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Previous research has indicated that a strong connection exists between children’s
social and emotional development and their academic performance in school. Yet,
the literature has also shown that teachers may be inadequately prepared to help
children in obtaining prosocial skills. The purpose of the current study is to
describe a coaching model that was used with three child care center teachers as
they implemented strategies connected with three targeted items from the
Teaching Pyramid Model, a comprehensive framework for supporting children’s
social and emotional development. Data were collected across four phases: pre-
baseline, baseline, intervention, and maintenance. Results showed that using
coaching plus performance feedback with teachers leads to increased levels of
implementation of strategies associated with the Teaching Pyramid Model.
Teachers also indicated positive attitudes toward the use of the coaching model.
Additionally, child social and emotional outcome data showed improvement for
four of six children included. Limitations of student and implications for future
research are provided.
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Young children with social, emotional, and/or behavioral problems are at an increased risk for
poor school and mental health outcomes. In fact, the prevalence rate of young children exhibiting
challenging behaviors has been documented between 10-30% while those who experience mild
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to moderate levels of behavioral issues ranges from 10-15%, both of which have shown to
negatively affect cognitive functioning, overall development, and school readiness (Cooper,
Masi, & Vick, 2009; Fox & Smith, 2007; Perry, Holland, Darling-Kuria, & Nadiv, 2011).
Researchers have suggested that these problems persist across time, and children with early
adaptation difficulties are at higher risk for continued struggles (American Academy of
Pediatrics [AAP] Council on Early Childhood, AAP Committee on Psychosocial Aspects of
Child and Family Health, AAP Section on Developmental and Behavioral Pediatrics, 2016;
Fantuzzo, Bulotsky-Shearer, McDermott, McWayne, Frye, & Pearlman, 2007). Further, children
who have social-emotional competency problems often display negative behaviors with peers
and adults, find themselves socially isolated, and experience negative interactions before
entering primary grade educational settings; of particular note, these behaviors have been found
to first manifest within child care settings (Brown & Conroy, 2011; Perry et al., 2011). This often
leads to an increased amount of child care teachers who struggle with identifying and meeting
the social-emotional and behavioral needs of young children. Additionally, children with
behavioral problems are at an increased risk of peer rejection and preschool expulsion.
According to U.S. Department of Education, recent data revealed preschool expulsions and
suspensions as happening regularly with more than 8,000 pubic preschoolers being suspended at
least once in their young educational careers (Child Care Aware ® of America, 2015). Therefore,
identification and intervention for children who may be at risk for social and emotional delays
and/or behavioral problems could be key to positive child outcomes and increased school
readiness.

McCabe and Altamura (2011) reviewed assessments and intervention programs that have
demonstrated empirical efficacy on the remediation of social, emotional, and behavioral
problems in young children with a variety of disabilities and referral concerns. They found that
interventions that targeted behavior problems, social skill delays, and emotion regulation deficits
were the most effective. Ten programs were reviewed and among them was the Teaching
Pyramid Model. McCabe and Altamura (2011) described the model as, “one designed to promote
social-emotional development and ameliorate behavioral concerns in young children that
includes components that work at all ecological levels of the young child” (p. 553). The model is
similar to other multi-tiered approaches such as Positive Behavior Supports (PBS) and Multi-
Tiered System of Support (MTSS). The pyramid framework includes four levels of practice: (a)
positive relationships with children, families, and colleagues; (b) classroom preventive practices;
(c) social and emotional teaching strategies; and (d) intensive individualized interventions (Fox,
Dunlap, Hemmeter, Joseph, & Strain, 2003). The Teaching Pyramid Model assists in solving
social-emotional and behavioral issues through the examination of adult behaviors, classroom
practices, and adult-child relationships. According to Fox et al. (2003), this multi-tiered
intervention model which examines teacher-child relationships, the classroom environment,
social and emotional teaching strategies, and individualized interventions could have the greatest
potential to help all children develop prosocial skills, while effectively addressing the most
challenging child behaviors with which teachers struggle. Therefore, there is a need to
investigate how to best support teachers in implementing such intervention models.

Joyce and Showers (2003) provided support for the use of coaching when training
teachers to use new strategies and interventions. Researchers found that teachers who are
coached are more likely to practice new strategies more often and with greater skill, adapt
strategies more appropriately to their own goals and environment, and retain and increase skill
over time. Additionally, when compared to uncoached teachers, teachers who were coached were
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more likely to assist children in understanding the new strategies and were able to demonstrate a
clearer understanding of why and how learned strategies or methods are used (Joyce & Shower,
2003). More recently, Schachter (2015) examined empirical research on the design, delivery, and
measurement of the effects of professional development for early childhood teachers to provide
understanding of what the field has done and give direction for future professional development.
Coaching was found to be a popular method for delivering professional development and
provided participants with a more intimate relationship that focused on individualized learning
and education. One such examination from McCollum, Hemmeter, and Hsieh (2011) used a
coaching and performance feedback approach to professional development with an experimental
group of seven teachers. In that study, researchers looked at the effects of coaching on emergent
literacy instruction. Results indicated significant positive effects as a result of the performance
feedback offered to the teachers in the experimental group. Additionally, Fox, Hemmeter,
Synder, Perez Binder, and Clarke (2011) explored the effects of coaching teachers on the
implementation of strategies within the Teaching Pyramid Model. The authors found that the use
of coaching and performance feedback had positive effects on the participants’ abilities to
implement the teaching strategies associated with the Teaching Pyramid Model. Fox et al. (2011)
stipulated that, not only was a framework such as the Teaching Pyramid Model effective in
supporting all children’s social-emotional development and providing extra support for those
children who exhibited challenging behaviors, it was critical in offering teachers the right kind of
help in implementing the model. They further reported that the individualized coaching provided
to the teachers in the study was an essential component in improving teacher performance,
especially given the multifaceted nature of the model. Despite the seemingly positive outcomes
of the Fox et al. (2011) study, it had limitations. It was one of the only studies of its kind on the
Teaching Pyramid Model and did not address specific child outcomes related to social-emotional
skills. It is evident that more research is needed to confirm the benefit of the framework for both
teachers in the classroom and children receiving the supports needed to enhance their social and
emotional competence and decrease behavioral concerns.

The purpose of the current study was to extend research efforts showing the benefits of
The Teaching Pyramid Model framework with teachers and children in the early childhood
environment. This study also adds to the research on the need for continued professional
development of teachers to ensure high quality intervention implementation by identifying how
coaching can be used to support teachers. Therefore, the current study applied the Teaching
Pyramid Model and coaching strategies to three teachers who worked in a child care program
with little to no special education training. Specifically, researchers sought to answer the
following:

(1) To what extent will a multicomponent professional development model that includes
coaching and performance feedback impact teachers’ implementation of three targeted
skills associated with the Teaching Pyramid Model Observation Tool (TPOT)?

(2) To what extent will teachers’ implementation of three targeted skills associated with the
TPOT impact targeted children’s scores on the Ages and Stages Questionnaire-
Social/Emotional (ASQ-SE)?

(3) What will be the teachers’ perceptions of the multicomponent professional development
model?
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METHODS

Participants and Setting

This study took place in a private faith-based community child care program located in an urban
setting that served children 6 weeks to 6 years of age. The program enrolled 100 children in a
total of seven classrooms. Of the total enrolled, 5-10%, or 10 of the 100 children enrolled, of the
program’s population had tuition subsidized by the state and were represented ethnically by 12
different countries. Each classroom had at least two teachers; teachers were 20% Caucasian and
80% African-American. This child care program was selected to participate because of the
director’s interest in the study’s topic. Coaching sessions occurred within each teacher’s
classroom and data were gathered within the same environment. Performance feedback and
coaching took place in a separate room within the child care program and through email.

Participants in this study included three preschool teachers working in the same faith-
based community child care program and six children who were enrolled in the teachers’
classrooms. The participants met eligibility requirements. For example, all teachers completed
two 2-hr trainings supported by the local Child Care Resource and Referral Agency in the first
tier of the Teaching Pyramid Model, which covered universal practices, within a year prior to the
start of the study. Additional criteria for involvement in the study included being open to
performance feedback and individualized coaching, serving as a lead teacher in a classroom with
children of at least 2 years of age, and working with a child with challenging behaviors in his or
her classroom. Upon conclusion of the study, teachers were provided a $75 gift card as an
incentive. Pseudonyms were assigned to each of the teachers and letters were assigned to each
child.

Participant 1.  Mary was a 53-year-old African-American woman with an Associate’s
degree in Early Childhood Education. At the time of the study, she had 30 years of teaching
experience, all of which had occurred at the child care program that served as the study’s setting.
She had 20 children enrolled in her classroom with one teaching assistant; all children were 3-
year-olds.

Participant 2. Sharon was a 29-year-old African-American woman with the state’s
Early Childhood Credentials 1 and 2, and she was working toward an Associate’s degree in Early
Childhood Education at a local community college. She had 13 years of teaching experience at
the time of the study and was currently teaching 2-year-olds and had 18 children enrolled in her
classroom with two teaching assistants.

Participant 3. John was a 29-year-old African-American male with 14 years of
teaching experience. He studied for two years at a four-year university, majoring in community
recreation, and was working toward an Associate’s degree in Early Childhood Education at a
local community college. His classroom consisted of 21 children who ranged in age from 4-6
years with one co-teacher and one assistant teacher.

Child Participants. There were six children included in the study. Teachers were
asked to choose two children from their classrooms who they believed had ‘“challenging
behaviors”. For the purpose of this study, “challenging behaviors” was defined as, “any repeated
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pattern of behavior that interferes with or is at risk of interfering with optimal learning or
engagement in prosocial interactions with peers and adults” (Smith & Fox, 2003, p.7). Once
identified, parent or guardian permission was secured, and teachers were asked to fill out the
Ages & Stages Questionnaire-Social and Emotional (ASQ-SE; Squires, Bricker, & Twombly,
2002). All six children were between the ages of 32-53 months at the time of the study, four
children were Caucasian and two were African-American. To protect child identity, children
were labeled Child A through Child F; Child A and B were enrolled in Sharon’s classroom,
Child C and D were enrolled in Mary’s classroom, and Child E and F were enrolled in John’s
classroom. Pre ASQ-SE and cutoff scores were: Child B (40 months) 100 with a cutoff of 59,
Child C (42 months) 65 with a cutoff of 59, Child D (52 months) 30 with a cutoff of 70, and
Child F (53 months) 30 and a cutoff of 70 (see Table 1). The cutoff scores were used to establish
need for intervention with regards to behavior. For example, if child scored above the cutoff, the
child needs further evaluation and intervention, while a child who scored below the cutoff should
be monitored and provided support (Squires et al., 2002).

TABLE 1
Pre-test and Post-test Data on ASQ-SE Scores
Participant Age in Months ASQ-SE Cutoff Baseline Post Intervention
Child A 32 57 15 45
Child B 40 59 100 65
Child C 42 59 65 45
Child D 52 70 30 15
Child E 53 70 40 60
Child F 53 70 30 15

Design

A single case, multiple probe across three teachers design (Hitchcock et al., 2014) was used to
examine the effects of a multicomponent professional development intervention on the three
teachers’ implementation of three targeted skills connected with the Teaching Pyramid Model. A
single case, multiple probe design was used to document an observable change across
participants; essentially to see if the implementation of the intervention was responsible for that
change. Additionally, researchers used the single case design because of the small sample size
and literature does support the use of this design with small sample sizes (Hitchcock et al.,
2014). Further, this design allows researchers to observe the functional relation of the
intervention through replication which allows for stronger statements to be made as to the
reliability of the results. Therefore, the researchers implemented four phases: pre-baseline,
baseline, intervention, and maintenance. Data were graphed, and decisions regarding when
teachers moved through the phases were based on a visual analysis of that data. In essence, the
researcher examined the data for the teacher variables according to the Kratochwill et al. (2010) features.
Six features were examined within and between condition data patterns: (a) level, (b) trend, (c) variability,
(d) immediacy of effect, (e) overlap, and (f) consistency of data patterns across similar conditions. The
researcher was able to analyze data using such features as level, trend, and consistency of data patterns.
These features were then used to analyze data of the research to determine if there was a functional
relation.
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During the baseline phase, the teacher demonstrating the most stable individualized score began
intervention first while the other teachers remained in baseline. When the first teacher reached
stability in intervention, the second lowest scoring teacher entered intervention. The same
process continued until the final teacher entered intervention. Teachers were expected to reach an
80% criterion level before moving to maintenance phase.

Dependent Variables

Teacher-focused dependent variable.  The primary dependent variable in this study
involved measuring each teachers’ ability to implement three targeted skills connected with the
Teaching Pyramid Model. The three targeted skills were chosen based on their overall scores on
the Teaching Pyramid Observation Tool (TPOT; Hemmeter, Fox, & Snyder, 2014).

The TPOT was used in the study to measure each teacher’s ability to foster children’s
social and emotional development within the framework of the Teaching Pyramid Model. The
TPOT is a standardized rating scale that involves a 2-hr observation (e.g., assessment
observations) of a teacher in an early childhood classroom, and an interview with that teacher.
The TPOT incorporates five types of items: observation only (items 1-9), observation and
interview (items 10-12), interview only (items 13-15), red flags (items 16-31), and a challenging
behavior item (this item is not assigned a number). The full TPOT, from which all 31 items are
recorded, is scored after both the observation and interview have been completed. In the current
study, the full TPOT was scored for each teacher after the first assessment observation. During
the subsequent assessment observations, an individualized TPOT was used for each teacher, in
which the three lowest-scoring items and their subsequent indicators were scored.

Child-focused dependent variable. A second dependent variable in this study was
the social and emotional outcomes for children who displayed challenging behaviors. Six
children across all three classrooms were identified in order to determine if each child’s social
and emotional development was positively affected by the implementation of teaching practices
connected with the Teaching Pyramid Model. Children were chosen based on both teacher
recommendation and parent permission. The teachers administered the ASQ-SE on each of their
targeted children before intervention and upon completion of the maintenance phase; the pre-
and post-ASQ-SE were scored by the primary researcher.

The ASQ-SE was chosen because of its alignment with the framework of the Teaching
Pyramid Model. 1t also has good reliability and validity results, is inexpensive, and is easy to use
(Henderson & Strain, 2009). The ASQ-SE is a 10- to 15-minute assessment that is given in a
questionnaire format.

Data Collection and Analysis

Data were collected using two versions of the TPOT to measure each teacher’s ability to
implement three targeted skills connected with the Teaching Pyramid Model. The full TPOT was
used to: (a) establish pre-baseline scores, (b) determine three low scoring items, and (c) to
measure follow-up scores during a posttest phase (e.g., maintenance). A modified TPOT was
then developed for each teacher based on the results from the full TPOT pretest during the pre-
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baseline phase. To do this the three lowest scoring items from the full TPOT pretest were
identified for each teacher and these items and data were then presented to the teachers during
their first individual coaching sessions.

The research design utilized visual analysis of the data; reviewing any change in: (a) level,
(b) trend, (c) variability, (d) immediacy of effect, (¢) overlap, and (f) consistency of data patterns across
conditions. As data were collected on research question one, they were entered into a graph where
researchers were then able to visually examine these changes and determine similarity across
participants under the same condition. Data for research question two were entered into a chart
and compared from pre to post study to see if ASQ-SE scores changed. Information concerning
teachers’ perceptions of the coaching model were also compared from pre to post study.

Procedure

Following recruitment and selection, researchers made an initial visit to the child care program to
obtain written consent. After completing the consent forms, teachers were asked to select two
children in their classrooms who exhibited challenging behaviors per the definition used in this
study. Parents of the children identified signed consent forms for participation in the study.

After receiving parental consent, researchers used the TPOT to conduct initial evaluations
of teachers. Following pre-baseline and baseline, coaching sessions were conducted and
videotaped within the program in a separate room for 6-13 sessions; each participant varied in
amount of coaching session needed. Performance feedback was provided during the coaching
sessions and in weekly emails sessions and were sent to each teacher between 6-13 sessions.
Data were collected through assessment observations, which were implemented within each of
the three teachers’ classrooms by the second researcher.

Pre-baseline. During the first week, both researchers conducted a 2-hour full TPOT
pretest on each teacher, which involved using and scoring the entire instrument. Observations
took place during each teacher’s scheduled daily activities. For the full TPOT pretest, each
teacher was observed for approximately 2 hours during a range of classroom routines, including
large and small group activities, center activities, and transitions between activities.

Baseline. Three TPOT items of concern were identified based on low scores; the
second researcher began conducting assessment observations in the classroom two days per week
focusing on these low scoring items for 3-9 sessions. Observations were scheduled for each
teacher based on individual class schedules and took place in each teacher’s classroom for up to
2 hours per observation. During baseline, teachers did not receive any coaching or performance
feedback.

The second researcher collected baseline data on the indicators connected with the three
low scoring items or items of concern. Baseline data were collected for each teacher by using the
individualized TPOT to observe the three targeted items, and assessment observations lasted up
to 2 hours and involved a variety of classroom activities (e.g., circle time, free play time) and
occurred two days per week. The individualized TPOT meant that only the three items of
concern and the associated indicators for that item were scored. Researchers had initially planned
to provide coaching on all three items of concern, but time constraints and teachers’ schedules
limited the implementation of the intervention to one of the three items. Thus, at the beginning of
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the intervention phase, each teacher was asked to choose one item of focus on which he or she
would like to receive coaching and performance feedback. The chosen item then became the
focus of intervention. For example, Mary had low scores for Item 5, Teaching Children Behavior
Expectations, Item 7, Teaching Social and Emotional Competencies, and Item 12, Supporting
Friendship Skills. Mary chose to focus on Item 7, Teaching Social and Emotional Competencies,
as her target area of focus. This choice was individual for each teacher but was based on what the
teacher felt their children needed and what they felt was most beneficial for their individual
classrooms and their own professional development needs. For the items chosen, there were
indicators that were to be addressed to score the item appropriately. Item 5, Teaching Children
Behavior Expectations (TBE), had seven indicators that were to be scored yes or no during the
observation. For example, the first indicator, TBE1: Teacher has posted behavior expectations or
rules that are positively stated, include a visual, and are limited in number (less than five per
major activity), had to be visually seen in the teacher’s room during the observation in order for
the item to be scored a yes. Each teacher needed to have at least three stable baseline data points
on the targeted item, based on the TPOT scores, before moving to the intervention phase.

Intervention. The intervention in this study involved coaching and performance
feedback. Each teacher entered the intervention phase at a staggered rate with a total of 6-13
sessions for all three teachers (e.g., John received 6 sessions, Sharon received 11 sessions, Mary
received 13 sessions). The primary researcher was responsible for all intervention sessions and
served as the coach; these sessions occurred twice per week for each teacher. Over the course of
the week, each teacher engaged in an initial planning session (20-30 minutes), observations (60-
90 minutes), coaching (occurred during observations), and performance feedback (30 minutes).
The coaching model used involved action planning, feedback, and building new skills
(Hemmeter et al., 2014; Lentini & Fox, 2008). For example, the primary researcher (e.g., coach)
opened the initial planning meeting by checking in with the teacher about progress during the
previous week and reviewed the teacher’s professional development plan which included what
was going well in the classroom, what was most challenging, and what was to be worked on for
the week with regards to the targeted item on the TPOT. The coach then provided supportive
feedback by presenting teacher data based on classroom observation and highlighting areas of
strength and progression of goals, this was then followed by suggestive feedback where
strategies were presented for increasing TPOT scores and additional goals were discussed. To
assist the teacher in reflecting on practices, active listening and open-ended questioning were
used to discuss what happened during the observations (e.g., When you provided specific
feedback to the child, what occurred afterwards?). Both the coach and teacher discussed what
action was to be taken, what materials/supports/resources would be needed, and the planned
action steps that would lead to successful implementation of indicators associated with the
targeted item. The initial planning meeting then ended with a recap of what had occurred and
what is to take place for the week. Focused observation would occur once per week and this
involved the coach acting as observer and coach using the teachers’ individualized plan from the
initial planning meetings. The coach provided feedback and engaged in modeling during this
time as needed. At the conclusion of each week, the coach provided each teacher with additional
performance feedback via email that followed similar steps as the face-to-face meeting. For
instance, the coach began the email with opening comments that included general, positive
statements of what occurred that week and followed those comments with supportive feedback
of implemented practices that included teacher data and specific examples observed (i.e., You did
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a great job of naming the child’s feelings and talking about ways to express those feelings. For
example, you said...). In addition, the email included suggestive comments of ideas for
improving implementation of practices and a review of planned actions followed by a closing
statement of encouragement with plans to meet the following week where this process would
repeat until the teacher reached criterion.

Data on the primary dependent variable were collected on the target area of focus during
baseline and intervention phases, however researchers continued to collect data on all three low
scoring items for each teacher to determine if a carry-over effect (e.g., generalization) would
occur for uncoached items. The coach supported and provided instruction for each teacher by
identifying goals and desired outcomes and by reviewing activities that would help the teacher
reach those goals, as discussed above; these goals were recorded on a coaching log that
documented the coaching process.

The second researcher provided the primary researcher with scores on each of the three
targeted items for each teacher. A 1-hr assessment observation and was conducted once a week.
The data collection forms used included the three targeted items and researchers indicated
whether the indicators within the identified items were observed (yes) or not observed (no)
during each observation. A percentage of indicators scored yes were recorded and graphed for
visual analysis.

A target criterion level was set at 80% for each teacher for his/her target item of focus.
Each teacher had to meet the 80% criterion at least three consecutive observations during
intervention to conclude that phase and move on to the maintenance phase. For example, Sharon
and John targeted Item 5, Teaching Children Behavior Expectations, which had seven indicators
that had to be observed and scored a yes 80% of the time for three consecutive observations.

Maintenance. The maintenance phase of this study occurred five weeks after the
conclusion of the intervention phase for each teacher and varied dependent upon when the
teacher finished the intervention phase. The primary researcher conducted a full TPOT
assessment lasting 2 hours with each teacher during each teacher’s scheduled daily activities.
Data were collected on all items.

Interobserver Agreement

Interobserver agreement (IOA) was assessed on 30% of the data across the first three phases of
the study (pre-baseline, baseline, and intervention). To prepare for observer reliability, both
researchers attended a training workshop on the TPOT, during which they watched videos and
practiced scoring the TPOT. Both researchers successfully completed the workshop by reaching
an 80% agreement level as determined by the workshop’s developers on the full instrument.
During the pre-baseline and baseline phases of the study, the primary researcher rated
each teacher’s skill level related to the three targeted items chosen from the TPOT. IOA was
determined by comparing the primary researcher’s overall score to the second researcher’s score.
The formula used for this calculation was the number of agreements divided by the number of
agreements plus disagreements times 100, which resulted in the percentage of agreement
(Kratochwill et al., 2010). The data indicated a mean of 85% and a range of 77% to 100% during
the pre-baseline phase, a mean of 97% during baseline, and a mean of 92% during intervention.
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Treatment Fidelity

Fidelity was collected for 30% of the coaching and performance feedback sessions that took
place during the intervention phase. The second researcher used fidelity checklists and conducted
observations of the first researcher and reviewed emails with performance feedback for 30% of
the sessions. Data showed a mean of 71% with a range of 36% - 88% for the observations and a
mean of 81% with a range of 75% to 87% for the email with performance feedback. Researchers
did meet to discuss the variability in the data and tried to come to a consensus on the coaching
checklist steps and requirements, however the fidelity means were low and will be discussed
within the limitations.

Social Validity

Social validity was assessed to determine the extent to which the coaching and performance
feedback was socially acceptable to the teachers included in the study. Data collection took place
at the conclusion of the study and involved the three teachers completing a four-item consumer
satisfaction questionnaire on a 5-point Likert Scale ranging from strongly disagree (1) to strongly
agree (5). Teachers were asked to rate perceptions on the social importance of the Teaching
Pyramid Model, social acceptance of the coaching and performance feedback, and social
significance of their individual skill change.

RESULTS
Research Question 1

The visual results of the percentage of targeted TPOT items correctly implemented and the other
two identified items of concern for each teacher are shown in Figure 1, while results on the mean
and range for each targeted item are presented in Table 2. These data indicated that the coaching
intervention resulted in higher implementation of strategies connected with the one targeted item
selected by each teacher. Some change was also noted for each teacher in the other two items of
concern that were not specifically targeted by the coaching intervention, indicating that the
intervention generalized to the implementation of other classroom strategies. All teachers
reached and surpassed the 80% criterion level and demonstrated improvement in their
implementation of the strategies related to the targeted items. In addition to examining the
immediacy of effect from baseline to intervention for teachers’ use of strategies, percent of non-
overlapping data (PNDs; Scruggs & Mastropieri, 1998) were calculated. It is suggested (Scruggs
& Mastropieri) that 90% of data points above baseline should be considered very effective, 70%
to 90% above baseline to be effective, 50% to 70% above baseline to be questionable, and below
50% to be ineffective. PNDs were calculated separately for each teacher between baseline and
intervention by identifying the highest performance data point during baseline and counting all
intervention performance data points that were higher than the highest baseline point and
dividing that number by the total number of data points in intervention and multiplying by 100.
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TABLE 2
Percentage of TPOT Practices Implemented For Targeted ltems
Baseline Intervention
Targeted Item Participant M (range) M (range)
Teaching behavior Mary 0 0
expectations Sharon 0 52 (0-86)
John 0 49 (0-86)

Teaching social and Mary 0 51 (13-88)
emotional Sharon 11 (0-13) 33 (13-38)
competencies John 12 (0-13) 35 (13-63)
Teaching friendship Mary 0 24 (11-56)
skills
Teaching problem Sharon 11 16 (11-33)
solving John 9(0-11) 23 (11-44)

Mary.  The baseline data for Mary indicated that she was not implementing any of the
strategies associated with the indicators for any of the three targeted items. All of her scores
remained at 0% during the baseline phase; therefore, she was the first teacher to enter
intervention. Out of the three targeted items for Mary (e.g., Item 5: Teaching Children Behavior
Expectations, Item 7: Teaching Social Skills and Emotional Competencies, and Item 12:
Teaching Friendship Skills), Mary chose to focus on Item 7: Teaching Social Skills and
Emotional Competencies. She began receiving coaching and performance feedback, and her
implementation of the skills associated with the targeted item moved steadily up to a mean of
51% with a range of 13% - 88% and PND of 100% since all data points in intervention were
above those in baseline thus indicating a strong intervention effect. The mean was calculated by
adding together the overall scores of all observations during each phase and then dividing that
number by the total number. Although Mary was not specifically coached on how to teach
friendship skills, her implementation of that item, Item 12: Teaching Friendship Skills, showed
slight improvement, reaching a mean of 20% with a range of 0% to 56% (see Table 2) and a
PND of 100%. The third item, Item 5: Teaching Children Behavior Expectations, remained the
same at 0% and a PND of 0%. Mary’s maintenance data showed 0% for Item 5: Teaching
Children Behavior Expectations, 38% for Item 7: Teaching Social Skills and Emotional
Competencies, and 90% for Item 12: Teaching Friendship Skills. These data showed a decrease
in the target item but an increase in one of the uncoached items, Item 12: Teaching Friendship
Skills.

Sharon. During baseline, the data indicated that Sharon was not fully implementing
any strategies related to her identified three items, Item 5: Teaching Children Behavior
Expectations (0%), Item 7: Teaching Social Skills and Emotional Competencies (13%), and Item
11: Teaching Friendship Skills (11%). She had stable baseline scores and was the second teacher
to enter intervention. Before entering intervention, she was presented with the three items of
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concern and she chose to focus on Item 5: Teaching Children Behavior Expectations. The
coaching and performance feedback she received focused initially on encouraging her to choose
five or fewer rules and then post a visual representation of those rules in the classroom, which is
required as a prerequisite for any other indicators under that particular item to be scored “yes.”
When she completed and posted the visual display of data, her scores improved significantly,
moving from 0% to 57% from one assessment observation to the next, giving her a mean score
of 48% with a range of 0% to 86% (see Table 2); however her PND was 63% reflecting a
questionable or small effect. She also demonstrated improvement in the other two areas of
concern that were not addressed in intervention, reaching a mean of 33% with a range of 13% —
38% for Item 7: Teaching Social Skills and Emotional Competencies and a PND of 72%
(effective), and a mean of 21% with a range of 11% —33% for Item 11: Friendship Skills and a
PND of 27% thus indicating a small effect. Maintenance data for Sharon showed 86% for Item 5,
50% for Item 7, and 67% for Item 11.

John. John’s three targeted items of concern consisted of, Item 5: Teaching Children
Behavior Expectations, Item 7: Teaching Social Skills and Emotional Competencies, and Item
11: Teaching Problem Solving. During the baseline phase, John’s scores on the individualized
TPOT showed the most variance. Although his scores for Item 5 remained steady at 0%, a range
of baseline scores were noted for Items 7 and 11. Baseline scores for John indicated a mean of
13% with a range of 0% to 25% for Item 7: Teaching Social Skills and Emotional Competencies
and a mean of 9% with a range of 0% to 11% for Item 11: Teaching Problem Solving (see Table
2). Because of the unstable scores, John was the last teacher to enter the intervention phase.
When he was presented with the three items of focus, he chose to work on Item 5: Teaching
Behavior Expectations. As explained above, a visual representation of the rules was needed
before any of the indicators on the TPOT could be marked as “yes”. John’s scores moved from
0% to 71% within one observation after posting the rules; total intervention data showed a mean
of 49% with a range of 0% to 86% for his target item and a PND of 66%. He immediately was
able to identify the rules he wanted to use because he was already talking about them with the
children. The coaching and performance feedback John received also positively affected his use
of non-targeted strategies associated with Item 7: Teaching Social Skills and Emotional
Competencies, resulting in a mean score of 35% with a range of 13% to 63% and a PND of 66%.
The strategies connected with Item 11: Teaching Problem Solving, resulted in a mean of 23%
and a range of 11% to 44% and a PND of 33%. Maintenance data for John showed 100% for
both Items 5 and 7 and 89% for Item 11. These data demonstrated an increase in skill for the
targeted item and both uncoached items.

In addition to targeted TPOT items, data was also taken to identify any carryover effect
on other TPOT items not targeted. All teachers increased in their full TPOT scores with 13 or
less coaching sessions from pre-baseline to maintenance. Mary’s data for the pre- overall TPOT
score (see Table 3) during pre-baseline was 40% and the post overall TPOT score was 65%;
which showed a 15% increase over the course of the study. Sharon demonstrated that she was
able to maintain skills learned and showed increased carry over with the two uncoached target
items. Additionally, Sharon’s pre- and post- overall TPOT score showed a 21% increase from the
pre-baseline score of 58% to the post-TPOT score of 79% (see Table 3). Further, John showed a
17% increase from his pre-baseline overall TPOT score of 60% to 87% at post overall TPOT
score (see Table 3).
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TABLE 3
Pretest Posttest Scores on Full TPOT
Participant Pretest Score Posttest Score
1 40% 65%
2 58% 79%
3 60% 87%

Research Question 2

Data for children were measured through a pre- and post-test of the ASQ-SE. Each teacher was
given the corresponding questionnaire to fill out on the targeted children at the beginning of the
study and again after the study had completed. Data showed that four of the six children
displayed less challenging behaviors post intervention while two children showed an increase in
behavioral issues (see Table 1). Three different ASQ-SE forms were used to correspond with the
age of each target child. Most showed a decrease in challenging behavior (see Table 1) with
some variability with Child A and Child E. Child A (32 months) scored a 15 at baseline and a 45
at post intervention, a 30% increase in behaviors while Child B’s post intervention score showed
35% less challenging behaviors. Child C showed 20% less, Child D was scored as having 15%
less challenging behaviors, however Child E (53 months) scored a 40 at baseline and a 60 at post
intervention, a 20% increase. Child F score resulted in 15% less challenging behaviors.

Research Question 3

Results from the social validity questionnaire showed that all (100%) teachers found the
Teaching Pyramid Model to be helpful with 66% reporting that they strongly agreed that
coaching and performance feedback was beneficial to implementation of strategies in the
classroom. Further, 100% of teachers marked that they disagreed or strongly disagreed that they
would have been able to implement the Teaching Pyramid Model easily without coaching and
performance feedback support. One teacher wrote, “Working with the coaching project has
helped me look at what children need individually on an emotional and social level so they can
communicate independently with their peers around them”.

DISCUSSION

The results of this study demonstrate that the coaching plus performance feedback used with
teachers led to higher levels of implementation of strategies associated with the targeted TPOT
item. It should be noted that the universal practices outlined in the Teaching Pyramid Model—
those related to building positive relationships and structuring supportive environments—were
not identified as areas of concern. Instead, the targeted items fell under the third tier, which
covers the explicit teaching of social and emotional skills (Hemmeter et al., 2014). The teachers
thus demonstrated a fundamental understanding of the strategies associated with the model at the
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beginning of the study. Perhaps this was due to the previous training all had received with the
Teaching Pyramid Model. Once the item of concern was identified and the teachers entered the
baseline phase of the study, they demonstrated low scores related to the targeted items; many of
the scores were recorded as 0%. At the end of the intervention phase, all teachers reached a score
of at least 80% for the targeted items that they chose and in some cases the intervention seemed
to influence the generalization of uncoached items as well. It would seem that the coaching
intervention was the stimulus for the changes. However, when examining the effect size (e.g.,
PNDs) of the current study results are varied and should be interpreted with caution. To increase
effect size, it may be beneficial to extend the amount of time in intervention to further examine
the impact of the intervention on teacher behavior.

The current study attempted to replicate and extend the findings of a previous study in
which three early childhood special education teachers received coaching in strategies related to
all tiers of the Teaching Pyramid Model (Fox et al., 2011). Although the current study only
addressed a small portion of the strategies connected with the model, it adds to the literature by
focusing on teachers within a child care program versus an early childhood special education
public school setting and using effect size to demonstrate intervention strength. Researchers
applied the principles of both the Teaching Pyramid Model and the particular coaching model
used in the previous study to a different population of teachers, including three African-
Americans with Associate degree level training in early childhood education. Previous studies
have targeted teachers with Bachelor’s and/or Master’s level degrees with special training in
special education. In addition, the Teaching Pyramid Model strategies were applied to a group of
2-year-olds in one of the teacher’s classrooms (e.g., Sharon), which was an age group not
addressed by Fox et al. (2011). Based on the teacher’s performance, it would seem that the
strategies can be applied to teachers serving children as young as 2 years of age. Even though the
child outcome data were variable, improvements were seen for four of the six children. This
finding supports the fact that providing coaching and performance feedback to teachers is
associated with increased teacher skill and knowledge of practices in the classroom, thus
affecting child outcomes.

Limitations

The study was affected by varied limitations. First, for much of the study, outside of the pre-
baseline phase, the TPOT was altered to focus on only three particular items. The full TPOT
covers a total of 31 items; the researchers were trained to implement and score the instrument as
a comprehensive instrument and changing its application may have affected its internal validity.
Both researchers were also closely involved in the study as coach and observer, and both
researchers were invested in its results. However, the IOA data indicated good reliability
therefore providing some assurance of internal validity. Second, the ASQ-SE is a questionnaire
that is typically filled out by the child’s teacher and parent, however in this study only the
teacher filled out the ASQ-SE so scores may not have been a full representation of the child’s
social and emotional development and behavior and since teachers did provide the scoring, it
may have impacted the reliability. It is suggested that additional measures and observation be
used to determine each child’s trajectory and that information should be gathered from multiple
sources.
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Finally, the treatment fidelity means for the coaching and performance feedback were
low. The checklist for coaching and performance feedback provided steps that the primary
researcher who served as the coach was to follow, however there were several occasions where
the coach took the lead of the teacher and found it difficult to keep to the exact steps. For
example, Sharon had some difficulty making decisions and the coach had to continually prompt
her and provide leading questions to create goals, thus diverting from the coaching steps.
Providing coaching can be a dynamic process and in this case called for changes in the
procedures to assure the teacher was receiving needed supports specific to his/her needs.

Implications for Future Research

The findings of this study can be extended in multiple ways. First, future research should
consider expanding the coaching intervention over a longer period of time which would allow for
more targeted items on the TPOT and could possibly increase effect size and reliability of the
intervention. If resources allow, the majority of the school year should be devoted to multiple
targeted TPOT items for teachers across phases outlined in the multi probe design. It is suggested
that more time be given to appropriately train teachers on all tiers of the Teaching Pyramid
Model (e.g., Universal Promotion, Secondary Prevention, and Tertiary Intervention), provide
coaching supports, and extend the maintenance phase to include multiple observations to assure
long term implementation, or sustainability, of strategies specific to children and teachers’ needs.
It is also suggested that the Teaching Pyramid Model be implemented in accordance to what is
developmentally appropriate for the group of children being served; some methods may not be
suitable for children under 2 years of age. Secondly, children’s gains on multiple pretest and
posttest outcomes should also be included. Child assessment data should be collected through
multiple sources (e.g., repeated observations of child’s behavior in the classroom environment)
to verify the impact the teacher intervention has on the presence of challenging behaviors and/or
social and emotional issues in children. It may even be beneficial to include parent report on
children’s behavior as part of the data collection and social validity. Having a comprehensive
view of a child’s behavior may provide the coach and the teacher with ample sources of
information to thoroughly understand the dynamic needs of the children being served. Finally,
the current study’s main strength was its focus on a diverse early childhood teacher population:
African-American teachers within a private faith-based community-based child care program
that served primarily white, middle-class toddlers and preschoolers with varying levels of
education and training in early childhood. Future research could investigate the impact teachers’
level of education and work settings have on meeting the needs of young children at high risk for
having challenging behaviors and children who may be identified as having disabilities.

The findings of this study demonstrated that teachers benefit from the individualized
coaching model outlined above. The data also indicated that the coaching model could be applied
to a different population of teachers and varied ages of children, with positive results. The study
utilized a coaching and performance feedback intervention on one of the items of the TPOT and
participants showed improvements in their implementation of the strategies associated with that
segment of the Teaching Pyramid Model. Further research can build on these outcomes by
expanding the length of the study and by keeping the focus on teachers within child care settings.
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