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CHAPTER 1

Introduction

Professional development (PD) is used to increase teacher implementation of
recommended and evidence-based practices (Gregson & Sturko, 2007). Within the field of early
childhood education, PD has been positively associated with improvements in classroom quality
and child outcomes (Egert et al., 2018; Schachter et al., 2019). Research has shown, however,
that didactic PD (e.g., one-time workshops, lectures) alone is not sufficient for increasing the
sustained use of teacher practices (Zaslow et al., 2010). This type of PD often does not reflect the
background knowledge and experiences of teachers or the context in which they teach (e.g., type
of program, needs of children), making it difficult for teachers to generalize and apply the
content being presented in one-time PD experiences (Schachter et al., 2019). In a review of the
early childhood PD literature, Zaslow and colleagues (2010) found that PD is more effective
when it links knowledge with practice, using strategies such as modeling and feedback, to result
in change in teacher practice. Schachter et al. (2019) also reviewed early childhood PD literature
and, based on models of PD that did and did not result in positive and long-term outcomes,
suggested guidelines for choosing the content and format of PD. Content should focus on goals
that address teacher-identified areas of need as well as practices that support the needs of
children (Schachter et al., 2019). The format of PD should provide teachers with content
knowledge and opportunities to practice in relevant contexts (e.g., teacher’s classroom) and
include opportunities for teachers to receive individualized feedback and to self-reflect on their

practice (Schachter et al., 2019). Providing opportunities to practice new skills (i.e., teachers



being active participants in their learning) and feedback in addition to increasing knowledge is
supported by principles of adult learning (Collins, 2004).

Coaching is an approach to ongoing PD that incorporates effective practices associated
with change in teacher behavior (e.g., feedback, reflection, goal setting). Coaching, defined as “a
relationship-based process led by an expert with specialized early learning and adult learning
knowledge and skills...designed to build capacity for specific professional dispositions, skills,
and behaviors and is focused on goal-setting and achievement for an individual or group”
(NAEYC & NACCRRA, 2011, p. 11), has been shown to increase teacher use of a variety of
teaching practices and promote both generalization and maintenance of targeted practices (e.g.,
Barton et al., 2013; Rakap, 2017). Based on several literature reviews (Artman-Meeker et al.,
2015; Golden et al., 2020; Kraft et al., 2018; Stormont et al., 2015), characteristics of coaching
vary across studies in terms of type (e.g., method of delivery), dosage (e.g., frequency of
coaching sessions), and strategies used (e.g., feedback, live observation). In a review of the early
childhood coaching literature, Artman-Meeker and colleagues (2015) identified the most
commonly used coaching strategies to be performance feedback, intentional planning for practice
between sessions, use of a manual, collaborative progress monitoring, and use of action plans.

One evidence-based model of coaching that has been used to increase teacher use of
effective practices is Practice-Based Coaching (PBC; Snyder et al., 2015). PBC is a cyclical
framework built around a collaborative partnership between the coach and coachee aimed at
increasing teacher use of effective teaching practices. Coaching strategies identified by Artman-
Meeker and colleagues (2015) are incorporated within the three key components of PBC: (a)
shared goals and action planning, (b) focused observations, and (c) reflection and feedback. See

Table 1 for a list of PBC studies and how the components have been implemented across studies.



Table 1

Summary of recent Practice-Based Coaching literature

Practice-Based Coaching Components

Shared Feedback
Goals and
Action Focused Performance-
Article Training  Planning Observations Reflection Supportive Constructive Based Generalization Maintenance

6-hr
Artman- workshop X X X X
Meeker et trainin (live) (video (email)* (email)*
al., 2014 amning v recording)

(live)
Barton et X X X* X X
al., 2016 (live) (email) (email) (live) (live)
Barton et X X Xk X# X
al., 2018 (live) (email) (email) (live) (live)
Barton et X+ X X X X* X
al., 2019 (live) (text) (text) (live) (live)

S-slide
Bartonet  voice-over X X X X# X
al., 2020 PowerPoint (live) (email) (email) (live) (live)

(email)

6-hr
Conroy et  workshop X X X X
al., 2019 training (NR) (live) (NR) (NR)

(live)
Conroy et 6-hr training X X X X X
al., 2015 (live) (live) (live) (live) (live) (live)




Hemmeter
etal., 2016

Krick
Oborn &
Johnson,
2015

McLeod et
al., 2019

Snyder et
al., 2018

Sutherland
etal., 2015

Three 6.5 hr
workshops
(live)

Two, one-
on-one, 2-hr
workshop
sessions
(NR)

One training
per target
practice
(live)

14.9 hrs of
workshop
training
(live)

1-day group
workshop
(live)

(live)

(live)

(live)

X
(live)

(live)

X
(video
recording)

X
(video
recording)

(live)

X
(live)

(live)

X
(email)

X
(live/email)

X
(live)

(live)

(email)

(email)*

(live)

(email)

(email)*

X
(live/email)

X
(live)

(live)

X
(video
recording)

X
(video
recording)

X
(video recording)

X
(video
recording)

X
(live)

Note. Delivery method indicated in parentheses. * constructive feedback was only provided when the teacher did not use the target practice during
the observation. # covert observations conducted in addition to generalization sessions. + goals were set with 2 participants when target practice
use was low during intervention. “feedback included clips from the recorded observations. NR = not reported. Blank cells indicate component was
not present. Participants in Krick Oborn & Johnson, 2015 recorded themselves. Participants in McLeod et al., 2019 were recorded by another
study participant. Video recordings in Artman-Meeker et al., 2014 and Snyder et al., 2018 were collected by research staff. Four studies reported
the use of performance-based feedback. Supportive and constructive feedback meet the definition of performance-based feedback but since it was
not specified in the studies, it is reported here as performance-based feedback.



PBC has been effective for increasing teacher use of multi-component interventions (e.g.,
Hemmeter et al., 2016; Sutherland et al., 2015; Snyder et al., 2018) as well as teacher use of
individual practices (e.g., McLeod et al., 2019). In most studies examining the effectiveness of
PBC (Conroy et al., 2019; 2015; Hemmeter et al., 2016; Snyder et al., 2018; Sutherland et al.,
2015), coaching has been time and resource intensive with teachers receiving an average of 14.3
weekly coaching sessions (range 7-17). Across those studies, the reflection and feedback
component of coaching was delivered during an in-person debriefing meeting (M = 35.25 mins;
range 10-135 mins) which occurred after a live, focused observation (M = 83.35 mins; range 30-
305 mins).

For some early childhood programs, the amount of time and personnel needed to
implement PBC as examined previously might be prohibitive. There is not yet a body of
evidence to support the use of PBC when delivered in more efficient ways. One way to increase
the efficiency of PBC would be to implement it in a distance format (i.e., remote observation
and/or remote coaching meetings). Schachter and colleagues (2019) suggested that distance
coaching might minimize disruptions to the classroom, reduce scheduling challenges, and make
coaching available to teachers in a wider geographical area. Only two studies (Artman-Meeker et
al., 2014; McLeod et al., 2015) examined PBC implemented remotely to increase teacher use of
targeted practices. In a group design study, Artman-Meeker et al. (2014) evaluated the
effectiveness of PBC (i.e., action planning, observation, and feedback) via email, delivered
following a one-day workshop, to increase teacher use of Pyramid Model practices. Following a
training, during which teachers wrote action plan goals, teachers submitted video recorded
observations of their use of the teaching practices and received supportive and constructive

feedback via email. Emails did not include a specific reflection prompt. Action plans and



coaching focused on targeted Pyramid Model practices (e.g, implementing a class-wide visual
schedule, providing transition warnings) while change in teacher practices was measured using a
more general measure of Pyramid Model implementation (e.g., TPOT; Hemmeter et al., 2014).
Artman-Meeker et al. (2014) reported positive but not statistically significant increases in teacher
use of Pyramid Model practices. To further examine these findings, teachers were divided into
two groups based on their participation in the intervention. Teachers with higher levels of
participation, measured by response to feedback emails, showed greater growth in use of
Pyramid Model practices (Artman-Meeker et al., 2014), although the difference between
treatment and control groups was not statistically significant. McLeod and colleagues (2019)
implemented the focused observation and reflection and feedback components of PBC remotely
with two preservice teachers to increase their use of recommended practices (i.e., emotion
labeling, descriptive praise, choice), using a multiple baseline design across behaviors. After
developing action plans during live training sessions, participants recorded and uploaded
observations. After viewing video recorded observations, coaches sent emails containing
supportive and constructive feedback as well as a prompt for the teacher to reflect on her
implementation of the target practice. A functional relation was present for both participants, and
there was some evidence of generalization and short-term maintenance. With mixed results from
studies implementing PBC components from a distance, additional research is needed to
determine the effectiveness of PBC when implemented remotely.

In the broader early childhood (EC) coaching literature, distance coaching, in the form of
providing performance-based feedback, has been used effectively to increase teacher use of
targeted practices. Across the recent EC distance coaching literature (i.e., studies published since

2015), the feedback component of coaching has consistently been delivered via email (Barton et



al., 2016; 2020; Barton, Pokorski et al., 2018; Krick Oborn & Johnson, 2015) while the
observation component has most commonly been conducted in-person (Barton et al., 2016; 2020;
Barton, Pokorski et al., 2018). Studies using in-person observation and email feedback have
included preservice (Barton et al., 2016) and in-service (Barton, Pokorski et al., 2018) teachers
as well as teaching teams (Barton et al., 2020) and have focused on increasing teaching practices
such as emotion labeling, promoting social interactions, and descriptive praise. Across studies,
the email feedback included a request for teachers to respond as a measure of teacher contact
with the intervention. Teacher responsiveness was variable across studies (range 57%-100%).
Generalization and maintenance were measured in each of these studies (Barton et al., 2016;
2020; Barton, Pokorski et al., 2018). For most participants, results generalized across settings
and maintained after coaching was removed. In two of the studies (Barton et al., 2016; Barton,
Pokorski et al., 2018), covert observations were also conducted, with teacher use of target
practices being variable and often lower than the level of practice use observed during live
observation sessions. One study (Krick Oborn & Johnson, 2015) used a distance coaching format
for both observation (i.e., submitted video recordings) and feedback (i.e., email) to increase
home visitor use of caregiver coaching strategies (e.g., problem solving, demonstration,
observing or data collection). There was some evidence of increased practice use, but none of the
participants reached criterion of using at least 70% of caregiver coaching strategies in a session.
Email feedback included a request for a response, but the home visitors only responded to 33%-
66% of emails, indicating they may have had limited contact with the intervention. Krick Oborn
and Johnson (2015) measured maintenance with results maintaining for only 33% of participants.
Recent literature provides some evidence that providing feedback via email is effective

for increasing preservice and in-service teacher implementation of recommended practices.



Across studies, a reported limitation was a lack of teacher response to email feedback (Barton,
Pokorski et al., 2018; Barton et al., 2020; Krick Oborn & Johnson, 2015). Investigating ways to
increase teacher responsivity and engagement in distance coaching is an important next step in
developing effective methods for distance coaching. Only one study (McLeod et al., 2019) asked
participants to respond with a reflection on their use of the target practice. Other studies asked
teachers only to confirm the time for the next session with a simple yes or no response (Barton et
al., 2016; 2020; Barton, Pokorski et al., 2018). Although McLeod and colleagues (2019) did not
report rates of teacher responsiveness, engaging teachers in reflection rather than just a rote
response (e.g., confirming an observation time), may lead to higher engagement with the
coaching content. In addition to being a proxy for engagement with the intervention, prompting
teachers to reflect on their teaching practices can increase their ability to identify and think
critically about their use of quality teaching (Schachter et al., 2019).

Text messaging, an easily accessible technology (Smith, 2017) that is designed for short
back and forth conversational exchanges, may support increased responsiveness. With 97% of
Americans texting at least weekly, it is a well-known technology (Stroo & Shaw, 2018). In
comparison to emails, text messages are more often opened (25% versus 98%), and response
time is significantly shorter (average of 90 min versus 90 sec) (Stroo & Shaw, 2018), both
statistics indicating text messaging may be an easier and more efficient way for teachers to
engage with coaching.

Text messaging has been used in the parent training literature. Research has indicated that
parents with higher engagement with an intervention tended to have more positive outcomes, in
general, and particularly with high-risk families for whom engagement is often low (Bigelow et

al., 2008). Text messaging, providing reminders and suggestions about how to use targeted



practices, has been used as a strategy to enhance typical home visiting and parenting intervention
protocols, specifically to increase parent engagement (e.g., Bigelow et al., 2008; 2013; 2020;
Carta et al., 2013). Although child outcomes were mixed, there is evidence that parents receiving
text messages had higher engagement with the intervention and were more likely to complete the
intervention than parents who did not receive text messages (Bigelow et al., 2013). Findings
indicated that in most studies, parents receiving text messages used more of the targeted
parenting strategies (Bigelow et al., 2008; 2020; Carta et al., 2013). Importantly, parents reported
text messaging was a positive enhancement to the intervention (Bigelow et al., 2008; 2013;
2020).

In the early childhood teacher coaching literature, only one study (Barton et al., 2019) has
looked at the effectiveness of text messaging as a mode of delivering feedback, in addition to
live observation. Text message feedback was provided to preservice teachers to increase their use
of practices such as redirections, emotion labeling, and play expansions. During the intervention
condition, the text message included a positive greeting, a count and example of the participant’s
use of the target practice, feedback related to target practice use, a positive closing statement, and
a request for a response to confirm the next session. A functional relation was present for three of
the four participants. Both generalization and maintenance were measured. Overall, preservice
teacher use of targeted practices was variable during generalization and maintenance sessions
and was generally lower than practice use during intervention sessions. The social validity of the
coaching component of the intervention was not measured.

Because low engagement with the intervention has been a potential barrier to improving
practices in previous distance coaching research (Barton et al., 2016; 2020; Barton, Pokorski et

al., 2018; Krick Oborn & Johnson, 2015) and that text messaging has successfully been used to



increase engagement in parent training studies (Bigelow et al., 2008; 2013; 2020; Carta et al.,
2013), research on the effects of teacher coaching via text message is warranted. The global
pandemic, which often decreased the ability of coaches to provide in-person coaching and
increased teacher responsibilities (e.g., increased cleaning protocols), provided a context for
exploring coaching methods that were likely to be effective from a distance but also efficient in
terms of resources and teacher time, qualities that could also be useful for coaching outside of
the context of a pandemic.

In the current study, all PBC components were delivered remotely, with the reflection
and feedback components delivered via text message to expand the research on both the
effectiveness of using text messaging as a delivery method for coaching teachers and ways to
increase the efficiency of PBC. Central to the PBC framework are effective teaching practices.
For the purposes of this study, the Pyramid Model practices (PM; Fox et al., 2003; Hemmeter et
al., 2006; Hemmeter, Fox et al., 2021) were the target of coaching. Built on the foundation of an
effective workforce, the PM offers three tiers of support. The first tier focuses on the
implementation of universal practices related to nurturing and responsive relationships and high-
quality, supportive environments. The second tier provides targeted supports to promote the
development of social-emotional competencies for children at-risk. When needed, the third tier
provides a framework for developing intensive and individualized interventions to address
persistent challenging behavior (TACSEI, 2018). When implemented with fidelity, the
implementation of the PM has been associated with improved classroom quality and positive
child outcomes related to social skills and challenging behavior (Hemmeter et al., 2016;
Hemmeter, Fox et al., 2021). Current research around the implementation of the PM indicates

that professional development, typically workshop-style training, plus PBC has been effective
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for increasing teachers’ fidelity of implementation of the Pyramid Model practices (e.g., Fox et
al., 2011; Hemmeter et al., 2016; Hemmeter, Fox et al., 2021).

The recent pandemic highlighted the need for providing support to teachers even when
coaches are unable to observe or provide feedback in-person, leading to the need to evaluate
coaching strategies that can be effectively utilized in a distance format. In this context, it is
important to examine the effectiveness of coaching when both the observations and coaching are
provided from a distance. The purpose of this study is to rigorously evaluate the effectiveness of
delivering a coaching package, training plus PBC, via text message on teacher use of targeted
Pyramid Model practices as a basis for an evidence-based practice. This study addressed several
limitations and recommendations for future research presented in recent distance coaching
studies by: (a) evaluating the use of text messaging, an immediate method for delivering
feedback (Barton et al., 2016; 2019); (b) incorporating goal setting (Barton et al., 2020); (¢)
establishing the expectation that participants respond to prompts and embedding reflective
prompts throughout the text exchange to engage teachers in a back and forth conversation
(Barton et al., 2019; 2020; Krick Oborn & Johnson, 2015); (d) measuring procedural fidelity of
training sessions as well as the text messaging protocol during the baseline and intervention
conditions (McLeod et al., 2019); and (e) including an objective measure of social validity (i.e.,
masked raters evaluating teachers’ practice). This study was designed to address the following
research questions:

1. Is training plus Practice-Based Coaching (PBC) delivered via text message effective for
increasing teacher use of Pyramid Model practices?
2. Do teachers’ use of practices targeted through training and PBC delivered via text

message generalize to activities in which coaching was not provided?

11



3. Do teachers maintain their use of Pyramid Model practices when coaching is removed?

4. Do teachers find the remote coaching package feasible, effective, and acceptable?

12



CHAPTER 2

Method

Participants and Implementers

After obtaining approval from the Institutional Review Board (IRB), three teachers were
recruited for this study (Jessa, Elizabeth, and Stephanie) by contacting administrators of early
childhood programs and soliciting nominations. Nominated teachers were contacted via email by
the first author and provided with information about the study including a description of study
procedures and participant responsibilities (e.g., set up iPad, record observations, respond to text
messages). The first author explained that participation was voluntary and answered any
questions the teacher had. Each participant was sent an electronic consent form to sign if they
agreed to participate in the study. Teachers were eligible to participate in the study if: (a) they
taught full-time in a preschool classroom where the majority of children were between the ages
of three and five, (b) they were providing in-person instruction, (c) they had access to a reliable
wireless internet connection in their classroom, (d) they had access to a device with a text
messaging app, and (e) they self-identified at least four discrete Pyramid Model (Fox et al.,
2003) practices, using a modified version of the Pyramid Model Implementation Checklist (see
Appendix A), to target with coaching. Once consented, teachers completed three surveys: (a) a
teacher demographic survey (Appendix B), (b) a classroom demographic survey (Appendix C),
and (c) a technology survey (Appendix D). On the technology survey, all teachers reported being
comfortable to very comfortable with technology, including Zoom and text messaging. They also

reported that when not meeting face-to-face, texting was their most frequently used method of
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communicating with coworkers. See Table 2 for teacher and classroom demographic
information.

The primary researcher was a doctoral student in early childhood special education
(ECSE). She held a Master’s degree in ECSE and was a licensed teacher and Board Certified
Behavior Analyst. The primary researcher conducted all teacher training sessions and coaching
activities and served as the primary data collector on the dependent variable (i.e., teacher use of
targeted PM practices). A master’s student in Child Studies served as the secondary data
collector. Procedural fidelity data on teacher training and coaching sessions were collected by
two Master’s students, one in Human Development Counseling (primary) and one in Child
Studies (secondary).

Settings

This study occurred in three preschool classrooms across two states. Jessa and Elizabeth
taught in Head Start classrooms in small rural towns in a southwestern state, and Stephanie
taught in a university-based preschool program in a midwestern state. Jessa, Elizabeth, and
Stephanie had 19, 13, and 11 children in their classrooms, respectively. The coaching component
of the intervention, PBC delivered via text message, was delivered directly to the teacher’s cell
phone via a messaging application. Data collection observations occurred during typical
classroom activities and routines via video recordings. During an initial overview training, prior
to baseline data collection, teachers chose a primary activity and a generalization activity. Two
teachers (i.e., Elizabeth and Stephanie) chose center time as their primary activity while Jessa
chose small group as her primary activity. During small groups, Jessa would lead an academic
activity (e.g., name writing, rhyming game, patterning) with four to six children. The other

children in the class either worked independently with playdoh or completed academic games on
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Table 2

Participants and Settings

Classroom
No. of
children Age Baseline/
Years of Level of Teacher Type of  (no. with range intervention  Generalization
Participant Age Gender Ethnicity experience Education licensure school IEPs)  (months)® activity activity
Early
. i +
Jessa 43 F Caucasian 6 BA. Chlldho.Od Head Start 19 (7) 44-59 Small Large group
Education special groups
education
: : BA® PreK-4" :
Elizabeth 47 F Caucasian 11 Education arade Head Start 13 (1) 42-63 Center time  Large group
. . c University-
Stephanie 48 F Hisp anie 8 BA Birth-K based lab 11 (0) 28-40 Center time  Large group
Caucasian Sociology school

Note. 1EP = Individualized Education Plan.
4At the start of the study

®Graduating with M.Ed in Special Education in May 2021
“Enrolled in a Master’s program in Interdisciplinary Early Childhood Education
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an iPad. During center time in both Elizabeth and Stephanie’s classrooms, children played
independently or with peers in a variety of centers typical to preschool classrooms (e.g., block
center, home-living center, puzzle center, writing center). In both classrooms, children were free
to move between centers. The number of children permitted in each center was limited in
Elizabeth’s classroom but not in Stephanie’s classroom. All three teachers chose large group as
their generalization activity. In Jessa’s room, children gathered as a large group on the rug to
write or draw on whiteboards between breakfast and movement activities. In Elizabeth’s
classroom, large group consisted of attendance, a movement activity, and a shared writing
activity. In Stephanie’s classroom, large group consisted of a read aloud and an additional
activity (e.g., song, movement activity, question of the day) that changed each day. Children and
educational assistants were present during all data collection sessions. Due to the ongoing global
pandemic, teachers reported the implementation of health and safety measures beyond what was
typical in their classroom. Two of the teachers (Jessa and Stephanie) reported that adults in the
classroom wore masks throughout the day, Stephanie reported that enrollment was limited, and
all teachers reported an increase in hand washing and the sanitization of surfaces (e.g., tables)
and materials.

Materials

Materials typically found in a preschool classroom, including but not limited to toys
within play centers, child-sized tables and chairs, books, curriculum materials, and visual
supports, were present in each classroom. Teachers were given an iPad, an iPad stand, and a
Bluetooth microphone to facilitate remote data collection. Observations were recorded daily
using Zoom (Yuan, 2012), and data collection occurred via recording. All training sessions were

conducted and recorded using Zoom, and text messages between the coach and teachers were de-
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identified and saved to a secure server and coded for fidelity. Researcher-created Excel
spreadsheets were used to collect dependent variable and procedural fidelity data.

Response Definitions

During the initial Pyramid Model overview training, teachers were shown a modified
version of the Pyramid Model Practices Implementation Checklist and chose four practices to
target with coaching (see Appendix A). The Checklist was modified to include only discrete
practices to ensure the practice use could be tallied. See Table 3 for response definitions and
information about which practices were chosen by which teachers.

Data Collection

Data on teacher use of the targeted Pyramid Model practices were collected from 15-min
video recordings using a timed event recording system (Yoder & Symons, 2010) and a
researcher-created data spreadsheet. While watching the recorded observations, the primary data
collector marked each occurrence of the targeted practices. Data on each target practice was
collected and graphed daily and was used to make phase change decisions.

Information on the dosage of coaching was collected to provide a measure of how much
time the intervention required of the coach and teacher. Dosage was measured by recording the
amount of time the coach spent preparing the feedback (i.e., time to watch the recorded
observation, time to prepare the text prompts and feedback statements) as well as the amount of
time spent on the text message exchange. The time each text message (coach prompts and
teacher responses) was sent was recorded to measure time spent on the text message exchange.
The percent of response and reflection prompts responded to by the teacher was calculated as a

measure of teacher responsivity to the intervention. In addition to texts occurring during a
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Table 3

Target Practice Definitions

Definition Selected

Rule reminders: verbal utterance, physical gesture, or visual aid directed toward a child(ren)
with the purpose of (a) reminding the child(ren) of the posted classroom rules or expectations -
or (b) positively correcting a child’s behavior
Comments on appropriate behavior: verbal utterance directed toward a child(ren)
acknowledging that child’s/group’s positive behavior by referring to a posted classroom rule -—-
or expectation
Jessa
Elizabeth
Stephanie

Choices: explicitly offering a child(ren) a choice between at least two things (e.g., activities,
materials, centers, ways of completing a task)

Emotion words: verbal utterance including a positive (e.g., happy, excited, proud) or
negative (e.g., sad, angry, frustrated) emotion word used to (a) describe a child or teacher’s
current emotions, (b) describe how a situation may make someone feel, (c) as part of a
discussion, or (d) as part of a play scheme

Positive, descriptive feedback on friendship, social, or emotional skills: a verbal statement
directed towards a child(ren), acknowledging their use of a friendship, social, or emotional
skill. The statement had to be both positive and include a specific statement about what the
child did

Positive, descriptive feedback on engagement: a verbal statement directed towards a
child(ren), acknowledging their engagement within an activity. The statement had to, be
positive, include a description what the child was doing, and be focused on the child or group
of children’s current engagement with peers, adults, an activity, or materials

Positive, descriptive feedback on children’s skills or behaviors: a verbal statement directed
towards a child(ren), acknowledging their skills or behavior. The statement had to be positive -
and include a description what the child was doing

Positive, descriptive feedback on children’s appropriate behavior, linked to the rules or
expectations: a verbal statement directed towards a child(ren), acknowledging their

appropriate behavior linked to a classroom rule or expectation. The statement had to be -
positive, include a description what the child was doing, and be linked to a classroom rule or
expectation

Positive, descriptive feedback on following directions: a verbal statement directed towards
a child(ren), acknowledging that they followed a direction. The statement had to be positive,
include a description what the child was doing, and be delivered after the teacher provided a
direction and the child(red) followed the direction

Suggesting interactions between peers: a verbal statement directed towards a child(ren) that
encouraged two or more children to play, complete an activity together, or engage in a
conversation. The statement had to include a specific statement telling the child(ren) with
whom they could interact and what they could do to initiate the interaction

Prompting children to use a social skill: a specific verbal statement encouraging one or
more children to use a social skill (e.g., working together, helping, solving a social problem).
The statement must tell the child or children what they can do

Jessa
Elizabeth
Stephanie

Stephanie

Elizabeth

Jessa

Elizabeth

Jessa
Stephanie

Note. Definitions adapted from Golden et al., 2020
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coaching session, texts about practice content sent by the coach or teacher outside of the text
exchange were captured. However, texts about scheduling or other logistics that were sent
outside the text exchange were not captured.

Experimental Design

A multiple baseline design (MB; Gast et al., 2018) across behaviors, and replicated across
participants, was used to evaluate the effectiveness of training plus PBC delivered via text
message on teacher implementation of Pyramid Model practices. Data were collected
concurrently (both across behaviors and participants, with participants independent of one
another), and the intervention was introduced in a time-lagged fashion across tiers for each
participant. A MB design was chosen because the behaviors on which the teachers were being
coached were likely to be non-reversible, meaning they weren’t likely to return to baseline levels
when the intervention was removed. The MB design did not require the intervention to be
removed once it had been introduced in a tier as it would in an A-B-A-B withdrawal design.
With the MB design, the intervention was introduced in a time-lagged manner across behaviors
and allowed for the detection of potential threats to internal validity (e.g., history, maturation,
adaptation, Hawthorne effect). Visual analysis was used to detect these threats. If threats had
been detected, the plan was to continue in the current condition until data across all tiers were
stable (Barton, Lloyd et al., 2018). Threats to internal validity were not detected. This design was
chosen rather than a multiple probe design for two reasons. First, because data on all targeted
behaviors were being collected within the same recording, data on all practices were coded
during each observation. Secondly, the MB design is commonly used in similar studies
evaluating the effectiveness of distance coaching to increase teacher use of targeted practices

(e.g., Barton, Pokorski et al., 2018; McLeod et al., 2019).
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Procedures

Pyramid Model Overview Training

Prior to beginning baseline data collection, teachers received a Pyramid Model overview
training. The training included the use of a PowerPoint presentation with video and picture
examples, as well as opportunities for discussion and questions. The purpose of the training was
to provide teachers with an overview of the key components of the Pyramid Model (e.g.,
establishing classroom routines, having supportive conversations, teaching social-emotional
skills). During the training, the coach reviewed study procedures, including how to set up the
1Pad and Bluetooth microphone as well as how to login to Zoom for observations. At the end of
the training, teachers reviewed the adapted version of the Pyramid Model Practices
Implementation Checklist. Teachers worked with the coach to choose four practices from the
checklist to target with coaching. Practices were discrete, to allow each use of the practice to be
tallied, and independent of one another (e.g., if the teacher chose prompting children to use
social skills, they could not choose suggesting interactions between peers), to control for carry
over effects. Teachers also chose the primary activity, during which daily observations occurred,
as well as the generalization activity. When choosing the generalization activity, the coach
informed the teachers that although coaching would focus on the primary activity, she would
also occasionally check in on practice use during a different activity. Once the activities were
chosen, the teacher decided where to place the iPad to best capture the chosen activities.
Although the intention was to capture the teacher and children in the video, due to classroom
setup and the use of a stationary iPad for recording, the teacher and children were not always in
the frame, particularly in Elizabeth and Stephanie’s classrooms. Finally, the teacher and coach

determined a set time each day (i.e., 11:45am, 1pm, 1:35pm), that worked best with the teacher’s
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schedule, when the coaching text message exchange would occur, with the goal of completing
the entire exchange within a 30 min window of time. The training ended with the coach
confirming the day and time of the first baseline recording. Across teachers, the overview
training took an average of 71 min (range 68-77).
Baseline

Following the Pyramid Model overview training, the baseline condition began. During
baseline, teachers were instructed to continue teaching as they had prior to consenting to
participate in this study; in other words, business as usual. Each day, during the designated
activity, the teacher placed the iPad in the designated spot; logged in to the assigned Zoom
meeting; and ensured the microphone was on, connected to the iPad, and attached to the
teacher’s shirt. Each teacher had a unique Zoom link for a recurring meeting that was set to
automatically record to the cloud when they logged in. Video recordings of the observations
were viewed by the coach (i.e., first author) daily. After each baseline session, the coach sent the
teacher a generic text message consisting of (a) a positive greeting (e.g., “good afternoon,” “Hi, |
hope you’ve had a great day”), (b) a reminder about the next observation with a request for
response (e.g., “Our next session will be snack time at 9:15 am tomorrow. Please confirm this
time works for you.”), and (c) a closing statement with an opportunity for the teacher to ask
questions (e.g., “Great! Thank you so much and let me know if you have any questions.”). After
a minimum of five low and stable baseline data points across target practices, the intervention
(i.e., training plus PBC delivered via text message) was introduced in the first tier. Throughout
the study, data on all four target practices were collected from each observation. Visual analysis
was used to assess the level, trend, and variability of baseline data. Which tier to intervene in

first was determined by using visual analysis to assess in which tier the data were low and stable
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or had a counter-therapeutic trend. Following the introduction of the intervention in each tier,
data continue to be collected on non-intervened upon tiers to detect potential threats to internal
validity.
Intervention

Training. Following baseline in the first tier, the coach provided training on the first
target practice and on the coaching process. The training was conducted remotely via Zoom and
included the use of a PowerPoint presentation with seven components: (a) review of the study
timeline; (b) review of the four chosen target practices; (c¢) definition of the first target practice
including examples and non-examples how the use of the practice could be beneficial for
children; (d) videos of examples and nonexamples of the target practice from the teacher’s
classroom; (e) creation of an action plan; (f) review of the coaching process; and (g)
confirmation of the upcoming video recording schedule. Teachers were given several
opportunities throughout the training to ask questions. The action plan developed by the teacher
and the coach included (a) the target practice, (b) steps for implementing the practice, and (c)
supports (e.g., resources, materials) the teacher needed to implement the practice. The action
plan included any supports the coach would provide. During the training on the first target
practice, the coach used mock text message exchanges to introduce the text messaging
procedures. When the texts would be delivered and when and how the teacher was expected to
respond, including the 5-point Likert-type scale (1=never used, 5=used consistently) the teachers
used to reflect on their use of target practices (e.g., “on a scale of 1 to 5, how did you do with
offering explicit choices today?”), were reviewed. During subsequent training sessions, the coach
reminded the teachers about the texting procedures. This training process was repeated for each

tier. The first training session for each teacher was longer (avg. 49 min, range 32-62 min) as
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more time was spent introducing the text exchange. Training sessions two through four were
shorter (avg. 29 min, range 20-51 min).

Coaching. The independent variable in this study was training plus PBC delivered via
text message. The three main components of PBC (i.e., action planning, focused observations,
and reflection and feedback) were implemented. Action planning occurred during the training.
Focused observations occurred daily when the teacher logged in to the assigned Zoom meeting
during the chosen activity. The reflection and feedback component of PBC occurred via text
message (see Table 4 for definitions of reflection and feedback components). During
intervention, the text message exchange between the coach and the teacher consisted of the three
components present during baseline: (a) a positive greeting, (b) a reminder about the next
observation with a request for response, and (c) a closing statement with an opportunity for the
teacher to ask questions. Four additional components around reflection and feedback were added
to intervention text messages: (a) a general 