including HighScope in the U.S.A. The addition 

of the REDI programme to the core curriculum resulted in 

increased outcomes for children’s direct skill acquisition 

(emergent literacy, social-cognitive skills) and generalised 

behavioural improvements (social competence, learning 

engagement and aggression). 

37 See page 26 for further information on REDI components. 

38 Bierman et al., 2007 

39 Domitrovich et al, 2007 

40 Head Start classrooms in the USA are designed to create the healthy 

development of low income children aged three-to-five years.  
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The study also demonstrated that reflecting language 

use and emotional support in the classroom predicted 

children learning in both language and social-emotional 

skill domains. Sensitive responding, rich talk and 

instructional support, in particular, were found to foster 

vocabulary growth which generalised language use at 

home and social competence in peer interactions. 

The REDI programme has four core components: 

1. Preschool PATHS"? is a teacher-taught social- 

emotional curriculum that is designed to improve 

children’s social competence and reduce problem 

behaviour. Preschool PATHS supports children to 

recognise and regulate their own emotions and to 

recognise and understand emotions in others. It 

teaches them a conflict resolution technique called 

the Turtle, which helps children to calm down and then 

engage in a constructive problem-solving process. It 

also has weekly lessons with extension activities and 

teaching strategies, which aim to maximise the benefit 

children accrue from the lessons. The Preschool PATHS 

Kid of the Day is selected on a daily basis, with each 

child getting a turn, to allow them to demonstrate 

responsibility as classroom helpers. 

2. Dialogic reading aims to promote children’s 

language skills and motivation to learn to read. It 

encourages children to get involved in the telling of the 

story, so that book reading becomes a conversation 

about the story between the adult and the children. The 

themes in the book are then extended in small group 

activities that provide children with more opportunities 

to have meaningful conversations with adults. 

3. Sound games aim to build phonological awareness, 

which is the ability to listen to, and recognise, the units 

of sound in spoken language. These games, which are 

based entirely on spoken language, focus on supporting 

the children to recognise, and eventually manipulate, 

the individual sounds in the spoken words. 

41 © 2012 Celine E. Domitrovich, Ph.D., Mark T. Greenberg, Ph.D., 

Carol A. Kusché, Ph.D., Rebecca C. Cortes, Ph.D. 

4. Alphabet centre increases the children’s letter 

recognition by providing activities that help them 

to identify upper and lower case letters of the 

alphabet, which is one of the many building blocks 

of pre-reading skills. 

PATHS lessons and dialogic reading 

lessons are thematically linked 

and directly focus on helping 

children develop stronger social- 

emotional, language and literacy 

skills, adding to and strengthening 

outcomes for children in HighScope 
School Ready Domain categories 

‘two’ (language literacy and 

communication) and ‘three’ (social 

and emotional development). 

REDI contains teaching and coaching strategies to 

optimise emotion coaching. This approach uses praise, 

warm involvement and induction strategies (see page 

49 for further detail) to enhance positive classroom 

management by increasing emotional awareness and 

social problem-solving dialogue*. 

42 See chapter 9 for further information.
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The Barnardos Quality Framework 

While HighScope and REDI provide the content, routine 

and guidance on developmental indicators for Tus Maith, 

the Barnardos quality framework underpins the work by helping 

to ensure that the children are attending the right service to meet 

their needs, that these needs are consistently reviewed, and that 

the direction of work keeps pace with the children’s needs. The 

Barnardos quality framework ensures that your service is needs- 

led and outcomes-focused. 

The framework incorporates the 

Barnardos Assessment Framework; 

a standardised Tus Maith file and 

record keeping system; an active case 

management system; training; technical 

assistance; evaluation; and auditing and 

monitoring of the quality of practice. 

  
   



The Tus Maith 

Gel dareeiielea 
Tus Maith uses a quality curriculum on 
a daily basis to maximise the outcomes 
for children. This curriculum includes 
HighScope, PATHS lessons, extension 
activities, alphabet activities, sound 

games and dialogic reading teaching 
plans for each week of the Tus Maith 
programme. Full detail is available on 
the curriculum content in the Tus Maith 
curriculum manual. 

 



    

The Tus Maith Curriculum 

HighScope 
The HighScope curriculum content is organised under 
eight content areas each with key development 
indicators (KDIs) - the building blocks of thinking 
and reasoning at each stage of development. 
Table 1 details the 58 KDIs under each content area*?. 

Table 1: The HighScope Preschool curriculum content areas and KDIs 

ares) 

  

Content area .     
Approaches to learning Initiative, planning, engagement, making choices 

and plans, problem-solving, use of resources 

and reflection. 

_ Social and emotional development Self-identity, sense of competence, emotions, 

empathy, community, building relationships, co- 

operative play, moral development and engaging 

in problem-solving during social conflict. 

Physical development and health Gross motor skills, fine motor skills, moving 

freely and moving in response to directions, body 

awareness, personal care and healthy behaviour. 

Language literacy and communication Comprehension, talking about experiences, objects 

and events, listening to and making up stories, 

vocabulary, phonological awareness, alphabetic 

knowledge, reading, concepts about print, book 

knowledge, writing and emerging language and 

literacy acquisition. 

Mathematics Numbers, words and symbols, counting, part- 

whole relationships, shapes, spatial awareness, 

measuring, units, patterns and data analysis. 

Creative arts Art, music, movement, pretend play and 

appreciating the arts. 

Science and technology Observing, classifying, experimenting, predicting, 

drawing conclusions, communicating ideas, 

natural and physical world and tools 

and technology. 

Social studies Diversity, community roles, decision-making, 

geography, history and ecology. 

43 See chapter 11 for further information. 
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The HighScope Preschool Curriculum is based on the 

theory that young children ‘construct’ their knowledge of 

the world**. This means learning is not simply a process of 

adults giving information to children, rather that children 

actively participate in the learning process. Children 

discover things through direct experience with people, 

objects, events and ideas. This approach is called active 

participatory learning - a process in which both teacher and 

children are partners in shaping the learning experience. 

Active participatory learning has five ingredients: 

1. Materials: diverse, age-appropriate materials are 

available, which are appealing to all the senses and 

may be used in various types of play, such as sand, 

blocks or water. 

2. Manipulation: children make discoveries through 

direct ‘hands-on’ and ‘minds-on’ contact with 

these resources. 

3. Choice: children choose materials and play partners, 

and plan activities according to their interests 

and needs. 

4. Child language and thought: children communicate 

verbally and nonverbally as they think about their 

actions and modify their thinking to take new 

learning into account. 

5. Adult scaffolding: adults support children’s current 

level of thinking and challenge them to advance to 

the next stage*°. 

Preschool PATHS 

The Preschool PATHS programme contains four puppets: 

Twiggle the turtle, Henrietta the hedgehog, Daphne the 

duck and Duke the dog. The purpose of these puppets is to 

help the children to portray their feelings and to bring the 

storybook characters and lessons tolife. 

The full Preschool PATHS programme consists of 37 weekly 

lessons divided into eight units*”, each containing a 

number of lessons. One lesson is delivered each week. The 

programme plan for each week can be found in the Tus 

Maith curriculum manual. What follows is a summary of 

the PATHS programme to support you in its effective use: 

44 Hohmann & Weikart, 2002 

45 Epstein, 2007 

46 See Domitrovich et al (2004a & 2004b) for further information 

on Preschool PATHS programme. 

47 Unit nine advanced feelings is optional. 

  

Lesson goals are the overall things you want to 

achieve during that week’s lesson. For instance, 

the goals of lesson nine, compliments, are to 

develop the children’s pro-social skills, to encourage 

children’s support and respect for each other, 

to enhance children’s self-esteem and to help 

children recognise the positive feelings associated 

with giving and receiving compliments. 

Objectives are steps which the children should take to 

meet the overall goal of the session. For example, one 

of the objectives for lesson 9 is that the children will 

demonstrate the ability to give a simple compliment to 

one of their classmates. 

Notes for the worker gives ideas and hints that are 
useful for you to consider when delivering the lesson. 

This will help ensure each of the children receives the 

maximum benefit from the lesson. Forinstance, one 

of the goals of lesson 27 is to reinforce that children 

have the ability to solve their own problems. Similarly, 

lesson 19 suggests you conduct the session at a quiet 

and peaceful time of the day as it aims is to teach the 

children about the feeling relaxed. 

Materials required outlines the materials you will need 

to carry out the lesson, such as the Preschool PATHS 

puppets, feelings chart, paper and pens. This section 

also contains the pictures and instructions you will need 

for this lesson. 

   setting the stage details anew strategy to begin 

the lessons, “for example bringing the children together 

to play ‘Ring around the Rosie’ - when the children fall 

down they are sitting ina circle, each child is in their 

own space and is ready to begin the lesson. A different 

example comes from lesson 13, whichis all about 

the feeling mad. Setting the stage involves having 

Twiggle and one of the other Preschool PATHS puppets 

argue over atoy. 

Lesson dialogue outlines the actual lesson - the things 

you should say and do. 

  

ition notes suggest activities you can do with the 

children as they move to the next activity. For instance 

in lesson 12, my feelings, the objective is for the children 

to accept that all emotions are ok, so the suggested 

transition activity is to hold up one of four feeling faces 

for each child and have them identify the face as they 

transition out of circle time. Then you ask the children if 

itis ok to have that feeling. 

Trans



  

detail possible things that you 

can do with the children during that week to extend 

their learning opportunities. Extension activities can 

be songs, books, table or quiet games, active games or 

cooking activities. For instance in lesson 6, the aimis to 

help children recognise the facial expressions and body 

postures associated with feeling happy. A suggested 

physical extension activity is a game called ‘giggle time’. 

In this game one child stands in the middle. All the 

children in the circle have to try and make the person in 

the middle giggle by making funny faces. 

1s are materials you can send 

home with the children to inform parents of what their 

child is learning. For instance, lesson 30, which teaches 

the children about the feeling frustration, suggests 

sending home a parent handout telling parents what the 

children are learning, and suggesting an activity which 

the parents and children can do together for the parents 

to help their children when they are feeling frustrated. 

d provides an overview of the next session 

so that you can begin to prepare both yourself and the 

materials you will need to deliver the lesson. 

Extension activity 

Use hands-on activities. For example, ifthe 

dialogic reading lesson is about being cold 

you can give the children ice cubes so that they 

can experience what itis like to be cold. 

Incorporate the children’s interests. For example, 

if the children are interested in cars, incorporate a 

car theme into the extension activity. 

Take some time during planning to ensure that 

you have all the materials that you need. 

48 See Gest et al (2010) for further information on dialogic reading. 

  

The Tus Maith Curriculum 

Dialogic reading is an interactive method of reading with 

children. The basic purpose is to actively involve children 

in the telling of the story, so that reading becomes a 

conversation. Dialogic reading and extension activities 

promote children’s language skills, including vocabulary 

and grammar, and may also promote children’s 

motivation to learn to read. 

Each week you, or amember of your team, will read a 

set book twice, a second book with a similar vocabulary 

once and a prop book, consisting of labelled illustrations 

of the week’s props, once. The books for dialogic reading 

have been specifically selected to reinforce the themes 

of the circle time lesson. The Tus Maith curriculum 

manual contains a list of all the dialogic reading lessons. 

Each dialogic reading lesson is divided into 

five sections: 

Anintroductory page detailing the two books to 

be read, the props to use and the vocabulary 

to focus on. 

Aset of scripted prompts for reading each book. 

A description of three extension activities, the 

materials needed for each, and an example of 

the type of dialogue that you should strive for 

during this time. 

A list of ways you can enrich different centres in the 

classroom to encourage the children to incorporate 

themes from dialogic reading into their play. 

Tips for expanding the topic and providing new 

challenges in the form of extension activities. 

A looking ahead section to facilitate the instructions 

for preparation for the next lesson. 
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Practical 

ts 

  

Story time 

Children can find it difficult to engage at reading 
time for a number of reasons. The following strategies 

may facilitate you to actively engage the children 

in the activity: 

® Use your voice - changing both pitch and tone 

according to the story can capture children’s 

attention much more than simply reading 

the text. 

®@ Use soft touch to draw the children back to 

the activity. 

® Atthestart of the story, strategically place 

yourself beside children who may need extra 

support in order to engage. 

® Strategically position the children, perhaps 

separating those who may be a distraction to 

each other. 

® Ask questions as you read, bringing the children 

into the story with you. 

Alphabet activities* 

The goal of the alphabet activities is to help the children 

identify the uppercase and lowercase forms of letters. 

Alphabet activities take place in the alphabet centre in 

the classroom, beginning in the third week of the school 

year. The alphabet activities are designed to take about 

10-15 minutes. Children should be encouraged to visit 

the alphabet centre during work time every week to 

complete that week’s alphabet activity. 

49 See Lakeshore and Prevention Research Centre (2008) for further information 

on alphabet activities. 

During the first two weeks of alphabet activities (which 

take place in weeks three and four of the curriculum) your 

focus will be to introduce the concept of letters through 
group projects. These ‘setting the stage’ activities will 

help the children begin to make connections between 

the printed form of the letter and the letter name. 

From the fifth week, you will use the alphabet centre 

to introduce the children to one new letter per week 

through explicit letter activities. 

® Onthe first teaching day of the week, you will 

introduce the new letter during morning circle time. 

Examples of how to introduce each letter are given 

in the Tus Maith curriculum manual. You may choose 

to customise the letter introductions to fit your 

classroom plans. 

@® When children visit the alphabet centre, point out 

the new letter on the letter wall (made from wood, 

plastic or laminated letters) and show the uppercase 

and lowercase forms of the letter. You can also 

write the lower and uppercase letter of the week 

on address labels to stick on children’s jumpers 

before going home. This will help them to begin a 

conversation at home about the work they did 

in school. 

® You then explain the letter activity of the week - 

alist of activities is given in the Tus Maith 

curriculum manual. 

® Inaddition to the alphabet activities, you should take 

the opportunity to point out the printed form of the 

letter throughout the week or get the children to 

decorate letters. 

@® Lakeshore Picture Library Cards, which are provided 

in your Tus Maith packs, should also be used in the 

alphabet centres.



  

Sound games 

  

The Tus Maith Curriculum 

The sound games aim to build phonological awareness, which is the ability to listen to, 

and recognise, the units of sound in spoken language’. The sound games are divided into 

units, which are delivered in order as each unit builds on the previous one. Table 2 provides a 

description of each of the sound game units. The sound games are delivered three times 

a week to provide children with multiple opportunities to practice . 

Table 2: Sound game units 

  

Listening 

Rhyming 

Words & Sentences 

Syllables 

Alliteration 

Phonemes 

Review 

50 Gest & Gest, 2010 

Description 

Children learn to follow simple directions: listen for specific sounds and specific 

sequences of sounds, and follow multiple step directions. 

Children are introduced to the concept of rhyming. In early lessons, you read 

rhyming stories and poems. Gradually children are asked to identify rhyming 

words and eventually to try to generate rhyming words. 

Children identify which of two words is longer, identify how many words are ina 

sentence, and learn about compound words by blending two words together to 

make a compound word. The children also learn about separating a compound 

word into its two separate words. 

Children clap out the syllables or parts of words, and then play games that 

involve separating words into syllables and blending syllables together 

to make words. 

This unit introduces the children to activities in which the initial sound of 

several words in drow is the same. 

Children identify the beginning and ending sounds of words, then learn how to 

take apart words into individual sounds (segmenting) and how to put together 

sounds to make words (blending). 

During this time you repeat phoneme activities to support children in learning 

the skill. Some children will require multiple repetitions to develop the ability to 

identify sounds. 

 



The Tus Maith 

Daily Routine 
In the Tus Maith daily routine the REDI 
components are infused into the HighScope 
daily routine. This routine gives the children a 
sense of structure and security, which allows 
them to make choices, take risks and to 

develop as active learners. 
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The core routine”: 

The core components of the Tus Maith daily routine are listed in figure 4 below, which provides a 

suggested routine. Whilst it is important that each of the activities take place during the Tus Maith day, 

there is some flexibility with the running order of small group, large group, dialogic reading and outside 

times, so the order of them may be changed to meet the needs of the individual children you are 

working with. The only exception to this is circle time (as it always takes place at the beginning of 

the day) and planning time, work time and recall time (which always happen together in the 

plan-do-review sequence). 

Figure 4: Illustration of the Tus Maith programme - the fusion 

of the HighScope and REDI curriculum using a sample routine 

Arrival and snack 

Circle time — PATHS 

Planning time Alphabet activities 
e 

  

Work time 

el (Yer OF Maal 

Recall/review time 

eee Small group time 
e 

e *e e Outside time e 

Dialogic reading time 
e 

e 

. Mealtime Extension activities 

@ 

Large group time 

Key: 

Home time 

  

delivered at — 

any tt 

> H Ig W Scope 51 More information on specific aspects of the daily routine, such as Kid of 

: the Day, dialogic reading and sound games, can be found in the 

Tus Maith curriculum manual. 
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Arrival time 
At arrival time, parents drop their children to the centre. 

Alternatively, you may collect the children at home, 

so they will arrive with you on the bus. It is important 
that you welcome the children warmly, as this sets the 

tone for the rest of the day. You should encourage the 

children to take responsibility for their belongings. For 

instance the children can hang their coats on the pegs. 

Offer the children breakfast or a snack and encourage 

them to use this as an opportunity to spend time talking 

with others or playing with materials of their choice until 

all of the other children have arrived. 

Circle time 

You should pick the Preschool PATHS Kid of the Day? 

and deliver the Preschool PATHS lesson at circle time. 

The alphabet centre letter of the week may also be 

introduced here. 

The plan-do-review sequence 

is central to the HighScope 
curriculum. It generally lasts for one 

hour and is dedicated to a planning, 

work and recall sequence. 

Planning time 

Planning time takes about 10-15 minutes. During this 

period, children plan which area they will play in, what 

materials they want to work with and who else will be 

involved. The children then share their plans with an 

adult and possibly other children in their group. Your 

role in planning time is to ask open-ended questions 

and listen attentively so children can share their plans. 
On occasions you may attempt to verbalise children’s 

gestures to support them in explaining their ideas. You 

repeat children’s plans and provide opportunities for 

children to think about how they are going to carry out 

their plans. Planning is different from simply making 

a choice because it purposefully involves children 

developing specific ideas about what they want to do, 

how they will do it, who they will do it with, etc. 

  

Practical 

ile 

Preparation for sessions 

  
52 The Preschool PATHS Kid of the Day is selected on a daily basis, with each 

child getting a turn, to allow the children to demonstrate responsibility 

as classroom helpers.
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Work time 

This is the ‘do’ part of the plan-do- 

review sequence where children carry 

out their plan either alone or with 

others. Throughout this time children 

pursue their self-initiated interests and 

plans, while you become involved in 

their play and scaffold their learning. 

This period lasts between 45-60 minutes, including clean-up. 

Alphabet activities are available during work time. 

Your role in work time is to observe children’s engagement 

in their activities and take part in activities with the children, 

following children’s cues about the content and direction 

of play. Throughout the ‘do’ stage, you should be sensitive 

to signs from children about when to get involved with 

their activities and when toleave them to carry out work 

independently. You support children to solve their own 

problems, such as how to join two objects together. 

In terms of social disagreements, you can help children to 

use the problem-solving approach to conflict. Clean up takes 

place at the end of work time. During clean up, you and the 

children work together to return materials and equipment 

to their storage spaces and, when appropriate, find display 

space for children’s personal creations. 
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Recall time 

This is the ‘review’ part of the plan-do-review sequence, 

which follows work time and takes 10-15 minutes. Children 

meet with the same adult and small group of children with 

whom they planned, to share and discuss what they did 

and learned during work time. Young children will often 

recall the last thing they did as itis freshest in their minds. 

As children develop, they become able to hold onto images 

and ideas in greater detail and for longer periods of time. 

Therefore, during their time in Tus Maith, their ability to 

recall the sequence of what they did at work time increases. 
Your role in review time is to ask the children to describe 

what they did and any materials and objects they used. 

Adults ask probing, open questions to provide children 

with a chance to recall further details. You can help make 

connections between plans children made and what they 

did, and can ask children to describe problems they solved 

during the ‘do’ stage of the sequence. 

Dialogic reading time 

The dialogic reading lesson is carried out during reading 

time and takes 15-20 minutes, using one of the 

standardised programme texts™. 

Small group time 
This is the segment of the daily routine in which a group 

of four to six children meet with an adult, to work with 

materials selected by the adult. During small group time 

children experiment, explore, create, solve problems or use 

the materials in their own individual ways. As children work, 

you support them in pursuing their ideas and observe and 

listen to the ways children play and converse. Sound games 

and extension activities can be introduced at this time. 

Large group time 

During large group time, which lasts 10-15 minutes, all 

of the children and adults do something together (such 

as movement and music activities, sing, tell stories and 

share experiences). This common experience helps to 

build the children’s sense of community. It is a good time 

to introduce new materials and experiences or to solve 

problems together as a group. Sound games and extension 

activities can also be introduced at this time. 

Outside time 
You should also build in fun outdoor time for 30-40 minutes 

d day as this presents many opportunities for learning (in 

physical and other domains of development). This should 

involve vigorous, noisy play in the fresh air. Sound games 

and extension activities can also be introduced at this time. 

53 See Tus Maith Curriculum Manual for further detail. 

  
  

Transition times 
Transition times are when children experience a change in 

activities, places or people. They occur at different stages 

of the day. Transitions may involve a change in activity or 

a shift in location, and they provide opportunities for the 

children to learn while the transition is taking place. It is 

important that you and your team work well together and 

are prepared for transition times, as they can be difficult 

to manage for many reasons. For instance, children may 

be excited to move to the next activity, reluctant to leave 

the current activity, or different children may be ready at 

different times. The Preschool PATHS lessons also include 

suggestions for transition activities. 

Practical 

ails 

Transition times
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Meal times 
Meal times provide an opportunity for the children to enjoy 

healthy eating, and to learn about different foods and their 

likes and dislikes. They also provide a space to relax and talk 

with their friends, which can create a shared, secure sense 

of community amongst the children. Meal times occur 

twice during the Tus Maith daily routine, as the children 

have breakfast at 9.30am approximately and dinner at 

12pm approximately. 

Departure time 

At departure time, parents collect their children or the children 

are dropped home. Where parents are collecting the children, 

you should welcome the parents into the room and encourage 

the children to show them the work they have done that day. 

You should also encourage the children to gather their own 

belongings and put on their coats. While the children are 

gathering their belongings, you can take the opportunity to 

chat with the parents. If children are being dropped home, 

thought should be given as to how you can help the children 

prepare for the transition to the bus to go home. 

 



The Tus Maith 

Environment 
Providing an optimal environment is a 
key component of Tus Maith, as the right 
environment can stimulate children’s 
senses. A safe, consistent, welcoming and 

encouraging environment also encourages 
positive behaviour, as children feel secure 

and know what to expect. 

 



  

What does the Tus Maith 

environment look like? 

It is welcoming and accessible: 

@ The space is aesthetically pleasing, planned 

and organised. A visual timetable of the daily 

activities provides children with a sense of routine 

and security. 

@ Materials are stored in open or transparent 

containers. Children can find the materials they 

want to use, can reach them and can return them 

when finished. 

@ Children can see the different areas of the classroom 

and move through them easily. 

@ Natural light is utilised, for example children read in 

an area located near a window. 

It is interesting and diverse: 

@ There are plenty of materials for all of the children 

to play with. 

@ The materials are in a range of colours and textures. 

Natural materials are used as far as possible. 

The materials are varied and reflect the age, 

developmental stage, gender, family lives and 

culture of those participating in the programme. 

For example, there are pictures of apartment blocks 

as well as houses on the walls; there are chop sticks 

in the home area and the inclusion of a builder’s hat 

in the dress up area, as well as toy / model caravans 

in the Traveller preschools. 

@ The classroom encourages different types of play 

for children. 

It is flexible: 

® Children can experiment with play, moving things 

from one area of the classroom to another. 

54 See HighScope family diversity classroom checklist, page 51 ‘Essentials of active 

learning in preschool’, A Epstein (2007a) for further information. 

  

The Tus Maith Environment 

Materials within the spaces are plentiful and open 

ended. Open-ended materials can be used in many 

different ways, thereby encouraging the children to use 

their imagination. In addition, having a variety of similar 

materials supports children to make choices and solve 

problems in different ways. For example, having a variety 

of sticking tapes and strings allows children to decide 

what the best way to join two objects together is. 

It is well laid out: 

@ Indoor and outdoor spaces are divided into well- 

defined activity areas which reflect the children’s 

natural interest areas. These areas have simple 

name, which make sense to the children and 

which are defined by low boundaries, such as 

low shelves, furniture and carpeting. In outdoor 

spaces, areas can be divided by different types 

of surfaces or naturally occurring boundaries, 
such as trees. 

@ Table 3 details different activity areas and 

gives examples of the materials which can be 

found there. 

@ Itis worth considering the number of areas 

relative to the space available to ensure there are 

not too many distinct areas for the children. 

@ Eachareais labelled with a large sign, which may 

display an actual object that is found there.



Table 3: Different activity areas in the Tus Maith environment and sample materials* 

Alphabet centre 

Art area 

Block area 

Computer area 

Home corner 

Maths and science area 

Music and movement area 

Outdoor area 

Reading and writing area 

Sand and water area 

Toy area 

Letter bucket, letter wall, and wood, plastic or laminated letters. 

Paint, paint brushes, sponges, toothbrushes, scissors, string, rubber bands, glue, clay, 

play dough, buttons and pipe cleaners. 

Large hollow blocks, unit blocks, small blocks, steering wheel, small cars and people. 

Computer with keyboard, mouse and age-appropriate computer games. 

Telephones, old clocks, tool box, vacuum cleaner, baby equipment, dolls, beds, child-sized 

appliances and kitchen ware. 

Measuring cups and spoons, beads and string, play money, board game with 

dice and timers. 

CD player, recordings representing a variety of different styles and cultures, microphone, 

earphones, instruments, scarves, ribbons, hoops and sticks. 

Climbers, swings, slides, tricycles, scooters, wagons, balls and gardening equipment. 

Pencils, crayons, erasers, old keyboard, rulers, different kinds of paper, assorted published 

books, homemade and child-made books. 

Sand table with shovels, spoons, sifters and strainers, pine needles and bird seed. Water 

table with kitchenware, squeeze bottles, funnels, pump and measuring cups. 

Nesting and stacking toys, beads and strings, Lego, pegs and peg boards, puppets, 

miniature animals, puzzles and simple card games. 

 



  

Practical 

athe 

  

Activity areas and materials 

@ Incorporate seasonal changes into the home 

area. For example, at Christmas put up a small 

Christmas tree. Place arm bands, swimming 

towels, buckets, shovels and sun cream there in 

the summer. 

@ During the last term, place school uniforms with 

the dressing-up clothes in the home area, as this 

provides children moving on to primary school 

the opportunity to try on a uniform and get 

comfortable with it. The use of lunch boxes and 

beakers at meal times will also prepare children 

for this transition. 

@ Where possible, include a special interest area 

in your space, as this allows you to respond to 

seasonal events or particular interests of the 

children. For example, you could create a nature 

table in autumn. 

@ Use a variety of ways to label the different areas 

and materials to ensure they can be understood 

by the children, for instance using pictures, words, 

photographs, drawings, tracings of the material or 

samples of the items (such as a scissors taped to a 

piece of cardboard). These labels help the children 

to find what they need to carry out their plans and 

let them know where to return things. This will 

help young children take the initiative and develop 

asense of confidence and independence. It also 

frees you to spend your time in more meaningful 

interactions with the children. 

@ Use containers the children can see into and 
handle. Containers with open tops or see-through 
sides make it easy for children to find what 

they need. 

Introducing new materials: 

@ New materials are introduced to the learning 

environment based on children’s ideas and staff 

observations of children’s interests. 

@ New materials are introduced to the children 

before they are placed in an area (during circle 

time or small group time). 

55 See HighScope sample materials list, pages 47-51 ‘Essentials of active 

learning in preschool’, A Epstein (2007a) for further information. 

  

The Tus Maith Environment 39 

Reviewing, planning 

and maintaining the 

Tus Maith environment 

The organisation and maintenance of the environment 

is a key part of your role. Review the equipment and 

layout on a regular basis to ensure that it is meeting 

and reflecting the abilities, needs and interests of 

the individual children and the group as a whole. For 

example, in one Tus Maith centre a child brought in 

some CDs. The staff set up an area with a CD player 

where the children could play the CDs and dance along, 

thereby expressing their interest in music. Alternatively, 

achild may not venture into the home corner but they 

may have a keen interest in dogs. You might place a dog 

soft toy in the home corner to build on this interest and 

draw them in there. 

Itis important to routinely seek input from the children 

about their experience of the environment. You can do 

this directly by asking them what they think of different 

areas or materials, or indirectly by observing the areas 

they access on a regular basis and their response (both 

emotional and physical) to areas or materials. 

You and your colleagues are responsible for ensuring 

materials are safe, clean and well maintained. You 

should restock supplies regularly to decrease children’s 

frustration if items are unavailable. If you notice items 

that need to be replaced, materials that are running 

low or you have a suggestion for a new material, let 

your manager know. It can also be useful to involve 

families in replacing materials which are accessible 

at home, such as buttons, empty cereal boxes or old 

clothes. Remove broken or damaged items from the 

shelves and talk to your manager about any safety 

issues that you observe. 

@ Involve children in decisions about where new 

materials should be stored and how to label the 

new material. 

  
 



How Children Become 

Involved with Tus Maith 
Identification of children 

Children are referred to Tus Maith either by their parent 
or by a third party*° (for example public health nurse, 
social worker or GP). When a referral is received, the project 
manager contacts the parent, acknowledging the referral, 
telling them about Tus Maith and organising a time for 
a worker to meet with them. 

56 The term parent is used throughout this manual . | 

to represent parent(s) and carers.  



  

The purpose of this meeting with the parents is to 

gather initial information about the children in order 

to ensure that places are given to children who are not 

reaching their developmental milestones, as these are 

the children who will benefit most from the Tus Maith 

service. Once gathered, this information is recorded on 

the Tus Maith allocation form*’. 

Allocation of places 

For children to participate in the programme, 

they must live in your project’s catchment area and 

their development must be impacted in at least two 

of the five BEEPS domains (behavioural, educational - 

language and literacy, emotional, physical and social). 

Tus Maith is not appropriate for children with moderate- 

to-severe learning difficulties, as it will not meet 

their needs. These children may require a more 

specialised service. 

Insome projects, due to a high number of referrals, 

a referrals meeting will be carried out to agree the 

allocation of places to the service. 

If it is decided that a child would benefit from 

participating in Tus Maith, your project manager 

will contact the parent, inviting the child onto the 

programme. Parents must sign the consent form and 

the working together agreement before their child 

participates in the Tus Maith service. 

Initial assessment of children 

Once children are allocated a place in Tus Maith, you or 

one of your colleagues will meet with the family to carry 

out a Barnardos Assessment Framework (BAF) stage 1 

assessment. The assessment gives a reflection of the 

children’s development across the BEEPS domains. 

The purpose of this assessment is to consider the 

individual needs of the child and to plan how these 

will be met by Tus Maith®. 

57 See page 56 for further information. 

58 See page 56 for further detail. 

59 See page 43 for further detail. 

60 Number varies depending on staff-child ratios, which 

differ across Barnardos’ services. 

  

How Children Become Involved with Tus Maith 

Intake of children 

Prior to the programme beginning you will be 

assigned as key worker®? for between five and eight 

key children. This means you will be responsible for: 

@ Monitoring the children’s progress and making 

plans to ensure their needs are met. 

@ Maintaining the children’s files and records". 

@® Communicating with their parents®. 

@ Responding to any requests for information from 

other professionals, attending case reviews and 

making any necessary referrals in consultation 

with your manager and the parent®’. 

@ Recording and reporting any child protection 

concerns in accordance with Barnardos’ 

child protection policy. 

61 See chapter 10 for further detail on record keeping. 

62 See page 46 for further details on the relationship between staff and parents. 

63 See Barnardos’ Active Case Management guidelines for further 

information (Barnardos, 2008a). 

 



Relationships 
The relationship between staff and children 

The relationship between you and the children is 
one of the most important elements of the Tus Maith 
programme, as it is fundamental to the way in which 
children experience, make sense of, and learn about 

the world in which they live. Therefore, the building 
and maintenance of positive relationships needs to 
receive ongoing attention. 

 



  

You play a vital role in Tus Maith and are central to 

children successfully achieving their developmental 

outcomes by offering: 

@ Aclear, consistent daily routine for the children, 

  

delivering all of the Tus Maith components, thereby 

giving the children a sense of structure and security 

which allows them to make choices and take risks. 

A safe, consistent, welcoming and encouraging 
environment for the children. Have clear activity 

areas and an abundant supply of diverse, age- 

appropriate materials which are appealing to all the 

senses and allow for open-ended play 

A warm and supportive relationship with the 

children, as this is fundamental to the way in which 

children experience, make sense of and learn about 

the world in which they live. 

Scaffolding. You play a key role as part of the 

scaffolding structure in the children’s lives in the 

zone of proximal development. 

Conversations with the children which will promote 

their language growth. You will use natural 

teaching opportunities to extend conversations 

with the children, infusing these exchanges with 

new vocabulary, such as at meal times speaking 

about what they like to eat, naming vegetables and 

where the vegetables grow. 

Support for the children to move through the 

Tus Maith environment and engage in the varied 

activities to encourage their physical development. 

As a healthy diet is essential for physical 

development, you will encourage the children to 

eat healthy food. 

Support for the children to develop their social- 

emotional competence and their language skills, 

giving them vital life skills and preparing them for 

a positive transition to primary school. 

64 See page 10 for further information. 

Relationships 

Role of the key worker 

You will be allocated as key worker for a small number 

of children. For these children, you will pay particular 

attention to developing a close relationship with them 

in which you can provide warm and sensitive care. 

Your role as key worker includes®: 

@ Enabling the children to develop close emotional 

ties with a caring adult 

@ Keeping the individual children in mind 

when decisions and plans are being made, 

thinking about their circumstances, needs 

and preferences 

@ Developing good working relationships with the 

children’s parents 

@ Providing concentrated attention and shared 

experiences with a close adult 

@ Observing, analysing and recording the children’s 

developmental progress 

@ Developing and implementing child-specific 

plans into the group context 

65 For further information please see Day et al (2006). 
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Understanding the three-to-five 

year old child 

Three-to-five year old children want to touch, taste, smell, hear and 

test things for themselves. They are eager to learn. They learn by 

experiencing and by doing. Preschoolers learn from their play. They 

are busy developing skills, using language and struggling to gain inner 

control. Preschoolers want to establish themselves as separate from 

their parents. They are more independent than toddlers. They can 

express their needs, since they have a greater command of language. 

Children aged between three and six years have an increased capacity 

for language and enquiry, increasing ability to understand another 

point-of-view and are developing interests in representation and 

symbols, such as pictures numbers and words®. Like toddlers, they 

experience frustration, but have a growing capacity for coping with 

change. Children at this age have an increased ability to plan their 

activities and are developing an awareness of themselves as learners. 

Fears often develop during the preschool years. Common fears include 

new places and experiences, and separation from parents and other 

important people. You can expect preschool children to test the limits 

over and over again. They might use forbidden words and may display a 

range of difficult behaviours. Preschoolers may still have trouble getting 

along with other children and sharing may still be difficult. Because of 

their developing imaginations and rich fantasy lives, they may have 

trouble telling fantasy from reality. They may also talk about imaginary 

friends. Preschoolers need clear and simple rules so that they know the 

boundaries of acceptable behaviour. 

@ Emotional development: 

During ages three-to-five years, preschoolers start to develop an 

awareness of the thoughts, feelings and motives of themselves 

and others. Preschoolers’ growing appreciation of others’ possible 

internal states supports them in communicating and problem- 

solving with others®’. 

@ Exploring the world by asking questions: 

As preschoolers explore their environment, they display great 

curiosity by asking numerous questions on the reasons why things 

are the way they are. For example, why do birds live in trees? 

66 French (2009) 

67 Smith et al (2003); Dowling (2009) 

68 Smith et al (2003)  



  

Strategies for building and 

maintaining relationships 

with children 

You are already experienced in forming relationships 

with a wide variety of people of all ages. However, 

the following points may assist you in thinking 

about building and maintaining relationships 

with the children participating in Tus Maith to 

create a supportive learning environment: 

@ Share control with the children. Allow children to 

make choices and pursue interests. Take turns 

being the leader and the follower, the speaker and 

the listener, the teacher and the learner. During 

play, follow children’s cues and take part in the play 

activities on the child’s terms. Plan ways for children 

to take the lead role in large group activities. 

@ Each child’s style of interaction will be different. Some 

will jump in immediately and enthusiastically, while 

others will need more time and encouragement. It is 

important to let the style of interaction be linked with 

what suits individual children. 

® Children thrive on being given full attention anda 

warm and friendly atmosphere. 

@ Facial expressions and body language are a key part 

of our communication. Be aware of your own facial 

expressions and body language. For instance, when 

you are talking to children, make sure you are at 

their physical level. 

@ Focus onthe children’s interests, see situations 

from their point of view and share their interests 

with parents and other staff. Find out what the 

children are interested in and respond to these likes 

and interests. For example, if a child expresses an 

interest in worms, at small group time you could 

wrap the children in blankets and get them to 

wriggle like worms. 

@ Take astrengths-based approach to interactions 

with children. You should view children as being 

able to make choices, carry out tasks and solve 

their own problems. 

  

Relationships 

@ Offer the children opportunities to make choices 

within the session. 

@ Encourage the children by acknowledging their 

efforts and accomplishments - keeping the focus on 
their actions and what they are learning as opposed 

to whether they have pleased you. For example, 

rather than making vague comments or judgement 

statements, like :“that’s a lovely painting,” you might 

take a close look at the painting; ask a question as 

to how they made it; repeat and restate children’s 

words whilst commenting on their use of colours or 

shapes. This helps the children to understand that 

you are interested in their work and encourages 

them to reflect on and describe what they did. 

@ Begenuine in your relationships with the children. 

For example, use open and honest communication 

to help create meaningful interactions and develop 

trust. Share your own interests and hobbies as 

appropriate. Respond attentively to the children’s 

interests, give children specific feedback and ask 

and respond to questions honestly. 

@ Support children’s play by observing and 

understanding the play, and by joining 

in enthusiastically. 

@ Adopt a problem-solving approach to conflict as 

conflict is as a learning opportunity. A problem- 

solving approach helps children to understand that 

all feelings are ok and their feelings are accepted, 

that it is the behaviour that is the problem and that 

the problem can be solved. 

Resolving difficulties between 

the children and worker 

While the majority of relationships between children 

and staff are positive and effective, it is inevitable that 

some relationships may be more difficult. This can 

happen for a variety of reasons, as relationships are 

affected by many factors, such as the worker’s and the 

children’s characteristics (for example, temperament 

or life experiences) and the interaction between the 

two. Where you experience a difficult relationship with 

a child, consider: 
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@ Whatare the child’s circumstances and needs? 

What does their behaviour mean? What are their 

abilities and interests? How do they prefer to 

engage with adults? 

@ How do you engage with the child - do you actively 

support them to manage their day, maintaining 

their involvement in routines and activities in order 

to meet their needs? Is what you are asking of 

them too much? 

® Do you respond with sensitivity to the child? 

Are you responsive, warm, emphatic and 

appreciative towards them? 

If you feel the relationship with a child is difficult, you 

must seek guidance and support from your manager. 

On occasion a child may feel the relationship with 

you is not working and may express this to one of 

your colleagues. There may be a change in the child’s 

behaviour, such as a reluctance to engage with you 

during sessions. In such instances, your manger will 

explore with you the potential reasons for the difficulties 

within the relationship, examining what you, as a 

professional, can do differently to address this issue and 

agree a plan of action. Both you and your manager will 

monitor the situation on an ongoing basis with a view to 

improving the relationship. In such situations, you may 

experience a range of feelings from regret to relief. It is 

important that you talk to your manager to reflect on 

these and other feelings which are present for you. 

Preparing the children for the end 

of the relationship 

The life cycle of the relationship between you and 

the children in Tus Maith involves a beginning, middle 

and end, and all these stages are important. Whilst 

the relationship is only temporary, the aim is that 

the children will benefit from experiencing a positive 

relationship with a caring adult. The beginning, middle 

and end of this relationship have to be managed, 

and its successful management provides a model 

for the children to learn from, and apply to, future 

relationships in their life. 

Children’s involvement with Tus Maith, and the 

relationship with you, may end during or at the end of 

the programme. Regardless of when the relationship 

ends, Barnardos is committed to ensuring that 

the ending for each child is a positive and planned 

experience. As with any ending, there are likely to be a 

mix of emotions for both of you, such as sadness mixed 

with a sense of achievement and accomplishment. The 

process for ending your relationship with the children is, 

where possible, the same in each instance: 

@ Talk to the children about the approaching end and 

what is going to happen, for example, saying that 

they have only four more sessions left. 

@® Acknowledge the children’s feelings and allow them 

to talk these through with you. 

@ The final four sessions in the Preschool PATHS 

programme are entirely focussed on the 

approaching end to the programme - they help 

the children to cope with feelings that accompany 

the end of the preschool year and saying goodbye 

to significant others. They also demonstrate and 

provide the experience of a healthy model for 

transitions and change. These final units include 

celebrations to mark the end of the programme and 

its associated relationships. 

@ Asaworker, you must also acknowledge and accept 

that the programme is ending and the children are 

moving on. Itis important that you address any 

feelings you may have to do with this ending with 

your manager in supervision. Closure can also be 

facilitated by the closure meetings with parents 

to celebrate children’s progress and the outcomes 

they have achieved through participating in the 

Tus Maith programme. 

The relationship between 

staff and parents 

Although the primary focus of Tus Maith is on the 

children, in some centres it is complemented with a 

farnily support service, which engages with parents to 

enhance the parent-child relationship or to help them 

develop their parenting skills. In other centres Tus Maith 

is the primary service and, although it is a child-focused 

programme, parents are engaged with on a daily basis 

at drop off and collection times.



    At the beginning of the year, it is important you spend 

time with parents explaining what Tus Maith is, and what 

the fundamental components which you will be doing 

with their children are. For example, tell them about the 

layout of the physical environment, the daily routine 
and the PATHS lessons. As the year progresses, it may be 

worth giving parents information about the programme 

when new key components are added (for example, when 

Twiggle and his friends arrive, or when children learn to 

do turtle). At drop off and collection time, parents should 

be invited into the centre to see Tus Maith in action and to 

ask any questions they have about the programme or how 

their children are progressing. 

A formal review meeting is held each term which the parents attend. You will prepare a 
report for this meeting which outlines the progress the children have made during the last 
term. This will be discussed with the parents and you should support them to make their 

own contribution to this meeting. 

Itis important that you are alert to the presenting needs of parents - are there signs that 
parents would benefit from some support with their parenting? Are the family facing 
practical challenges in their lives (for example housing) which are impacting on their family 
life? Do they need support to access another service (within or outside of Barnardos)? 

The relationship amongst the staff team 

Working together in a consistent and unified manner with other staff members 
in your team is central to the success of Tus Maith. Children are very sensitive to 
how adults relate to each other and can pick up on nonverbal cues as to differences or 

challenges which may exist. Differences of opinion or approach should be debated outside 

of the classroom, with the children experiencing a united 

approach from everyone. 

Children need to experience stability, with continuity of core staff members. This 

continuity is enhanced by maximising the amount of time spent with the children, 
minimising the frequency of changes in key staff members and increasing the degree 

to which a trusted adult is available to the children. Higher staff ratios and lower staff 

turnover rates are associated with social competence, social adjustment and positive 
staff-child relationships®. 

                        

   

      

   

      

   

  

   

          

   

        

     



Promoting 
Positive Behaviour 
Social-emotional coaching 

The Tus Maith programme includes many strategies 
that you can employ throughout the day to ensure 
the children get the maximum benefit from the 
programme. These coaching strategies are designed 
to help you to support the children to regulate and 
understand their emotions and their behaviour.  



  

Promoting positive behaviour means actively managing 

social and emotional interactions between children 

and staff in a way which ensures a safe, nurturing 

environment, which lends itself to building skills and 

encourages the expression of feelings through the 
development of self-regulation. 

At the heart of Tus Maithis an 

approach to increasing emotional 

awareness and regulation by 

introducing the concepts of: we all 

have feelings, all feelings are ok, 
feelings and behaviour are different, 
and feelings are important and can 
change. The ability to identify and 
communicate our feelings provides 

d critical foundation for effective 

social interaction and self-control. 

Emotion coaching refers to the explicit and strategic use 

of feeling talk in the classroom in ways that promote 
emotional development and understanding. We do 

this by expressing feelings (modelling emotion talk), 

reflecting feelings exhibited by children and using 

feeling talk with the children in challenging situations. 

  

Promoting Positive Behaviour 

Practical 

Mths 

  

Promoting positive behaviour 

 



External 
Control 

Induction Strategies: 
Responding to 

Social-Emotional Challenges 

Promotion Strategies: 
Building Competence 

In order to promote the children’s social-emotional development we use the following: 

@ Promotion strategies are ® Induction strategies are @ External control strategies 

used liberally, every day. needed less often, but used are used least often, only 

when children are struggling as they are needed and 

with a social-emotional may never be used. 

challenge and need support 

to self-regulate.  



  

Promotion strategies 

  

Promoting Positive Behaviour 

Promotion strategies form the basis for all our work and are used every day. 

They can help to prevent the escalation of challenging behaviour and reduce 

the social and emotional challenges between children and their peers. The 

quality of our relationship with them is vital as children are more responsive 

if they feel connected to adults. 

Promotion strategies include effective preparation 

and planning of the environment, as how physical 

space is structured and organised can either encourage 

or discourage behaviour. Is there a mix of play centres? 

Are extraneous noise and distractions minimised? 

Consider issues relating to group composition, what are 

dynamics and interactions between particular children 

and what is the best wayto approach managing this? 

The third aspect of promotion is rules, routines and 

expectations as children are better able to manage 

themselves when our expectations and routines are 

predictable and engaging. It is your role to ensure that 

children know what is expected of them in different 

situations. Consider using visual cues to represent 

rules and routines. 

You should provide frequent praise, positive attention 

and displays of affection. Praise appropriate behaviour 

as soon as you see it andignore minor infractions. 

Make time each day for positive staff-child interactions 

and shared time by taking a few minutes to play with 

the children individually each day. Create roles for 

children who are disengaged and use supportive social 

referencing (looks, nods) to show the children that 
you notice them. 

Helping children to connect with their peers is 

central to enhancing their social development. 

Look for opportunities forthem to pair up with 

a peer, describe and praise the children for 

joint activities and draw children’s attention 

to each other, noting commonalities. 

Utilise strategies which: encourage the engagement 

of the children by participating in their play; encourage 

the children to describe their efforts, ideas and what 

they have made; and acknowledge the children’s work 

and ideas by making specific objective comments 

about their work. 

Induction strategies 

Induction strategies help to improve children’s 

behaviour by helping them to access their feelings, 

therefore encouraging self-awareness and self- 

regulation. The goal of induction strategies is to provide 

positive guidance and support to children, giving them 

information about what they could or should do. They 

should be used prior to, or instead of, correcting the 

children or telling them what not to do. 

Children are not always aware of which emotions 

are affecting their behaviour. Sometimes we need to 
figure out what children are feeling by observing their 

behaviour. We can then respond in a way that addresses 

both the behaviour and the feeling. When we recognise 

this unmet emotional need, we should respond by 

giving the appropriate emotional support whilst also 

addressing the behaviour. 

@ Use active listening to get a clear picture of what is 

happening and to validate the children’s experience. 

@ Offer an emotionally neutral response to absorb 

the affect. 

@ State your hopes and positive expectations. Focus on 

the behaviour you would like to see, for example: 

“Let’s get started and Alice will join us as soon as she 

puts her toy car in her pocket”. 

@ Use ‘I’ statements, such as: “I hope...” or “Iam 

worried that we won’t have time to hear the story 

if we don’t quiet down.” 

@ Minimise adult control by asking for peer feedback, 

“T wonder how Susie feels about you leaning on her, 

Susie, can you tell Jason how you feel about that?”
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@ Focus on consequences that matter for the children. 

Point out how certain behaviours can lead to natural 

consequences for the children, “I’m afraid you 

won’t know how to play the game if you don’t 

listen to directions”. 

@ Praise the positive behaviour of others. When you 

see inappropriate behaviour, praise children who are 

displaying the behaviour you would like to see: 

“T really like the way Jimmy is sitting at the table 

He is ready to see my story book”. 

@ Give realistic choices to the children to help them 

to self-regulate. When an inappropriate behaviour 

cannot be ignored or redirected, give children 

choices that are appropriate options, “you can join 

the group at the table or you can sit in a chair and 

watch until you feel ready to join us”. 

Conflict resolution 

The HighScope conflict resolution steps are used in Tus 

Maith. The steps are’?: 

® Approach calmly, stopping any hurtful actions 

@ Acknowledge children’s feelings 

@ Gather information 

@ Restate the problem 

® Ask for ideas for solutions and choose one together 

@ Beprepared to give follow-up support 

In Tus Maith the children learn about rules, 

compliments, feelings and friendship. The lessons 

are scoped and sequenced, bringing the children (by 

lesson 14) to a technique called the turtle technique, 

which they can use to calm themselves down, thereby 

reducing the likelihood of conflict situations. The Turtle 

technique consists of a physical action the children do 

to indicate that they are becoming upset or distressed 

(typically crossing their arms over their chest). 

71 See pages 34-35 ‘Essentials of Active Learning in Preschool’ Ann Epstein 

(2007 a) for further information). 

Your role is to encourage the children to use self-talk 

and follow three steps for calming down: 

@ Tell yourself to STOP. 

@ Take one long, deep breath. 

@ Say the problem and how you feel. 

Further on inthe programme, you will teach the children 

the basic elements of conflict resolution” and problem- 

solving, which incorporates this turtle technique: 

@ Identify problems: Define problems. For example, 

when something is not working out, when you are 

not getting along with someone or when you have 

strong uncomfortable feelings. Ask the children 

what they think the problem is. 

@ Encourage the children to do ‘turtle’: Remind 

the children that doing ‘turtle’ does not solve the 

problem, but it helps them to stop and think. 

@ Identify choices: Encourage the children to think 

about their choices. 

@ Evaluate choices: Support the children to make 

distinctions between ‘ok’ and ‘not ok’ choices. Some 

choices are ‘not ok’ because they hurt someone or 

they are not part of following the rules. 

@ Pick one and try it out! Encourage the children 
to think about what they are doing when they 

enact a choice and then ask them to evaluate the 

outcome. For example, “You asked Karen if you could 

borrow her crayon. Did that work? Did that solve your 

problem? So how do you feel now?” Ifthe first choice 

does not work, suggest that they try again with 
another idea. 

72 See page 81 ‘The Intentional Teacher’ Ann Epstein (2007 b) for further information.
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When managing behaviour in the context of group 

sessions, it may occasionally be necessary to 

provide external control. This is the use of clear, 

direct statements, time away and token rewards 

which are aimed at eliciting improved behaviour. 

These strategies are used least because external 

control does not promote the children’s ability 

to self-regulate, but they may be needed when 

children are too upset or the behaviour is too 

disruptive or disorganised for them to be able to 

listen to, or respond to, induction strategies. 

 



Record Keeping 
Files and record keeping are an integral part 
of our work with families. It is only through 
the information we keep on our service users 
that we can evidence if we are succeeding in 
addressing the needs and achieving outcomes 
for the children and their family. Our records 
allow us to target the services at those who 
need them most, to evidence good practice 
and to ensure the services, such as Tus Maith, 

are making a difference.  



  

Purpose of record keeping 

  

Record Keeping 

Record keeping has many functions within Barnardos. It should 
provide an accessible, well organised account of the service offered to 
children and their families and any decisions and actions taken by you. 

The purpose of recordingin Barnardos is (the five As)’?: 

@ Archive: acts as a record of achildren’s contact with 

Barnardos and assists us in answering questions 

about past decisions and actions 

@ Advancing: acts as atool for you to track and 

record progress which enhances day-to-day 

activities and services 

@ Adhering: supports continuity of service provision 

through activities such as planning and reviewing 

@ Achieving: provides evidence of progress and 

achievement of outcomes 

@ Accountability: evidences the quality of service 

provided and demonstrates compliance with 

legislation and regulations (for example Data 

Protection Act, 2003; Children First, 2011) 

Functions of record keeping 

@ It provides a systematic account of the work 

completed with a children 

@ It tracks the communications between the children 

and you and between you and others involved in 

the children’s lives 

@ Itserves as arecord of decisions made by you and 

your manager about needs identified, services 

offered and outcomes achieved 

@ It provides the basis for identifying patterns (such 

as child protection or behaviour) and writing reports 

(such as child protection notification forms or 

reports for review meetings) 

73 Adapted from Guidelines on Recording in Children’s Residential Care, 

Children Acts Advisory Board (2009). 

74 Barnardos Assessment Framework (2009). 

The Tus Maith file 

The Barnardos individual/family file, which is part of the 

standardised Barnardos record keeping system, has been 

expanded to incorporate forms that have been specifically 

designed for Tus Maith. In your service there is a sample 

Tus Maith file which contains all of the forms you should 

use. The order in which the forms appear in this manual 

follows the order in which you might use them. 

There are some forms that are standard to the 

Barnardos individual file which you will have experience 

of using previously. In the master file, there are some 

sample forms to demonstrate the use of the forms 

within a Tus Maith context. 

To support you in your use of files there are some 

reference materials which will help prompt you in 

your observations. These are: a table linking Barnardos 

Assessment Framework (BAF)”* with the Tus Maith 

outcomes (see stage 1 assessment section), the 

HighScope key developmental indicators (KDIs) in 

chapter 11 and Tus Maith developmental milestones 

for three-to-five year olds in chapter 12. 

The file structure is laid out on the following page, 

with forms that are specific to Tus Maith marked with 

asymbol t. In each section of the file, ‘how to’ guidance 

is provided for each form, with ‘what is it?’, ‘instructions’ 

and ‘additional info’ sections included as relevant. There 

is also an introductory section, which gives information 

on how to set up the file, details on the use of reference 

numbers and guidance on the use of dred sticker to 

indicate safety concerns. The file is designed to be 

used in conjunction with the Barnardos record 

keeping policy”® and practice guidance”®. 

75 Record keeping and file management policy CS-013 (2010). 

76 Children’s Services record keeping files practice guidance (2008b).
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Tus Maith file structure 

Cover sheet 

Essential information; key contacts 

Referral; self-referral 

Case management; progress trackingt 

BAF stage 1 assessment; Tus Maith allocationt 

Review meeting 

Child protection and welfare 

Correspondence 

Reports 

Consent; working agreement 

Service history; transfer summary 

Case closure 

. Materials; resources 

Additional sections 

Work record; Tus Maith daily recordt O
Z
E
r
A
Y
r
 
r
a
m
o
n
 

w>
 

Referral 

The referral form is designed to 

gather comprehensive information 

on children and their needs. 

The information on the needs and strengths of the 

children and family can also be used by you to inform 

the stage 1 assessment, which will be carried out if 

children are allocated a place in Tus Maith. 

There is also a shorter, family-friendly form available for 

self-referrals, which asks parents/carers what they hope 

their children will get from working with Barnardos and 

about important life events in the children’s life. 

Tus Maith allocation 

The Tus Maith allocation form is 
used to inform decisions about 
which children will be offered a 

place in Tus Maith. 

Its purpose is to gather initial information about the 

children’s development. It also gathers a brief outline 

of the children’s or families’ history and about other 

professionals involved in the children’s or families’ lives. 

77 Behavioural development, Educational development, Emotional 

development, Physical development and Social development 

The information is used to judge whether children are 

falling behind on meeting developmental milestones in 

at least two of the BEEPS”’ dimensions, as these are the 

children Tus Maith is designed to help”. 

This form is to be completed with parents at the referral 

screening stage, before a place in Tus Maith is allocated. 

If the children are offered a place, the information 

you have gathered can be used to inform the stage 1 

assessment. 

Stage 1 assessment 

The stage 1 assessment is carried out for all children 

who are allocated a place in the Tus Maith service. 

The assessment allows you to 

identify the individual needs of the 

children before they commence in 

Tus Maith and to record information 

onthe needs and desired outcomes 

for the children. 

This will help you and your manager to ensure that the 

individual children’s needs are met by Tus Maith and 

to identify other services to meet needs that Tus Maith 

does not target. 

Included in the file is a stage 1 assessment form 

with sample questions and observations to guide your 

assessment. These questions specifically relate to the 

Tus Maith programme. They include a range of questions, 

such as asking what the children like to play with, or how 

the parents manage the children’s behaviour (under the 

behaviour category) and questions about the children’s 

sleep patterns or fears (under health). 

Table 4, on the opposite page, integrates the Tus Maith 

outcomes with the Barnardos Assessment Framework 

domains. The purpose of this is to help you connect the 

different areas considered in the BAF process with the 

outcomes of Tus Maith. These may also be useful for 
you in considering the progress of the children towards 

the achievement of programme outcomes in both the 

review and closure process. 

78 See chapter 7 for more information on how children become 

involved in Tus Maith
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Table 4: Barnardos’ Assessment Framework linked to the Tus Maith outcomes 

Domain Outcome Indicator 

me snvonment a Be 

Behaviour and social Children can manage their 

participation emotions and regulate 

their behaviour 

Learning, education Children will have the 

and employment necessary emergent 

language, literacy and 

comprehension skills for 
asuccessful transition to 
primary school 

      

Can the children: 

@ identify and name emotions? 
@ be aware of their own/others’ emotions? 

@ understand and express emotions? 

@ manage conflict and demonstrate empathy 

for others?   
Can the children: 

express and comprehend language? 

eat a range of healthy food? 
communicate effectively with peers and adults? 

recognise letters, numbers and symbols? 

communicate effectively with peers and adults? 
demonstrate developmentally-appropriate 

fine motor skills? 

process information and understand concepts? 
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Tus Maith daily record 

The Tus Maith daily record is a 

written record of daily observations 

relating to the children as they 

progress through the Tus Maith day. 

The form is structured to broadly reflect the Tus Maith 

daily routine. This structure is designed to assist you in 

identifying key times of the routine when children are 

making progress or having some difficulty, either under 

four column headings which reflect the Tus Maith sub- 

outcomes”? (emotional; social; language, literacy and 

comprehension; and physical) or with engaging in the 

work generally. Reflection on this will help you to plan 

how to meet the children’s needs and ensure that they 

can engage in, and benefit fully from, Tus Maith and 

achieve the desired outcomes. 

The form is designed for you to record at least two 

observations daily about the children under the four 

desired outcomes of the Tus Maith programme. These 

will then help you to track any patterns, progress or 

concerns when you complete the progress tracking 

form with your line manager. 

The HighScope KDIs (see chapter 11) and Tus Maith 

developmental milestones chart (see chapter 12) can 

be used as a guide to assist you in completing the Tus 

Maith daily record. These observations can be jotted 

down by any of the workers in the classroom on post-it 

notes or envelope labels during the day. These can then 

be transferred onto the form later that day and signed 

by you, the key worker. 

Work record 

The work record form is a record 

of contact with, or relevant to, 

the children outside of the daily 
observations. 

The contact may be with the children or their parents, 

family and other third parties. When you record on this 

form, outline the type of contact you had (for example, 

if you were ona home visit, at a meeting, received a 

text message, and so on) and who you were in contact 

with. You should also record any appointments you had 

scheduled that did not happen (along with the reason 

why), and cross reference to other parts of the file where 

itis relevant (for example, “child protection notification 

made - see CP section”). This will help to ensure that 

recording in the file is consistent and that information 

relating to the children is easy to follow through the file. 

Case management 

The case management form is a 

written record of key decisions 

relating to children (for instance, 
child protection concerns, referrals 

to other agencies) made by you and 

your line manager. 

Generally, these decisions will be made in supervision 

with your manager, although this could also happen ina 

team meeting or another meeting. Regardless of where 

it takes place, the discussion and any decisions need to 

be recorded on the case management form. 

You and your manager will fill out the form, 

summarising the issues that have arisen and noting 

any decisions you and your manager have made. 

Timeframes should be included and the person 

responsible for carrying out any actions identified. 

Tus Maith progress tracking 

The progress tracking form, which 

is specifically designed for Tus 

Maith, is a tool to track the progress 

of the children as they progress 

through the service. 

Itis a written record of the progress and regression of 

the children observed over a four-to-six week period. 

The form will be used by you and your manager in 

supervision to analyse the children’s current situation, 

plan how they are progressing through the programme 

and look at their progress or unmet needs. You do not 

have to fillin all columns every month. You may agree 

with your manager to focus on different development 

outcomes in different months. You should prepare the 

first page in advance of supervision, with the second 

page being completed together with your manager 

during supervision. For each action recorded, you should 

note timeframes and who is responsible for the action. 

When you are filling out the progress tracking form, 

79 See Tus Maith outcomes, page 14, for further information.
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you should consult the key observations you have made about the children under each 

developmental outcome in the Tus Maith daily record. You may also find it helpful to 

reflect on the HighScope key development indicators (see chapter 11) and the Tus Maith 

developmental milestone chart (see chapter 12). 

Review meeting 

This review meeting form records the decisions and 

discussions that take place at the review meeting, held at 

least once aterm.   The purpose of the review meeting is to consider the needs of the children, the interventions 

that have been provided through Tus Maith, what outcomes have been achieved and to plan 

the future focus of the work with the children. 

In preparation for the review you should look back at completed Tus Maith daily records, 

work record sheets, Tus Maith progress tracking forms, as well as any other significant reports 

(such as a report prepared for a children protection conference). Reflecting on and analysing 

this information will help you to identify the progress children have made, which you can 

celebrate at the review meeting, as well as identifying any of the children’s needs that are 

currently not being met. If the parents do not attend the review meeting, the reasons for this 

must be stated. In your recording, describe the general progress to-date and the views of 

all participants about what has, or has not, worked well from the recommendations of the 

assessment or last review meeting. 

It may be helpful to refer to Table 4 on page 57, which connects the Tus Maith outcomes with 

the BAF domains in advance of preparing a report for the meeting or completing the form. 

Case closure 

The case closure form is designed to present a 

comprehensive picture of the case at the point of closure. 

There are many reasons that a case would close, the children may move on to primary 

school, the programme is unsuitable for the child or the family have decided they no longer 

wish to engage with the service. 

The form is to be filled out after the closure meeting, and your recording should capture the 

reason for closure. You should also identify the needs at the time of the initial referral and the 

assessment, a summary of the work which has taken place, the achievement of outcomes, 

and any outstanding or unmet needs. 

It is important that the views of the family, and if possible the children, are recorded as this 

provides a more inclusive and wide-ranging picture of the case. 

When the case closes you should inform the referrer and other agencies or professionals, 

keeping a copy of correspondence in the file. 

On rare occasions, no closure meeting will have been held. If this happens, you should 

outline why and cross reference to the corresponding work record sheet 

or case management form. 

It may be helpful to refer to Table 4 on page 57, which connects the Tus Maith outcomes with 

the BAF domains, in advance of preparing a report for the meeting or completing the form.



HighScope Key 
Development Indicators 
The Key Development Indicators® (KDIs) are the building blocks 
of thinking and reasoning at each stage of development. The KDIs 
will help to guide you as you plan your work, assess the children’s 
learning experiences and consider how you can interact with the 
children to best support learning. 

80 HighScope, 2010  



Approaches to learning 

Initiative: 

Children demonstrate initiative as they 
explore their world. 

Planning: 

Children make plans and follow through 
on their intentions. 

Engagement: 

Children focus on activities that 

interest them. 

Problem-solving: 

Children solve problems encountered in 

play. 

Use of resources: 

Children gather information and 
formulate ideas about their world. 

Reflection: 

Children reflect on their experiences. 

Social and emotional 

development 

Self-identity: 

Children have a positive self-identity. 

Sense of competence: 

Children feel they are competent. 

Emotions: 

Children recognise, label and regulate their 

feelings. 

Empathy: 

Children demonstrate empathy toward 

others. 

Community: 

Children participate in the community of the 

classroom.formulate ideas about their world. 

Building relationships: 
Children build relationships with other 

children and adults. 

Cooperative play: 

Children engage in cooperative play. 

Moral development: 

Children develop an internal sense of right 

and wrong. 

Conflict resolution: 

Children resolve social conflicts. 

Physical development 

and health 

Gross motor skills: 
Children demonstrate strength, flexibility, 
balance and timing in using their 

large muscles. 

Fine motor skills: 

Children demonstrate dexterity and 

hand-eye co-ordination in using their 

small muscles. 

Body awareness: 

Children know about their bodies and are 

aware of them in relation to people and 

objects around them. 

Personal care: 

Children carry out personal care routines 
on their own. 

Healthy behaviour: 

Children engage in healthy practices.  



Mathematics 

1) Alphabetic knowledge: 

Children identify letter names and 
their sounds. 

6 Number, words and symbols: 

Children recognise and use number 

words and symbols. 

Counting: 

Children count things. 

Part-whole relationships: 

Children combine and separate 

quantities of objects. 

Shapes: 

Children identify, name and 

describe shapes. 

Spatial awareness: 

Children recognise spatial relationships 

among people and objects. 

Measuring: 

Children measure to describe, order and 

compare things. 

Unit: 

Children understand and use the 

concept of unit. 

Patterns: 

Children identify, describe, copy, 

complete and create patterns. 

Data analysis: 

Children use information about quantity 

to draw conclusions, make decisions 

and solve problems. 

Language, literacy and 

communication®! 

Comprehension: 

Children understand language. 

Speaking: 

Children express themselves 

using language. 

Vocabulary: 

Children understand and use a variety of 

words and phrases. 

Phonological awareness: 

Children identify distinct sounds in 
spoken language. 

Alphabetic knowledge: 

Children identify letter names and 
theirsounds. 

Reading: 

Children read for pleasure 

and information. 

Concepts about print: 

Children demonstrate knowledge about 

environmental print. 

Book knowledge: 

Children demonstrate knowledge 

about books. 

Writing: 

Children write for many different 
purposes. 

ELL/ Dual Language Acquisition 

(if applicable): 

Children use English and their home 

language(s) (including sign language). 

81 Language, literacy and communication KDIs #1-9 can be used for the 

children’s home language(s) as well as English. KDI #10 refers specifically 

to ELL/Dual Language Acquisition.  



Creative arts 

Art: 

Children express and represent what 

they observe, think, imagine and feel 
through two and three-dimensional art. 

Music: 

Children express and represent what 

they observe, think, imagine and feel 
through music. 

Movement: 

Children express and represent what 

they observe, think, imagine and feel 

through movement. 

Pretend play: 

Children express and represent what 

they observe, think, imagine and feel 

through pretend play. 

Appreciating the arts: 

Children appreciate the creative arts. 

Science and technology 

Observing: 
Children observe the materials and 

processes in their environment. 

Classifying: 

Children classify materials, actions, 

people and events. 

Experimenting: 

Children experiment to test their ideas. 

Predicting: 

Children predict what they expect 

will happen. 

Drawing conclusions: 
Children draw conclusions based on their 
experiences and observations. 

Communicating ideas: 
Children communicate their ideas about 

the characteristics of things and 

how they work. 

Natural and physical world: 
Children gather information about the 

natural and physical world. 

Tools and technology: 

Children explore and use tools 

and technology. 

Social studies 

Diversity: 

Children understand that people have 

diverse characteristics, interests and 

abilities. 

Community roles: 

Children recognise that people have 

different roles and functions in the 

community. 

Decision making: 

Children participate in making 

classroom decisions. 

Geography: 

Children recognise and interpret features 
and locations in their environment. 

History: 

Children understand past, present 

and future. 

Ecology: 

Children understand the importance of 

taking care of their environment.  



Tus Maith Developmental 
Milestones Charts 
The following pages show an overview of some of the 

developmental milestones for children aged three-to-five years*?’. 

heer) for Disease Control and Prevention; 

Fahlberg (1991); French (2009); Sheridan (1997)  



Imitates adults and playmates 

Spontaneously shows affection 

for familiar playmates 

Can take turns in games 

Understands concept of ‘mine’ 

and ‘theirs’ 

Expresses affection openly 

Expresses a wide range of 

emotions 

Separates easily from parents 

Objects to major changes 

in routine 

Makes mechanical toys work 

Matches an object in their hand 
or room to a picture in a book 

Plays make-believe with dolls, 

animals and people 

Sorts objects by shape 

and colour 

Completes puzzles with three 

or four pieces 

Understands concept of ‘two’ 

Interested in new experiences 

Cooperates with other children 

Plays “Mammy” or “Daddy” 

Increasingly inventive in 

fantasy play 

Dresses and undresses 

Negotiates solutions to conflicts 

Views self as a whole 

person involving body, 
mind and feelings 

Often cannot tell the difference 
between fantasy and reality 

Correctly names some colours 

Understands the concept of 
counting and may know a 

few numbers 

Tries to solve problems from 

asingle point of view 

Begins to have a clearer sense 

of time 

Recalls parts of a story 

Understands the concepts of 

“same” and “different” 

Engages in fantasy play 

Wants to please friends 

Wants to be like their friends 

More likely to agree to rules 

Likes to sing, dance and act 

Shows more independence 

and may even visit a next-door 

neighbour by him/herself 

Aware of genders 

@ Able to distinguish fantasy 
from reality 

Sometimes demanding, 

sometimes eagerly 
cooperative 

Can count ten or more objects 

Correctly names at least 

four colours 

Better understands the concept 

of time 

Knows about things used every 
day in the home (money, food, 

appliances)  



Follows a two or three part 

command 

Recognises and identifies 
almost all common objects 

and pictures 

Understands most sentences 

Asks many questions, listens to 

stories and demands favourites 

over and over again 

Uses four-to-five word 

sentences 

Can say name, age and sex 

Uses pronouns (I, you, me, we, 

they) and some plurals (cars, 

dogs, cats) 

Strangers can understand most 

of their words 

Climbs well 

Walks up and down stairs, 

alternating feet (one foot 

per stair step) 

Kicks ball 

Runs easily 

Pedals tricycle 

Bends over easily without falling 

Has mastered some basic rules 

of grammar 

Speaks in sentences of five-to- 

six words 

Speaks clearly enough for 
strangers to understand 

Tells stories 

Has vocabulary of 1500 words 

Most will give first and last name 

Uses questions to learn 

language structure 

Hops and stands on one foot for 
up to five seconds 

Goes upstairs and downstairs 

without support 

Kicks ball forward 

Throws ball overhand 

Catches bounced ball most of 

the time 

Moves forward and backward 

with agility 

Recalls part of a story 

Speaks sentences of more 

than five words 

Uses future tense 

Tells longer stories 

Says name and address 

Vocabulary of over two 
thousand words 

Stands on one foot for 10 seconds 

or longer 

Hops, somersaults 

Swings, climbs 

May be able to skip  



Makes up-and-down, side-to- 

side and circular lines with 

pencil or crayon 

Turns book pages one at a time 

Builds a tower of more than 

six blocks 

Holds a pencil in writing position 

Screws and unscrews jar lids, 

nuts and bolts 

Turns rotating handles 

Draws a person with two-to-four 

body parts 

Uses scissors 

Draws circles and squares 

Begins to copy some 
capital letters 

Copies triangle and other shapes 

Draws person with body 

Prints some letters 

Dresses and undresses 

without help 

Uses fork, spoon and (sometimes) 

a table knife 

Usually cares for own toilet needs 
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