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Objectives
• To define coaching and discuss the role of coaching in 

supporting durable implementation of evidence-based 
practices

• To review the four components of effective coaching

• To discuss how to support the professional development 
of coaches



What is Coaching?



Let’s Discuss
•Why is it important to focus on 

the effective coaching functions
rather than focus only on the 
characteristics of effective 
coaching?



Coaching Research in Education
• Coaching has been considered a critical feature of staff 

development for decades (Joyce & Showers, 1980; 1981; 1982; Knight, 2000; 
2004; 2007) 

• Relation between coaching and desired outcomes
• Teacher fidelity of implementation (Kretlow, Cooke, & Wood, 2012; Kretlow, 

Wood, & Cooke, 2009), teacher use of academic evidence-based practices 
(EBPs) (Jager, Reezgit, & Creemers, 2002; Kohler, Crilley, Shearer, & Good, 1997; 
Stitcher, Lewis, Richter, Johnson, & Bradley, 2006), teacher use of behavior 
management EBPs (DiGennaro, Martens, & Kleinmann, 2007; Filcheck, McNeil, 
Greco, & Bernard, 2004), student outcome variables (Duchaine, Jolivette, & 
Fredrick, 2011; Peck, Killen, & Baumgart, 1989)

• Structured literature review (n = 29) on effects of social 
behavioral interventions with a coaching component found 
that in 86% of studies, coaching supported desired teacher 
behavior change (Stormont et al., 2015)



What is Coaching?
• Coach (characteristics) versus 

Coaching (functions)
• Coaching Defined:
• The on-site supportive activities conducted 

after initial training that support the 
durable implementation of newly trained 
skills (Horner, 2009)

• Training versus Coaching



What do coaches coach?



Let’s Discuss
• Do you believe that the majority 

of the coaches in your districts 
and schools know what they 
coach and can identify the 
specific, measurable behaviors 
they want to see?



What do coaches coach?
• References for coaches, teachers, administrators, 

and parents
• “Identifying and Implementing Educational Practices 

Supported by Rigorous Evidence: A User Friendly Guide” 
(IES) – Appendix A
• The What Works Clearinghouse
• The Promising Practices Network
• Blueprints for Violence Prevention
• The International Campbell Coalition
• Social Programs That Work



Defining the Core 
Components of Coaching
1. Prompting
• Delivery of a cue or reminder before a skill should be used 

2. Performance Feedback
• Delivery of reinforcing and corrective feedback after observation

3. Fluency Building
• Provision of multiple and sufficient opportunities for practicing 

newly acquired skills

4. Adaptation
• Alignment of practice, program, or intervention features to the skills, 

resources, administrative support, and values of the local context



What is prompting?
• The delivery of a cue or reminder before a skill 

should be used
• Prompting increases the likelihood that 

individuals will use a skill correctly
• Prompting can include verbal, visual, and written 

reminders or cues 



When to use prompting?

• Prompting is necessary when a skill is not under stimulus 
control
• Behavior is under stimulus control when (a) the behavior 

happens when the discriminative stimulus (cue) is present 
and (b) behavior does not happen when the discriminative 
stimulus (cue) is not present

• Prompts are used to reduce errors during acquisition of new 
skills but are faded as individual becomes more fluent with 
skill(s)



Let’s Brainstorm

•What are some examples of 
coach-delivered prompting that 
you would expect to see in your 
schools?



Implications for Practice
• Coaching is effective
• Low dose, low intensity

• Prompting and performance feedback are 
mechanisms of coaching
• Prompting builds stimulus control and increases 

rate
• Performance feedback improves precision

• Regular but episodic coaching produces change
• Multiple coaching events needed after training

• Differentiated coaching across levels of support
• Support needs may change over time and depend 

on contextual factors



What is performance 
feedback?
• The delivery of reinforcing and corrective

feedback after observation
• Performance feedback increases the speed, rate, 

accuracy, and ease with which new skills are 
used

• Feedback can be delivered in-person or through 
writing (formal evaluation, email) and may 
include qualitative and quantitative data



Reinforcing and 
Corrective Functions

Reinforcement

• Increases the likelihood 
that an individual will 
use the skill/behavior 
again in the future

• Deliver when an 
individual uses a 
desired behavior or 
skill correctly

Correction

• Provides feedback to 
individual related to a 
behavioral or skill error, 
including how to correct 
(e.g., replacement 
behavior)

• Deliver when an 
individual uses a skill 
incorrectly or 
inconsistently



When to use performance 
feedback?
• Following direct observation 
• Frequently (frequency will differ from role to 

role)
• When individuals and/or teams are 

implementing new skills, behaviors, practices, 
interventions, or programs

• When supporting “the transfer or maintenance 
of knowledge and behaviors” (Mortenson & 
Witt, 1998, p. 614)



Let’s Brainstorm

•What are some barriers to 
delivering effective performance 
feedback?



What is fluency building?
• The provision of multiple and sufficient 

opportunities for practicing newly acquired skills
• Fluency describes the accuracy and speed of 

behavioral responding (Binder, 1988, 1996)
• Fluency building opportunities should increase 

the ease and functionality of new skills (Horner, 
2015)



When to use fluency 
building?
• Fluency building is necessary when (a) an individual has 

not developed efficient and effective use of a skill or (b) 
the skill is not used enough to be sustained by natural 
reinforcement

• Fluency building opportunities are designed to increase 
practice of a new skill until the skill can be used with the 
efficiency and effectiveness required to access natural 
reinforcement



Let’s Brainstorm

•What types of skills may require 
the provision of fluency building 
opportunities to support 
implementation?



What is adaptation?
• The alignment of practice, program, or 

intervention features to the skills, resources, 
administrative support, and values of the local 
context

• Systematic adaptation allows for changes to the 
products, processes, or practices of an 
intervention or program
• Core features of the intervention or program 

remain the same and are implemented with 
fidelity



Systematic Adaptation
Before adaptation, it is critical to identify core features
• The “functions or principles and related activities [of an 

intervention] necessary to achieve outcomes” (Blase & 
Fixsen, 2013) 

• Cannot be adapted without jeopardizing outcomes

Products, processes, and practices can be adapted to 
meet the needs of the local context



Let’s take a look!
Core Features of SWPBIS Examples of Products, Processes, and 

Practices
1. 3-5 positively stated behavioral expectations 
defined and taught

• Expectations and settings
• Lesson plans
• Teaching matrix
• Method of delivery

2. Rewards delivered contingent on 
demonstration of pro-social behavior

• Individual, small group, and school-wide 
exchange system

• Data collection system
• Communication plan (staff, parents, etc.)

3. Continuum of consequences established and 
delivered predictably

• Consequence flowchart
• Classroom-managed versus office-managed 

4. Formal systems for data collection and use in 
decision making

• Type of data collection system used
• Additional data sources

5. The PBIS team is established with clear roles 
and responsibilities and has administrator 
support

• Team representation
• Tier I, II, and III representation
• Scheduling meeting times



When to use adaptation?
• During installation or initial implementation
• To increase the contextual fit of a program
• Contextual fit is the extent to which the practices and 

procedures of an intervention are consistent with “the 
values, skills, resources, and administrative support of 
those who must implement [the intervention]” 
(Benazzi, Horner, & Good, 2006, p. 161)

• During initial or full implementation
• When specific barriers arise that threaten fidelity of 

implementation or change factors related to 
contextual fit
• Admin turnover, budget cuts, competing initiatives, loss 

of systems-level support



Questions? 



Performance Assessment
Please watch the following video(s) and answer these questions:
• Teacher 1: Elementary Classroom Video (show 0:24-1:02)
• Teacher 2: Secondary Classroom Video (show 0:00-0:30)
• All Sessions: Please identify in behavior specific terms what you would like 

the teacher to do differently. 
• Session 2: Considering the teacher’s current performance and the desired 

behavior you would like to coach, how would you prompt the teacher in this 
situation? 

• Session 3: Considering the teacher’s current performance and the desired 
behavior you would like to coach, how would you support the teacher to 
build fluency in this situation? 

• Session 4: Considering the teacher’s current performance and the desired 
behavior you would like to coach, how would you support deliver 
performance feedback to the teacher following this observation? 

• Session 5: Considering the teacher’s current performance and the desired 
behavior you would like to coach, what are some potential organizational or 
cultural barriers to consider? How would you problem solve with the teacher 
to address these barriers? 

https://www.youtube.com/watch?v=sx1cbZ3zMs4
https://www.youtube.com/watch?v=THxnhN5ulV4
https://www.youtube.com/watch?v=sx1cbZ3zMs4
https://www.youtube.com/watch?v=THxnhN5ulV4
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