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A B S T R A C T

Consultation is a key service delivered by school psychologists that can reduce the burden of 
mental health problems and promote healthier school climates given its emphasis on problem 
solving, prevention and intervention, and supporting educator skill and competence. The purpose 
of this systematic review was to document how demographic and study design information was 
reported in the school consultation research and to identify common practice elements that cut 
across consultation outcome studies with promising student social and behavioral outcomes. We 
examined 48 studies (39 group design and 9 single-case design) published between 1980 and 
2024 and applied a distillation method (Chorpita & Daleiden, 2009) to summarize demographic 
and study designs employed and to identify specific practice elements that emerged. Seventy-two 
percent of studies included students receiving tier two supports as the target for consultation. 
Forty-three percent of studies included graduate students as consultants, while only 10.4 % of 
studies included school psychologists as consultants. Demographic characteristics of consultants 
(i.e., gender reported 33.3 % and race/ethnicity reported 27.1 %) was less frequently reported 
when compared to the demographic characteristics of consultees and students. At the teacher 
level, consultant modeling (present in 58.3 % of studies) was the most common practice element, 
followed by performance feedback (56.3 %), and family engagement (41.7 %). At the student 
level, praise (present in 56.3 % of studies) was the most common practice element, followed by 
goal setting (52.1 %), functional behavioral assessment, and tangible rewards (47.9 % of studies). 
The relative infrequency with which some practice elements were coded (e.g., praise for teacher, 
cultural adaptation for teacher and student) point to avenues for enhancing school consultation 
research and practice.

Now more than ever, school psychologists are faced with helping to address urgent, complex challenges in schools. These chal-
lenges include soaring mental health issues facing children and youth (Merikangas et al., 2022), differential learning losses associated 
with the pandemic (Moscoviz & Evans, 2022), and structural inequalities and disparities that pervade the U.S. educational system 
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(Gregory et al., 2017). Consultation is a key service delivered by school psychologists that can reduce the burden of mental health 
problems and promote healthier school climates given its emphasis on problem solving, prevention and intervention, and supporting 
educator skill and competence (Fenning et al., 2023; National Association of School Psychologists, 2020; Shernoff et al., 2016). 
Consultation models delivered in schools vary in function and form but typically focus on delivering psychological and educational 
services in which a specialist (i.e., consultant) collaborates with an educator (i.e., consultee) to improve individual, family, group, and 
system-level (i.e., client) outcomes (Erchul & Martens, 2002; National Association of School Psychologists, 2020). Despite the crucial 
role that consultation plays in schools, the outcome research has significant methodological limitations and the accumulation of 
scientific knowledge through literature reviews and meta-analyses is dated (Erchul & Sheridan, 2014).

Numerous consultation models pervade the school psychology and mental health literature, including behavioral (i.e., teacher- 
focused and conjoint), instructional, organizational, mental health, and consultee-centered consultation, to name a few. These 
models share commonalities but also have distinct goals and targets that can create challenges for trainers who must decide whether 
and how to promote skill acquisition across a range of models. The current systematic review of school consultation studies was 
informed by recent efforts in related disciplines to organize and summarize the existing science using a common practice elements 
approach (Chorpita et al., 2005; Chorpita & Daleiden, 2009). Common practice elements are distinct strategies or techniques (e.g., 
praise, rehearsal, strengths identification) that cut across effective interventions and when identified can shed light on overlapping and 
unique techniques used in consultation along with gaps in practices delivered within consultation research (Becker et al., 2018; 
Chorpita et al., 2007; Chorpita & Daleiden, 2009). Therefore, the goal of the current systematic review was to document how de-
mographic and study design information was reported and to distill common practice elements among consultation outcome studies 
with promising student social and behavioral outcomes.

1. Consultation models in school psychology

Consultation in schools can indirectly reach large numbers of children and youth to offer support via tier 1, tier 2, and tier 3 in-
terventions. Evidence also suggests school psychologists spend considerable time engaged in consultation (Farmer et al., 2021). In a 
recent survey of 1006 school psychologists, 64 % reported engaging in consultation “quite a bit” or a “a great deal” (Farmer et al., 
2021). Two important goals of most consultation models include improving client outcomes and helping consultees generalize skills to 
other settings and clients. Consultation is a particularly powerful model for supporting student social and behavioral outcomes given 
studies highlight that enhancing teachers’ use of positive, proactive strategies is one of the most robust predictors of student learning 
(Bear, 2009; Stichter et al., 2009).

Mental health consultation, teacher-focused behavioral consultation, conjoint behavioral consultation, instructional consultation, 
organizational, and consultee-centered consultation are among the most frequently taught models in school psychology graduate 
training programs and implemented in schools (Anton-LaHart & Rosenfield, 2004; Lopez & Nastasi, 2014; Newell & Newman, 2014). 
These consultation models have some shared characteristics, including a focus on indirect support and collaboration to address work- 
related problems (Gutkin & Curtis, 2009; Lopez & Nastasi, 2014). There are also essential competencies required of school-based 
consultants regardless of the model implemented. These competencies include relationship building, communication skills, knowl-
edge of evidence-based practices, and use of culturally responsive practices (National Association of School Psychologists, 2020; 
Parker et al., 2020).

These consultation models also have distinct goals and discrete targets. Some models adopt a specific theoretical perspective, 
including psychodynamic (Caplan, 1970), behavioral (Bergan & Kratochwill, 1990; Kratochwill & Bergan, 1990), and ecological and 
systems theory (Meyers et al., 2012; Ysseldyke et al., 2012). Some models are organized around specific procedures a consultant 
follows, including instructional consultation (Rosenfield et al., 2014), behavioral consultation (Kratochwill & Bergan, 1990), and 
conjoint behavioral consultation (Sheridan & Kratochwill, 2008). Other models focus on how consultation can support the imple-
mentation of specific evidence-based practices, such as the daily report card (Haack et al., 2017; Owens et al., 2005), peer tutoring 
(Atkins et al., 2006), or social and emotional learning programs (Kaye et al., 2020).

Having numerous consultation models available can lead to substantial variations in consultation training. Anton-LaHart and 
Rosenfield (2004) examined consultation training in school psychology programs from the perspective of trainers and supervisors (N 
= 104) and found that the theoretical orientation of instructors spanned multiple models (e.g., 33 % behavioral, 37 % cognitive- 
behavioral, 30 % eclectic). Eighteen percent of respondents also indicated teaching graduate students multiple consultation 
models. Hazel et al. (2010), reviewed consultation syllabi to identify topics and training approaches and similarly found numerous 
consultation models taught in school psychology programs. Instructors included behavioral models most frequently in their course-
work (88 %), in addition to mental health (64 %), instructional (56 %), ecological/organizational (60 %), conjoint (52 %), and cross- 
cultural (48 %) consultation. Luh et al. (2023) conducted a systematic replication of the Hazel et al. study and found that across 63 
syllabi, 83 % included behavioral/problem solving models, 59 % included system consultation, and 58 % included multi-cultural 
consultation – suggesting significant variation in the consultation models that are integrated into school psychology training.

These distinct consultation models promote diverse approaches to conceptualizing problems and intervening to support students’ 
social, behavioral, and academic outcomes. However, these distinct models can also create challenges in training graduate students 
across a range of models that sometimes have overlapping content. Questions also emerge regarding how to promote students’ skill 
acquisition and competence across a range of models. Ingraham (2017a,b) argued that the wide variety of consultation models pre-
vents in-depth skill development in one specific model and may reduce consultation training to a cursory level. Training in consul-
tation becomes even more challenging when considering the existing workforce of school psychologists and related service 
professionals who may require booster training as these different consultation models, and their evidence-base, evolve over time 
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(Shernoff et al., 2017).

2. The state of the science related to school consultation

Systematic reviews and meta-analyses of the consultation literature help synthesize the state of knowledge related to consultation- 
based interventions, identify gaps in the literature, guide future research priorities, and generate new knowledge regarding how to 
organize and synthesize the research (Moher et al., 2015; Page et al., 2021). In the past five decades, three systematic reviews of the 
effectiveness of different consultation models have been published (Fuchs et al., 1992; Medway, 1979; Sheridan et al., 1996). These 
reviews paint a positive picture of the consultation literature and highlight significant conceptual and methodological gaps as well. On 
the one hand, consultation studies are reporting positive effects, most consistently among behavioral consultation models (Medway, 
1979; Sheridan et al., 1996). On the other hand, there are gaps in the literature, including use of non-experimental designs and limited 
understanding of the overall effectiveness or durability of effects (Erchul & Sheridan, 2014; Sheridan et al., 1996). Although additional 
systematic reviews related to consultation have been published in the past five decades, those reviews focus on specific consultation 
models (e.g., conjoint behavioral consultation). The goal of the current review was instead to summarize the consultation literature 
across multiple consultation models delivered in schools.

Three meta-analyses have also been published, which summarize the effectiveness of consultation based on the model (Medway & 
Updyke, 1985; Reddy et al., 2000), referral issue (Reddy et al., 2000), and single-case consultation outcomes (Busse et al., 1995). 
Reddy et al. (2000) conducted a meta-analysis of consultation outcomes and found that among 29 studies that included 1625 children, 
behavioral consultation was associated with large child-level effects (ES = 1.36). Organizational consultation was associated with 
large effects as well (ES = 2.43) among three studies and 1464 clients. Effects also varied by referral problem, with consultation 
associated with the largest effect sizes for students with externalizing problems (ES = 1.49). Reddy et al. is the most recent meta- 
analysis (conducted 25 years ago) which points to major gaps in understanding the scientific contributions of consultation-based 
interventions.

3. Borrowing from child mental health to identify common elements in consultation

Although meta-analyses are useful in summarizing average effects in consultation research, these studies typically do not yield 
information regarding intervention content within and across a literature. A distillation approach, borrowed from the children’s 
mental health literature, is another option for synthesizing literature (Chorpita et al., 2005; Chorpita & Daleiden, 2009). Distillation 
approaches first identify a sample of effective interventions and then code unique practice or common elements within those in-
terventions to summarize procedures that are distinct and overlapping across a literature. The advantages to distillation approaches 
have been summarized extensively elsewhere (see Becker et al., 2018; Chorpita et al., 2005; Garland et al., 2008). In brief, distilling 
practice elements aggregates knowledge in a unique way by identifying practice elements that are most frequently implemented for a 
population, in a specific context, or within a family of treatments. Thus, practices included in interventions that are effective are 
identified and described within and across a domain of practice. In addition, distillation approaches promote a common language 
across similar practices (Becker et al., 2015). Distillation approaches are similar to research examining consultation content that has 
pervaded the school psychology literature for decades (Lopez & Nastasi, 2014).

Several distillation studies have been published relevant to schools, including universal mental health programming (Boustani 
et al., 2015; Boustani et al., 2020), out-of-school academic interventions (Engell et al., 2020), and evidence-based interventions for 
children and youth with disruptive behavior (Garland et al., 2008; Lawson et al., 2019; McLeod et al., 2017). Lawson et al. (2019), for 
example, recently distilled 12 core components of social and emotional programs (SEL) delivered in elementary schools across 14 
evidence-based SEL programs. Lawson et al. found that social skills and identifying others’ feelings emerged in 100 % of programs, 
identifying one’s own feelings emerged in 92.3 % of programs, and coping skills emerged in 91.7 % of programs. Lawson et al. 
highlights that identifying common elements that are integrated into different SEL programs can help schools build on existing pro-
grams already in place by relying on synthesized knowledge pointing to candidate strategies instead of adopting multiple SEL pro-
grams with overlapping content.

Although distillation approaches can descriptively summarize the frequency with which specific practice elements emerge among 
promising consultation-based interventions, no claims can be made regarding the potency of these individual elements or the degree to 
which they are associated with specific client outcomes (Boustani et al., 2015). Nonetheless, distillation approaches applied to the 
school consultation literature can inform how to scale up these models in schools and streamline training for school psychologists and 
other school-based providers engaged in consultation.

4. The current study

The first goal of this systematic review of school consultation studies reporting promising student social and behavioral outcomes 
was to describe the characteristics of the consultation studies included in the review, including demographic information reported and 
design features of those studies. The second goal of this systematic review was to distill the common practice elements that emerged 
across those studies (Chorpita et al., 2005). As such, research questions included: (1) Which sample characteristics are reported (i.e., 
demographics of students, consultants, and consultees) and study design characteristics are reported (i.e., consultation model 
employed, type of design, comparison conditions, intervention fidelity measurement), and (2) Which practice elements are coded most 
frequently across promising school consultation models?
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5. Method

5.1. Literature search

We conducted a systematic search to identify studies focused on evaluating the impact of school consultation models on social and 
behavioral outcomes for students ages 2–13. We defined consultation as an indirect service delivery model in which trained consul-
tants worked with school-based consultees in a sustained way to improve teacher practices and student outcomes (Erchul & Martens, 
2012).

Fig. 1 illustrates the Preferred Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA; Page et al., 2021) flow diagram 
depicting the number of articles identified, screened, assessed for eligibility, coded, and excluded. Published group and single-case 
design studies were identified through a computerized search of four databases from January 1980–January 2024. EBSCO host 
research database identified 85 references, Web of Science identified 125 references, ERIC identified 71 references, and ProQuest 
identified 126 references. We also conducted a hand search of consultation outcome studies published in meta-analyses and systematic 
reviews to identify additional articles for screening (n = 75). In total, 478 articles were identified and after removing 166 duplicates, 
316 article abstracts were screened for eligibility.

5.2. Determining inclusion of studies in the systematic review

Our approach to determining study eligibility was consistent with the overarching goal of distilling common practice elements 
featured in consultation interventions designed to improve social and behavioral outcomes among children and youth ages 2–13. 
Consultation interventions were examined as a whole, rather than isolating social and behavioral outcomes yoked with specific 
intervention components. We focused on social and behavioral outcomes for two reasons. First, indirect service models, like 
consultation, are powerful models for reaching children and adolescents to support their social and behavioral competence (Garbacz 
et al., 2020; Sheridan & Kratochwill, 2008). Second, a preponderance of evidence suggests that contingencies within the environment 
and supporting teachers to change their behavior predicts improvements in student social and behavioral outcomes (Atkins et al., 
2015; Stichter et al., 2009).

We focused on studies examining effects for children between 2 and 13 years-of-age for three reasons. First, studies document that 
social and behavioral problems are the most common referral for this age group and target for consultation (Collier-Meek & Sanetti, 
2014; Foster et al., 2005; Garland et al., 2008; Kaufman et al., 2010). Kaufman et al. (2010), for example, analyzed referral rates by 
grade level among 1668 students ranging in age from 4 to 20. Findings indicated that for externalizing problems, K–3 students, 
students in grades 4–6, and students in grades 7–8, had significantly more referrals than students in grades 9–12. Second, evidence 

Fig. 1. Prisma Flow Diagram. 
Note. Number of records identified, screened, evaluated for eligibility and included. SCD = Single Case Design studies.
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suggests most referrals for social and behavioral problems occur in elementary and middle schools rather than high school (e.g., 
Briesch et al., 2013; Harris et al., 1987). Third, studies highlight the effectiveness of early intervention for children with social and 
behavioral problems (Maag & Katsiyannis, 2010; Shernoff & Kratochwill, 2007) and negative consequences, particularly related to 
achievement, among students who struggle with social and behavioral problems who do not receive services (Hill et al., 2004; Masten 
& Cicchetti, 2010).

Studies had to meet several inclusion criteria established apriori to be included in the review (see supplementary material for 
inclusion/exclusion criteria). The PICOTS framework (i.e., Population, Intervention, Comparison, Outcomes, Timing, Setting [Samson 
& Schoelles, 2012]) guided the scope of our review. The first author screened abstracts (n = 316) to assess if they met inclusion criteria 
(n = 187 studies excluded). The first and third author screened full text articles (n = 129; n = 97 group design, n = 32 single-case 
design) to confirm studies met design requirements and reported social and/or behavioral student outcomes. This included 
screening group design studies to ensure they were: (1) randomized controlled trials (RCT) or quasi-experimental group comparison 
designs (QED) in which groups were matched or tested for differences, and (2) reported at least one statistically significant 
improvement for students in the consultation condition (versus comparison, control, treatment as usual or business-as-usual) on 
standardized measures of disruptive behavior, inattention/hyperactivity, or social skills from pre-to-post.

The first and third author first double coded five of the 97 group design studies to assess agreement on group design criteria (i.e., 
RCT or QED) and that the article reported at least one promising outcome described above with no disagreements observed. Therefore, 
the remaining 92 studies were screened independently to assess eligibility with n = 51 studies excluded. The first author excluded 
seven additional studies during the coding process because consultation was not the focus of the study, leaving a total of n = 39 group 
design studies included in the review.

Two coders (i.e., third author and one research assistant) screened single-case design studies (n = 32) to confirm they met design 
requirements (i.e., multiple baseline, alternating treatment, or ABAB designs) and reported promising outcomes (described above) 
using What Works Clearinghouse Standards (WWC) Version 1.0 (Kratochwill et al., 2010; Kratochwill et al., 2013) described in detail 
in the next section. Both coders had taken courses on single-case research design and analyses and completed the Advanced Training 
Institute on Single-Case Research Methods (singlecase.org) funded by the Institute of Education Sciences. Coders viewed core dis-
criminations of visual analysis in single-case design, reviewed examples, and completed reliability in visual analysis for multiple 
baseline, alternating treatment, and ABAB designs via the Advanced Training Institute on Single-Case Research Methods. Reliability 
required a minimum of 0.80 correlation with the experts (mean correlation 0.859; Range = 0.809–0.884) prior to coding single-case 
design studies independently to determine promising outcomes.

Coders determined promising outcomes using WWC Version 1.0 by following three steps. First, coders determined whether baseline 
data were adequate, that there were sufficient data within each phase to document an effect, and that the design allowed for adequate 
opportunities to demonstrate a change in outcomes between baseline and intervention (n = 10 studies excluded). Second, coders 
evaluated outcomes across six established features of visual analysis, including: (1) evidence of positive change in level, (2) expected 
changes in trend (if trend was present), (3) stable data, (4) minimum score overlap, (5) immediacy of effect, and (6) consistency of data 
in similar phases (n = 3 studies excluded). Third, coders provided an overall judgment of whether there was a functional relationship 
between the consultation intervention as a whole and student outcomes when integrating all criteria included in the visual analysis. 
Coders used a 7-point scale (1 = weak evidence, 4 = moderate evidence, 7 = strong evidence) to make an overall judgment of whether a 
functional relationship existed, consistent with methods recommended by leaders of the Advanced Training Institute on Single-Case 
Research Methods (singlecase.org). Consultation studies with a functional relationship coded ≥4 were included in the review (n = 9 
studies included, n = 10 studies excluded).

5.3. Coding manual development

The research team used a structured approach to coding articles described in detail next. The coding manual was based on the 
PracticeWise Clinical Coding System (PracticeWise, 2020) under a research agreement, which allowed the research team to access and 
use the coding system for research purposes. The PracticeWise Clinical Coding System has been used in prior distillation studies 
(Becker et al., 2016; Becker et al., 2018; Boustani et al., 2015; Boustani et al., 2020). Articles included in the systematic review were 
coded to capture sample and study design characteristics (to answer research question 1) and practice elements (to answer research 
question 2).

5.4. Sample characteristics and design

The first author identified 23 codes from the PracticeWise Coding System (PracticeWise, 2020) that were used to code sample 
characteristics. These included student characteristics reported (i.e., referral problem, grade, age, gender, race/ethnicity), consultant 
characteristics reported (i.e., gender, race/ethnicity, role) and consultee characteristics reported (i.e., gender, race/ethnicity, role). In 
addition, study design elements were coded, including consultation model employed, study design, comparison condition (for group 
design studies), whether randomization was employed (for single case design studies), and if fidelity of intervention delivery was 
measured in the study. The first author added the consultation model code as that was not part of the PracticeWise Coding System.

5.5. Practice elements

The first author identified 21 codes from the PracticeWise Coding System that were aligned with indirect service delivery models 
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that would be used to capture the common practice elements coded in the current study. Table 1 illustrates each common practice 
element that was coded along with brief definitions. The first author also added four additional common elements to the coding system 
that were not included in the original PracticeWise Coding System but that reflected strategies that could emerge in classrooms, that 
aligned with indirect service delivery models, and that had a prevention and strengths-based focus. Classroom management was 
operationalized as strategies designed for the classroom to enhance engagement and on task behavior, including helping teachers use 
procedures, rules, and routines to maximize engagement (Korpershoek et al., 2016; Simonsen et al., 2008). Planned ignoring was 
defined as removing attention from undesirable behavior (e.g., off task, disruptive) to reduce its frequency (Simonsen et al., 2008). 
Rehearsal was defined as the consultant enacting the participation of the consultee to help teach a new skill or the consultee enacting 
the participation of students to teach a new skill (Choy-Brown et al., 2022). Strengths identification was defined as recognizing strengths 
of the consultee and/or student that could be incorporated into the consultation intervention (Sheridan & Kratochwill, 2008).

5.6. Coding procedures

5.6.1. Coder training
The coding team included one school psychology intern, four doctoral students, one master’s student, and one undergraduate 

student. Coders participated in four days of training which included a didactic overview of the codes and codebook along with 
extensive practice coding. Training included one round of open coding and discussion of one article followed by independent coding of 
three additional articles with the lead author to identify discrepancies, resolve questions, and attain reliability with the lead author. 
Across the three training articles, the Practice Element Mean Kappa = 0.81 (Range = 0.57 to 0.97) and Article Coding Mean Kappa =
0.90 (Range = 0.67 to 1.0).

5.6.2. Coding articles
After training, n = 39 group design studies and n = 9 single-case design studies were assigned to coders and 47 % of the studies were 

double-coded (Practice Element Mean Kappa = 0.76; Range = 0.54 to 0.90, Article Coding Mean Kappa = 0.81; Range = 0.59 to 1.0). 
The first author met weekly with the coding team to review coding procedures, control for coder drift, discuss and resolve coding 

Table 1 
Common Practice Elements Abbreviated from PracticeWise (2020)

a Behavioral Contracting Commitment to an action and define behavioral expectations specified in an agreement
Coping Strategies to improve an individual’s ability to manage stressful situations
Cognitive Changing how individual interprets events by examining their thoughts
a Commands/ 

Directions-Verbal
Training individuals how to give effective instructions to improve compliance

Cultural Adaptations Addressing specific cultural values, beliefs, and expectations
a Family Engagement Strategies to increase caregiver participation in consultation
a Functional Behavioral 

Assessment
Assessing the functional relationship between behavior and relevant environmental events (antecedents and consequences).

Goal Setting Selecting goals and working toward achieving those goals
Maintenance/Planning for 

Generalization
Training to consolidate skills already developed and to anticipate future challenges

Modeling Demonstrating a desired behavior to promote imitation and performance of that behavior
Monitoring Training individuals in the repeated measurement of a target behavior
a Natural/Logical Consequences Natural and logical consequences help individuals make connections between their choices and the consequences that follow
Peer Pairing Pairing youth to create naturalistic opportunities for learning
Performance Feedback Provide feedback related to performance or activity
Praise Training individuals to use social rewards to promote desired behaviors
Relationship/Rapport Building Strategies to increase the quality of the relationship
a Response Cost Training individuals to use a point or token system in which unwanted behaviors result in the loss of points or tokens
Self-Monitoring Training individuals to repeatedly measure their own behavior
Social Skills Training Providing constructive information and feedback to improve interpersonal functioning
Tangible Rewards Training individuals in the contingent delivery of rewards to promote desired behaviors
Time Out Training individuals to remove the child from all reinforcement after engaging in an undesirable behavior

Four Additional Common Elements
a Classroom Management 

Practices
Strategies designed for the classroom to enhance engagement and on task behavior. Can include helping teachers use 
procedures, rules, and routines to maximize engagement

a Planned Ignoring Training individuals to remove their attention from undesirable or inappropriate (e.g., off task, disruptive, aggressive, etc.) 
behavior to reduce its frequency.

Rehearsal Creating opportunities for an individual to practice a skill. Often involves role in which the consultant enacts the 
participation of the consultee to help teach a new skill or the teacher enacts the participation of students to teach a new skill.

Strengths Identification Identifying strengths of consultee and/or client.

Note. The coding system was based on the PracticeWise Clinical Coding System (PracticeWise, 2020) under a research agreement, with four additional 
elements added to reflect the consultation literature. a = the practice element could only be delivered at the student level (e.g., consultee trains 
teacher to use time out with students).
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discrepancies, and make final coding decisions. Articles with low agreement (Kappa <0.67) were discussed during weekly coding 
meetings to establishing consensus on operational definitions followed by another round of independent coding.

Coders were trained to read each article and determine if it included multiple components (e.g., consultation plus parent training) 
or just consultation and coded only the practice elements associated with consultation. Coders identified practice elements by 
comparing the description in the article with the operational definition included in the structured codebook. Coders also indicated the 
page number in the original article where the information appeared and maintained notes accompanying each decision to justify 
coding and to resolve discrepancies during consensus coding. Coders used Excel and a structured codebook to code participant de-
mographic characteristics and design characteristics along with each practice element as present or absent. The structured codebook 
included: (1) general procedures for coding and reliability; (2) operational definitions of each code; (3) example and non-examples of 
each code. In addition, the codebook included instructions for coding practice element at the student level (e.g., consultee trains 
teacher to use time out with students) or student and teacher level (e.g., consultant adapts consultation model to attend to teacher 
diversity and consultant supports the teacher to adapt instruction to attend to student diversity).

5.7. Data analysis

We counted frequencies to identify sample characteristics and study design characteristics. Common practice elements were also 
summarized by frequency counts and presented in results. Bar graphs illustrate the frequency with which each practice element was 
coded at the teacher and student level.

5.8. Transparency and openness

Planned methods and analyses were not shared in a public registry (i.e., preregistered) prior to conducting the study.

6. Results

6.1. Student demographic characteristics

Seventy-two percent of the studies included students receiving tier 2 supports as the target for consultation, including students with 
elevated behavioral, emotional, and social problems. One-fifth (22.9 %) of studies focused on tier 1 supports in which all students in a 
classroom were eligible to participate in the study. A small percentage of studies (4.2 %) included a combination of students receiving 
tier 1 and tier 2 supports. Sixty percent of studies included students referred for behavior problems or a combination of behavior 
problems and other concerns (e.g., social, ADHD), 16.7 % of studies included students with only ADHD, and the remaining 22.9 % of 
studies included tier 1 students. Seventy three percent of studies included consultation delivered in a Pre-K to 5th grade classroom, 
18.8 % of studies included consultation delivered in a 6th grade classroom (55 % for which ADHD students were the focus). The mean 

Table 2 
Demographic Characteristics Reported for Consultants, Consultees, and Students.

Percent N

Demographics Reported
Consultant Gender Reported 33.3 16
Consultant Race/Ethnicity Reported 27.1 13
Consultee Gender Reported 68.8 33
Consultee Race/Ethnicity Reported 58.3 28
Student Gender Reported 91.7 44
Student Race/Ethnicity Reported 85.4 41

a Consultant Role
Graduate Student 43.8 21
Multiple Roles 37.5 18
Unclear 20.8 10
School Psychologist 10.4 5

a Consultee Role
Teacher 100 48
Parent (included as consultee) 33.3 16

Student Grade Level
Pre-K to 5th Grade School 72.9 35
6th to 8th Grade School 18.8 9
K-8th Grade School 8.3 4

Note. a Percentages do not sum to 100 for consultant and consultee role given multiple roles present 
in studies.
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age of students across all studies was 6.8 (SD = 2.24). Student gender was reported in 91.7 % of studies and race/ethnicity was reported 
in 85.4 % of studies.

6.2. Consultant and consultee demographic characteristics

The demographic characteristics of consultants (see Table 2) were reported less frequently than the demographic characteristics of 
consultees and students. For example, consultant gender was reported in 33.3 % of studies and race/ethnicity was reported in 27.1 % of 
studies. Consultee gender, on the other hand, was reported in 68.8 % of studies and race/ethnicity in 58.3 % of studies.

Forty-three percent of studies included a consultant who was a graduate student, 37.5 % of studies were coded “multiple” for 
consultant role, and 20.8 % of studies were coded “unclear” for consultant role. Only 10.4 % of studies included a school psychologist 
in the role of consultant. In terms of teacher role, all studies included the teacher as consultee (100 %) and 33.3 % included parents as 
consultees in addition to teachers.

6.3. Study design characteristics

Consultation model coding was based on all available information provided in the studies. One-fifth of studies (22.9 %) reported 
using conjoint behavioral consultation (CBC; Sheridan & Kratochwill, 2008) and approximately one-fifth of studies (20.8 %) reported 
using behavioral consultation (Kratochwill & Bergan, 1990). In addition, 8.3 % (n = 4) used a combined behavioral and collaborative 
approach to support teachers to implement the daily report card for students with ADHD, 8.3 % (n = 4) used practice-based coaching, 
6.3 % (n = 3) used the Incredible Years coaching model, and 0.4 % (n = 2) described early childhood mental health consultation as the 
model employed. In addition, 29.2 % included generalized consultation to implement universal classroom management practices and/ 
or a combination of universal and targeted practices but without naming a specific model.

Table 3 summarizes the design characteristics of the studies included in the review. Of the 39 group design studies included in the 
review, 97.7 % were randomized controlled trials while one study used a quasi-experimental group comparison design in which groups 
were matched for differences (Reinke et al., 2014). Business-as-usual (i.e., typical education services) was the most frequently used 
control group (60 %), followed by no treatment control (26 %) and wait list control (13 %). In addition, two studies included three 
consultation groups with differing levels of behavioral consultation delivered (Fuchs et al., 1990; Fuchs & Fuchs, 1989).

Among the group design studies, 77 % were coded as measuring fidelity of intervention delivery. Among the nine single-case design 
studies, eight adopted multiple baseline designs (MBD). One study used a multiple probe design (Shernoff & Kratochwill, 2007) which 
is similar to a MBD in that the independent variable is systematically and sequentially introduced to one participant at a time but 
different than a MBD in that data are not collected as frequently. Five of the nine single-case design studies embedded randomization 
into the design. Bice-Urbach et al. (2018) also employed a dual-randomization procedure in which there was random assignment of 
teacher–student dyads to intervention start times and start points. Eight of the nine single-case design studies were coded as measuring 
fidelity of intervention delivery.

6.4. Distillation of common practice elements of consultation

Consultation common practice elements (n = 15 at the teacher level; n = 23 at the student level) were distilled using the Practi-
ceWise Clinical Coding System (PracticeWise, 2020). Across the 48 promising consultation studies designed to improve social and 
behavioral outcomes (see Fig. 2), coders identified consultant modeling skills/behaviors with the teacher (present in 58.3 % of the 
consultation studies) as the most common practice element at the teacher level, followed by consultant providing performance feedback 
to the teacher (present in 56.3 % of studies), and consultant supporting the teachers’ skills in family engagement (present in 41.7 % of 
studies). In contrast, peer pairing (pairing a teacher with a colleague) and praise (consultant praises teacher) were not present in any 

Table 3 
Study Design Characteristics.

Percent N

Group Design Studies
Randomized Controlled Trial 97.7 38
Quasi-Experimental (groups matched for differences) 0.02 1

Type of Control Group
Business as Usual 60 23
No Treatment Control 26 10
Wait List Control 13 5
Other (matched control) 0.02 1

Intervention Fidelity Measured 77 30

Single Case Design Studies
Multiple Baseline Design 100 9
Randomization Embedded 55 5
Intervention Fidelity Measured 89 8
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studies, coping (consultant helps teacher cope with stress) was present in 4.2 % of studies, and cognitive (consultant helps teacher alter 
their thoughts about a situation) was present in 6.3 % of studies. Fig. 2 also highlights that 60 % of the practice elements at the teacher 
level (nine of the 15 elements coded) were present in only 8.3 % to 37.5 % percent of consultation studies included in the review.

At the student level (see Fig. 3), coders identified praise (i.e., consultant trains teacher to praise students) as the most common 
practice element (present in 56.3 % of studies), followed by goal setting (i.e., consultant trains teacher to set goals for students) present 
in 52.1 % of studies), functional behavioral assessment, and tangible rewards (both present in 47.9 % of studies). Peer pairing (pairing 
students with peers) and cognitive (consultant trains teacher to help students think differently about a situation) were coded least 
frequently at the student level (present in 2.1 % of studies). In addition, ignoring was only present in 6.3 % of studies. Fig. 3 also 
highlights that 57 % of the practice elements at the student level (13 of the 23 elements) were present in only 8.3 % to 25 % percent of 
consultation studies included in the review.

Of the 12 practice elements that could be coded at the teacher and student level (e.g., consultant adapts consultation model to 
attend to teacher diversity and consultant supports the teacher to adapt instruction to attend to student diversity), coders identified 
modeling in 58.3 % of studies at the teacher level and 14.6 % of studies at the student level. Coders identified consultant performance 
feedback to the teacher in 56.3 % of studies while only 25 % of studies included the consultant training the teacher to provide per-
formance feedback to students. In contrast, coders identified goal setting with students as present in approximately one-half of studies 
compared to goal setting with teachers as present in approximately one-fifth of studies.

Fig. 4 illustrates that consultation models that included students with behavior problems most frequently included consultant 
modeling an intervention for a teacher (65.5 %), consultant providing performance feedback to a teacher (62.1 %), and consultant 
monitoring a teachers’ behavior (44.8 %). On the other hand, consultation models that included students with ADHD most frequently 
included consultant building a teachers’ skill in family engagement (100 %).

7. Discussion

The overarching goals of the current review included documenting how demographic and study design information was reported in 
the school consultation research and identifying the common practice elements that emerged across those studies. We used a validated 
distillation approach (Chorpita et al., 2005) to code demographic and study design characteristics and to identify common practice 
elements associated with school consultation interventions reporting promising social and behavioral outcomes for children and youth 
ages 2–13. Forty-eight group and single-case design studies were coded, and from those studies, 15 practice elements were distilled at 
the teacher level and 23 at the student level.

7.1. Student, consultant, and consultee characteristics

Interestingly, demographic characteristics of consultants (i.e., gender and race/ethnicity) was not reported as frequently as de-
mographic characteristics of consultees and students. Only one-third of studies reported information on consultant gender, which is 
lower than what Reddy et al. (2000) found in their meta-analysis of 35 consultation studies where 40 % of the studies reported 
consultant gender. On the other hand, one-third of studies in our review reported information on consultant race/ethnicity, which is 
higher than what Reddy et al., reported (i.e., 0.05 % of studies reporting this information). King et al. (2022), on the other hand, 
reported less frequent reporting of consultant demographics than our review. King et al. found that only 7.6 % of studies reported 

Fig. 2. Percentage of Consultation Studies for Which Teacher Level Practice Elements Were Present. 
Note. Across the 48 promising consultation studies designed to improve social and behavioral outcomes, these are the most common practice el-
ements delivered at the teacher level.
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consultant race/ethnicity and only 15 % reported consultant gender. Taken together, these findings suggest inconsistency with regards 
to how consultant demographic information is reported in the extant research and the need for greater uniformity in reporting these 
important variables.

In the current review, consultee gender was reported in 68.8 % of studies and consultee race/ethnicity was reported in 58.3 % of 
studies. This rate is comparable to what was reported in the King et al. systematic review of teleconsultation and almost double to what 
Reddy et al. (2000) reported, with only 42 % of studies including information on consultee gender. In the current review, student 
gender was reported in 91.7 % of studies and race/ethnicity was reported in 85.4 % of studies. This finding is encouraging given in the 
Reddy et al. meta-analysis, only 23 % of studies reported student race/ethnicity and 63 % of studies included information on student 
gender. Consistent reporting of demographic characteristics of all consultation participants allows for more nuanced analyses of how 
diversity and identity factors are associated with consultation outcomes (Ingraham, 2003; McKenney et al., 2017; Newell, 2010). 
Consistent reporting of demographic characteristics in consultation research also supports the exploration of how racial, ethnic, 
gender, and ability matching is associated with important consultation outcomes.

In terms of consultant role, close to one-half of studies identified the consultant as a graduate student (43.8 %), in contrast to 10.4 % 
of studies including a school psychologist as the consultant. This finding is consistent with several reviews of the consultation literature 
(Collier-Meek & Sanetti, 2014; King et al., 2022). King et al. (2022), in a systematic review of teleconsultation, also found that graduate 
students were predominantly in the role of consultation. Collier-Meek and Sanetti (2014) similarly found in a review of CBC studies, 

Fig. 3. Percentage of Consultation Studies for Which Student Level Practice Elements Were Present. 
Note. The most common practice elements delivered at the student level.

Fig. 4. Variation in Practice Elements Based on Type of Student Enrolled in the Study.
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that 63 % of studies reported consultant role as someone affiliated with a university. It is unlikely that graduate students delivering 
consultation services to teachers in a research study is representative of typical consultation service delivery in schools. On the one 
hand, experienced school psychologists have built significant expertise in consultation that trainees likely do not have as novices. On 
the other hand, graduate students, may have more time to deliver intensive consultation services when compared to practicing school 
psychologists, who deliver more comprehensive services (National Association of School Psychologists, 2020). Thus, it is possible that 
the dosage of consultation delivered by graduate students was higher than what would be possible for a practicing school psychologist. 
Graduate students also may have access to unique training in consultation and/or evidence-based practices, which could influence the 
consultation services that were provided to teachers in the studies included in the review. To deliver effective and sustainable services, 
it is essential to build a schools’ internal capacity using existing resources. Thus, we would argue that consultation services provided by 
external consultants may not align with the practical realities of consultation services provided by school psychologists and other 
school-based personnel.

It is also worth noting that 37.5 % of studies included consultants in “multiple” roles while 20.8 % of studies were coded “unclear” 
for consultant role. Authors frequently cited themselves as being in the role of consultant, but coders were trained to not deduce role 
based soley on author information. This finding suggests that in future consultation research, authors should clearly identify the role of 
consultant as this information has implications for feasibility and generalizability.

7.2. Study design characteristics

In the current review, 43.7 % of the studies reported implementing behavioral consultation or CBC. This finding converges with 
previous reviews highlighting the prominence of these two models in the school consultation literature relative to other models, like 
organizational consultation and mental health consultation (Medway & Updyke, 1985; Sheridan et al., 1996). Sheridan et al. (1996)
argued for greater specification of consultation models used in outcome research given 28 % of the studies in her review reported using 
“other” as the model and 11 % of the studies did not specify the consultation model. In the current review, 29.2 % of studies were coded 
as adopting a general consultation model. This finding leads us to question if these studies were also guided by a common elements 
approach. Regardless, it is important for authors to specify the practices and processes followed, especially when consultation does not 
adhere to models already featured in the extant literature.

In the current review, the majority of group and single case design studies were coded as measuring intervention fidelity. This 
finding converges with a growing body of research in which implementation strategies have been used in consultation research to 
promote the fidelity of intervention implementation (e.g., intervention scripts, motivational interviewing; see Sanetti & Pierce, 2025). 
Although this finding is encouraging, it is worth noting that fidelity measurement is a complex construct that can be assessed at 
multiple levels (e.g., consultation procedures versus intervention plan, quality versus dosage) and more fine-grained coding in future 
research will shed more light on the state of fidelity measurement in consultation research.

7.3. Common elements coded frequently at the teacher level

Consultant modeling of a strategy for a teacher was coded most frequently among studies included in the review (present in 58.3 % 
of studies). Modeling has its origins in social cognitive learning theory (Bandura, 2001), which emphasizes that learning occurs 
vicariously, by observing others and enactively, via guided practice. Modeling also predicts transfer of training from one setting (e.g., 
consultation meeting) to another setting (e.g., classroom). In a recent distillation study of supervision common elements, supervisor 
modeling of a therapy technique was observed in 69 % of the evidence-based interventions included in the review which suggests some 
convergence between findings from our study and other distillation studies (Choy-Brown et al., 2022). These findings also align with 
consultation problem-solving models that incorporate modeling to enhance consultant skills (Kratochwill et al., 2014) and teacher 
fidelity of implementation (Sanetti et al., 2015; Sanetti & Collier-Meek, 2015, 2019).

Providing performance feedback to the consultee was another practice element that was coded frequently (present in 56.3 % of 
studies). Performance feedback is considered a core component of effective professional development and consultant effectiveness, 
particularly when feedback is specific and frequent (Bain & Swan, 2011; Cavanaugh, 2013; Kratochwill et al., 2014; Martens & 
DiGennaro, 2008). In a recent literature review, Fallon et al. (2015), identified performance feedback as an evidence-based practice 
when working with educators. It is also encouraging that modeling and performance feedback were coded as present most frequently, 
as these practices are firmly entrenched in the consultation and adult learning literatures (Kraft et al., 2018; Kratochwill et al., 2014; 
Sanetti et al., 2015; Shernoff et al., 2016). Modeling and performance feedback are crucial pedagogical approaches that predict skill 
development because they leverage active, experiential learning opportunities (Bearman et al., 2013; Choy-Brown et al., 2022; Kolb 
et al., 2014) and maximize skill transfer (Penuel et al., 2007; Salas et al., 2012). These active learning strategies also address limitations 
to more traditional professional development (e.g., single attendance workshops) which often emphasize passive learning strategies (i. 
e., didactic instruction, discussion) and are also not associated with changes in teacher practices or student outcomes (Desimone & Pak, 
2017; Garet et al., 2001; Penuel et al., 2007).

Active learning strategies (i.e., consultant modeling and performance feedback to teachers) were coded more frequently among 
consultation studies targeting students with behavior problems (e.g., noncompliance, arguing) as opposed to ADHD, where modeling 
was coded in only 37.5 % of studies and performance feedback was coded in only 12.5 % of studies. Thus, researchers developing and 
implementing consultation interventions for students with ADHD may want to increase the use of active learning strategies to improve 
skill acquisition and transfer (Hattie, 2008; Scott et al., 2014).

In addition, relative to the other practice elements, family engagement was coded fairly frequently at the teacher level (present in 
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41.7 % of studies). This finding is perhaps expected, given 22.9 % of studies reported using CBC (Sheridan & Kratochwill, 2008), where 
the primary goal is increasing communication between home and school and promoting shared ownership for problem definition and 
solutions. Our findings are also comparable to a recent review of universal child mental health programming, where 52 % of the 
universal child programs included family engagement (Boustani et al., 2020). The co-occurrence of family engagement among 
consultation studies that included students with ADHD may be related to the characteristics of ADHD, with symptoms typically 
persisting across multiple settings. This is an encouraging finding given home-school partnerships is a promising method for enhancing 
achievement among children with ADHD; and we would argue that it is an important component of consultation-based interventions 
across other referral problems as well (Pfiffner et al., 2016; Power et al., 2012).

7.4. Common elements coded infrequently at the teacher level

The relatively infrequency (10 % or fewer) with which other practice elements were coded as present at the teacher level points to 
potential opportunities to leverage certain practice elements to improve consultation outcomes. For instance, generalization planning 
(i.e., consultant supporting the teacher to apply skills to future challenges) was coded infrequently (present in 10.4 % of studies). A 
recent meta-analysis of school-based consultation in early childhood settings emphasized the importance of generalization, with 
consultation having a significant impact on teacher implementation of evidence-based practices after participating in consultation 
(LRRi = 0.95; Tau = 0.79; Smith et al., 2022). Given behavioral consultation and CBC are designed to sustain teachers’ implementation 
of interventions and generalization planning is embedded into the final interviews in both models, we would have expected this 
practice element to be coded as present more frequently.

In addition, we did not identify any examples of consultation models that included consultants praising teachers, despite praise 
emerging most frequently at the student level (present in 56.3 % studies). Identifying teacher strengths was also coded infrequently 
(present in 8.3 % of studies). Given psychotherapy research highlights nonspecific treatment factors (e.g., relationships, positive re-
gard) account for a significant amount of variance in treatment outcomes (Wampold, 2013), it could be advantageous to include a 
more intentional focus on consultants praising teachers and identifying their strengths. This could help consultees overcome mistrust 
or prior negative experiences engaging in consultation. Identifying strengths and competencies can also lead to stronger self-efficacy 
beliefs among consultees, which can positively influence their beliefs regarding implementing the practices embedded within 
consultation (Bandura, 2001). Similar to how positive reinforcement operates with students, positively reinforcing teachers for their 
implementation efforts is likely to strengthen their behavior in the future as well.

In the current study, cultural adaptation (e.g., consultant adaptation of the model to attend to teacher diversity) was coded as 
present in only four (8.3 %) studies (i.e., Baker-Henningham et al., 2009; Baker-Henningham et al., 2012; Dang et al., 2017; Raver 
et al., 2009). These studies involved adapting consultation for use in different countries (i.e., Jamaica, Vietnam, the Netherlands) and 
one study also adapted the intervention for use with predominantly African American and Hispanic teachers and youth (Raver et al., 
2009). Adaptions also included translating teacher materials into Vietnamese or Spanish (Dang et al., 2017; Raver et al., 2009). Several 
studies also piloted the adapted intervention with teachers to solicit feedback regarding the cultural acceptability of the materials prior 
to implementing the intervention with students (Baker-Henningham et al., 2009; Baker-Henningham et al., 2012; Raver et al., 2009).

Adapting consultation models to center teacher diversity is a small part of a much larger initiative to incorporate principles of 
cultural responsiveness into consultation. This means intentionally bringing salient cultural, linguistic, and ethnic diversity identities 
into the consultation process (Collier-Meek et al., 2023; Miranda, 2015; Parker et al., 2020). These initiatives are also aligned with 
recent calls for school consultants to function as agents of social change who provide socially just services in schools (Fenning et al., 
2023; Malone et al., 2017; Miranda, 2015; Newman et al., 2024). Although cultural responsiveness has historically been integrated 
into consultee-centered consultation models (Ingraham, 2017a; Newman & Ingraham, 2017), results from the current study suggest 
the need for a more intentional focus on these practices in other consultation models and extending coding to include more than just 
cultural adaptation. Some innovative work related to integrating process logs into supervision to maximize school psychology trainees’ 
self-reflection and use of equitable communication during consultation has emerged in the literature (Agha & Barrett, 2024). Use of 
simulation training and teleconsultation has also been conceptualized as a mechanism for better preparing trainees to integrate 
culturally responsive practices into consultation (Heidelburg et al., 2024). More work is needed to study the impact of these innovative 
training models on consultees, consultants, and students.

7.5. Common elements coded frequently at the student level

Fifty-six percent of studies included consultation models in which the teacher was encouraged to praise students, followed by 
setting goals for students (present in 52.1 % of studies), followed by functional behavioral assessment/intervention and tangible re-
wards (present in 47.9 % of studies). Praise is featured prominently in a variety of coaching, consultation, and school-wide intervention 
models to enhance student engagement and learning, reduce challenging behaviors, and promote positive student-teacher relation-
ships (e.g., Bear, 2009; Martens & DiGennaro, 2008; Shernoff et al., 2020). Goal setting is an important practice element that supports 
self-determination and self-regulation, particularly for students who struggle with learning and behavioral challenges (Martens et al., 
1997; Palmer & Wehmeyer, 2003). Goal setting is foundational to most consultation models in school psychology and has particular 
relevance for students with ADHD. Dunson et al. (1994) for example, in a study of behavioral consultation, employed daily and weekly 
goal setting and reminders to support students with inattention. Gormley et al. (2020) similarly used goal setting in CBC to target 
students struggling with ADHD. By helping teachers identify and set appropriate goals for students, consultants and consultees can 
conjointly assess progress and make adaptations to interventions as needed.
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The frequency with which functional behavior assessment (FBA) was coded as present (47.9 %) is not unexpected given close to 40 
% of the studies reported adopting behavioral or conjoint models, both which explicitly focus on identifying functions of behavior and 
using function to inform the intervention. Integrating FBA into consultation-based interventions reflects accumulating evidence that 
challenging classroom behaviors do not occur in isolation or represent inherent deficits within students and instead are functionally 
linked to the instructional context (Epstein et al., 2008; Garbacz et al., 2020; Shernoff et al., 2017; Simonsen et al., 2008). By helping 
teachers discern and address the function of behavior, school psychologists can play a crucial role in supporting positive classroom 
climates, which can also decrease referrals for more costly, intensive support (Burns, 2013; National Association of School Psychol-
ogists, 2020).

Additional positive and proactive behavioral strategies (i.e., reinforcing appropriate behavior through praise and effective com-
mands, providing rewards) were also coded as present more frequently (Range = 25 % to 52.1 %) when compared to reductive 
strategies (i.e., response cost, time out, ignoring; Range = 6.3 % to 15 %). This finding converges with the existing coaching, 
consultation, and school-wide interventions models (Reinke et al., 2014; Simonsen et al., 2008). This finding also converges with the 
original distillation and matching study conducted by Chorpita and Daleiden (2009), where praise was coded as present in 53 % of 
studies and rewards was present in 46 % of efficacy studies targeting students with oppositional and aggressive behavior. The use of 
positive, proactive strategies by teachers is crucial, particularly in high-need, low-wealth schools given racial disparities in discipline 
erode safe and nurturing schools and negatively impact perceived school belongingness (Bottiani et al., 2014; Morris et al., 2020). 
Mitchell and Bradshaw (2013), for example, in a sample of 1902 students in 93 classrooms, found that teachers who implemented 
positive behavioral approaches were more likely to have students who rated their teachers as fair and effective disciplinarians.

7.6. Common elements coded infrequently at the student level

Cultural adaptation to attend to student diversity was only present in five (10.4 %) studies (Cappella et al., 2012; Clarke et al., 2017; 
Hart et al., 2016, 2019; McKenney et al., 2017). Adaptations involved translation of materials and interpretative services for students, 
or their families and the explicit steps taken to consider student culture in selecting interventions. Clarke et al. (2017) described 
working collaboratively to ensure that interventions were culturally responsive and acceptable for Latinx students. McKenney et al. 
(2017) embedded a culturally responsive phase of consultation, in which teachers worked with consultants to modify curriculum and 
develop individual accommodations in ways that addressed cultural factors. The limited number of studies that included cultural 
adaptations for students points to crucial areas for growth and enhancement of consultation interventions.

7.7. Implications for research, training, and practice

7.7.1. Implications for research
Applying a distillation approach to the consultation literature is the first step in a program of research designed to identify practice 

elements linked with specific teacher and student outcomes. This research would bring us closer to understanding the mechanisms of 
change that guide the development of consultation-based interventions, and can advance the field by clarifying the conceptual, 
theoretical, and empirical foundations of existing consultation models. Accumulating evidence to support individual practice elements 
will require producing effect sizes across group and single-case design studies included in the consultation literature, which is not 
without challenges (Kratochwill et al., 2023; Shadish et al., 2015). Findings also have implications for the development of treatment 
integrity measures that encompass the core practice elements integrated into consultation interventions in schools (Collier-Meek et al., 
2019; McLeod et al., 2017). It is important to note that the results reported herein are based on information reported by authors – 
omissions could have yielded an underestimate in the reporting of common practice elements undergirding consultation research.

Applying a distillation approach to the consultation literature also point to important gaps in the literature related to reporting 
demographic characteristics of the samples. For example, findings from the current study have implications for publishing standards in 
consultation research and the need for authors to specify the demographic characteristics of consultants, consultees (i.e., parents and 
teachers), and clients (students and classrooms). Future consultation studies should also include greater specificity and description of 
the consultation model and procedures followed in addition to the specific role of the consultant.

Given only 10.4 % of the studies in this review included consultants who were school psychologists, consultation research would 
benefit from greater attention to developing and studying consultation models that are designed for the existing workforce of school 
psychologists. Studies that incorporate practicing school psychologists as consultants will go a long way toward creating consultation 
service models that are more contextually relevant, that fit better within the scope of existing service models, and that are more likely 
to be sustained beyond the life of a research project.

7.7.2. Implications for training and practice
Exposing graduate students to common elements that cut across promising consultation studies could help streamline consultation 

training or what others have described as “maximizing the reach” and “minimizing the burden” of learning multiple models with 
overlapping practice elements (Becker et al., 2015; Becker et al., 2018; Boustani et al., 2015). We are not suggesting replacing training 
in specific consultation models with a common elements approach, as training students in common elements used in isolation could 
run the risk of oversimplifying the complex consultation processes. A common elements approach could, however, complement 
training in one or two models such that graduate students are exposed to the fundamental processes and essential skills that cut across 
promising consultation models. For example, given the frequency with which modeling, performance feedback, praise, and goal setting 
emerged in promising consultation models, graduate educators may want to focus intentionally on helping students learn, practice, 
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and generalize these competencies overall. This approach to consultation training also aligns with current calls to create meta models of 
consultation, encouraging synthesis across consultation models, rather than continued training in different consultation models that 
have distinct goals and focus (Rosenfield et al., 2014).

A common elements approach may also support practicing school psychologists to more efficiently consult with school staff, 
particularly those with high caseloads and extensive assessment responsibilities. If competing priorities constrain the amount of time 
practitioners can engage in consultation, it may be beneficial to prioritize a limited number of common elements (e.g., functional 
behavioral assessment, family engagement). This approach may be more feasible than attempting to complete all steps of a particular 
consultation model (e.g., all the behavioral consultation interviews). This approach may help maximize school psychologists’ time and 
resources and build teacher competency in skills that are useful across multiple interventions, thereby facilitating the scaling up of 
evidence-based practices.

7.8. Strengths and limitations

Results from the current review help elucidate the frequency with which important demographic characteristics are reported, study 
design characteristics, and common practice elements that emerge in the school consultation literature and offer a different view of the 
consultation literature. This review was not designed to provide a prescriptive set of practices that should be integrated into 
consultation interventions or the potency of these individual elements. It is important to note that coding a practice element as absent 
did not mean that element was not delivered. It is possible that these elements were not described by authors, or authors may not have 
described these elements with enough specificity to code. Alternatively, authors may include these elements in consultation research 
studies that were excluded from the current review (e.g., academic interventions). Undocumented practice elements that were not 
captured during coding may have resulted in underestimating the frequency with which some practice elements emerge in consul-
tation studies designed to enhance student social and behavioral outcomes.

This review also adhered to established distillation methodologies and an existing coding system that is validated in the literature 
(Becker et al., 2018; Boustani et al., 2020; Chorpita & Daleiden, 2009). We took a deductive approach to coding that provided structure 
and continuity in the application of codes. We added one code related to consultation model and four practice element codes to the 
PracticeWise Clinical Coding System to incorporate strategies that we anticipated would be important to measure, but we did not code 
the co-occurrence or pairing of strategies which could provide insight into which combination of practice elements occur and how 
combining elements may or may not differentially impact student outcomes.

In addition, there are some consultation models that dominate the literature, such as instructional consultation (Rosenfield, 2013; 
Rosenfield et al., 2014) and consultee-centered consultation (Knotek & Hylander, 2014; Newman & Ingraham, 2017; Sandoval, 2004) 
that were not represented in the current review. This lack of representation of additional consultation models could relate to our focus 
on social and behavioral outcomes when other models, like instructional consultation traditionally focus on academic outcomes 
(Rosenfield, 2013). This lack of representation of other models may also reflect inclusion criteria related to design characteristics or the 
exclusion of qualitative research studies. Instructional consultation and consultee-centered consultation studies, for example, are more 
likely to rely on qualitative approaches, such as discourse analysis methods to identify important communication and collaboration 
patterns embedded within these models (Lopez & Nastasi, 2014; Rosenfield, 2004). Given 43 % of the studies included graduate 
students in the role of consultant, there are limitations regarding the generalizability of the findings and the extent to which common 
elements that were coded in the current review reflect those practices embedded into consultation services delivered by school 
psychologists.

8. Summary and conclusions

In this study, we adopted a consultation common practice elements or distillation approach at the teacher and student level, a 
procedure similar to systematic review studies of universal mental health programs, youth mental health service engagement in-
terventions, and evidence-based interventions for children’s mental health disorders. After applying this approach in the consultation 
literature, we found that consultant modeling a skill or behavior and providing performance feedback to the teacher was coded as the 
most common practice elements delivered at the teacher level. However, the relatively low level with which other practice elements 
were coded at the teacher level (e.g., praise) suggests that many more options are available to improve consultation outcomes and 
should be considered in research and practice.

In contrast, in over 50 % of studies the teacher-consultee was encouraged to praise students, followed by setting goals for students, 
and completing functional behavioral assessment and tangible rewards. These strategies could be applied at the teacher level but are 
underutilized at this time. Moreover, and unfortunately, like at the teacher level, consultant adaptation to attend to student diversity 
was present infrequently and included minimal adaptations such as translation of materials and interpretative services.

An interesting finding from our study was that almost one-half of studies used a graduate student as the consultant, with few studies 
noting that a school psychologist in the setting served as the primary consultant. The use of graduate students serving as the consultant 
raises the issue of how representative the research base is of practice-based consultation services. This finding also suggests that re-
searchers may need to consider the typical workload of school psychologists and adapt consultation models and processes to better fit 
typical practice.

A major benefit of the common elements approach is that it would allow consultation training agendas to focus on the most 
essential skills that cut across promising consultation models. For example, helping trainees develop their knowledge and skills to 
implement modeling, performance feedback, praise, and goal setting during problem solving consultation seems like time well spent.
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Finally, we emphasize that applying a distillation approach to the consultation research literature is one important step in the 
identification of practice elements that are critical in understanding the mechanisms to explain the outcomes at the consultant and 
client level. Understanding the mechanisms of change will help researchers and practitioners apply evidence- based interventions that 
are effective for children and youth.

CRediT authorship contribution statement

Elisa S. Shernoff: Writing – review & editing, Writing – original draft, Supervision, Project administration, Methodology, Formal 
analysis, Data curation, Conceptualization. Thomas R. Kratochwill: Writing – review & editing, Writing – original draft, Method-
ology, Formal analysis. Staci C. Ballard: Writing – review & editing, Writing – original draft, Methodology, Formal analysis. Siyue M. 
Chen: Writing – review & editing, Methodology, Formal analysis. Maya M. Boustani: Writing – review & editing, Resources, 
Methodology, Conceptualization.

Funding

There is no funding associated with this research.

Declaration of competing interest

The authors have no relevant financial or non-financial interests to disclose.

Appendix A. Supplementary data

Supplementary data to this article can be found online at https://doi.org/10.1016/j.jsp.2025.101463.

References

Agha, A. A., & Barrett, C. A. (2024). Process logs: A tool to promote self-reflection during consultation supervision and document consultee-centered outcomes. 
Journal of Educational and Psychological Consultation, 34(4), 407–427. https://doi.org/10.1080/10474412.2024.2318749.

Anton-LaHart, J., & Rosenfield, S. (2004). A survey of preservice consultation training in school psychology programs. Journal of Educational and Psychological 
Consultation, 15(1), 41–62. https://doi.org/10.1207/s1532768xjepc1501_2.

Atkins, M. S., Shernoff, E. S., Frazier, S. L., Schoenwald, S. K., Cappella, E., Marinez-Lora, A., … Bhaumik, R. (2015). Redesigning community mental health services 
for urban children: Supporting schooling to promote mental health. Journal of Consulting and Clinical Psychology, 83(5), 839–852. https://doi.org/10.1037/ 
a0039661.

Bain, A., & Swan, G. (2011). Technology enhanced feedback tools as a knowledge management mechanism for supporting professional growth and school reform. 
Educational Technology Research and Development, 59(5), 673–685. https://doi.org/10.1007/s11423011-9201-x.

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of Psychology, 52(1), 1–26. https://doi.org/10.1146/annurev.psych.52.1.1.
Bear, G. G. (2009). The positive in positive models of discipline. In R. Gilman, E. S. Huebner, & M. J. Furlong (Eds.), Handbook of Positive Psychology in Schools (pp. 

305–321). New York: Routledge. https://psycnet.apa.org/record/2009-10845-023. 
Bearman, S. K., Weisz, J. R., Chorpita, B. F., Hoagwood, K., Ward, A., Ugueto, A. M., … Health, R. N. O. Y. M. (2013). More practice, less preach? The role of 

supervision processes and therapist characteristics in EBP implementation. Administration and Policy in Mental Health and Mental Health Services Research, 40, 
518–529. https://doi.org/10.1007/s10488-013-0485-5.

Becker, K. D., Boustani, M., Gellatly, R., & Chorpita, B. F. (2018). Forty years of engagement research in children’s mental health services: Multidimensional 
measurement and practice elements. Journal of Clinical Child & Adolescent Psychology, 47(1), 1–23. https://doi.org/10.1080/15374416.2017.1326121.

Becker, K. D., Buckingham, S. L., Rith-Najarian, L., & Kline, E. R. (2016). The common elements of treatment engagement for clinically high-risk youth and youth with 
first-episode psychosis. Early Intervention in Psychiatry, 10(6), 455–467. https://doi.org/10.1111/eip.12283.

Becker, K. D., Lee, B. R., Daleiden, E. L., Lindsey, M., Brandt, N. E., & Chorpita, B. F. (2015). The common elements of engagement in children’s mental health services: 
which elements for which outcomes? Journal of Clinical Child & Adolescent Psychology, 44(1), 30–43. https://doi.org/10.1080/15374416.2013.814543.

Bergan, J., & Kratochwill, T. (1990). Behavioral consultation in applied settings. Plenum. 
Bottiani, J. H., Bradshaw, C. P., & Mendelson, T. (2014). Promoting an equitable and supportive school climate in high schools: the role of school organizational 

health and staff burnout. Journal of School Psychology, 52(6), 567–582. https://doi.org/10.1016/j.jsp.2014.09.003.
Boustani, M. M., Frazier, S. L., Becker, K. D., Bechor, M., Dinizulu, S. M., Hedemann, E. R., … Pasalich, D. S. (2015). Common elements of adolescent prevention 

programs: minimizing burden while maximizing reach. Administration and Policy in Mental Health and Mental Health Services Research, 42(2), 209–219. https://doi. 
org/10.1007/s10488-014-0541-9.

Boustani, M. M., Frazier, S. L., Chu, W., Lesperance, N., Becker, K. D., Helseth, S. A., … Chorpita, B. F. (2020). Common elements of childhood universal mental health 
programming. Administration and Policy in Mental Health and Mental Health Services Research, 47(3), 475–486. https://doi.org/10.1007/s10488-020-01023-4.

Briesch, A. M., Ferguson, T. D., Volpe, R. J., & Briesch, J. M. (2013). Examining teachers’ perceptions of social-emotional and behavioral referral concerns. Remedial 
and Special Education, 34(4), 249–256. https://doi.org/10.1177/0741932512464579.

Burns, M. K. (2013). Contextualizing school psychology practice: Introducing featured research commentaries. School Psychology Review, 42(3), 334–342. https://doi. 
org/10.1080/02796015.2013.12087477.

Busse, R., Kratochwill, T. R., & Elliott, S. N. (1995). Meta-analysis for single-case consultation outcomes: Applications to research and practice. Journal of School 
Psychology, 33(4), 269–285. https://doi.org/10.1016/0022-4405(95)00014-D.

Caplan, G. (1970). The theory and practice of mental health consultation. Basic Books. 
Cavanaugh, B. (2013). Performance feedback and teachers’ use of praise and opportunities to respond: A review of the literature. Education and Treatment of Children, 

36(1), 111–136. https://doi.org/10.1353/etc.2013.0001.
Chorpita, B. F., Becker, K. D., & Daleiden, E. L. (2007). Understanding the common elements of evidence-based practice: misconceptions and clinical examples. Journal 

of the American Academy of Child and Adolescent Psychiatry, 46(5), 647–652. https://doi.org/10.1097/chi.0b013e318033ff71.

E.S. Shernoff et al.                                                                                                                                                                                                     Journal of School Psychology 110 (2025) 101463 

15 

https://doi.org/10.1016/j.jsp.2025.101463
https://doi.org/10.1080/10474412.2024.2318749
https://doi.org/10.1207/s1532768xjepc1501_2
https://doi.org/10.1037/a0039661
https://doi.org/10.1037/a0039661
https://doi.org/10.1007/s11423011-9201-x
https://doi.org/10.1146/annurev.psych.52.1.1
https://psycnet.apa.org/record/2009-10845-023
https://doi.org/10.1007/s10488-013-0485-5
https://doi.org/10.1080/15374416.2017.1326121
https://doi.org/10.1111/eip.12283
https://doi.org/10.1080/15374416.2013.814543
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0070
https://doi.org/10.1016/j.jsp.2014.09.003
https://doi.org/10.1007/s10488-014-0541-9
https://doi.org/10.1007/s10488-014-0541-9
https://doi.org/10.1007/s10488-020-01023-4
https://doi.org/10.1177/0741932512464579
https://doi.org/10.1080/02796015.2013.12087477
https://doi.org/10.1080/02796015.2013.12087477
https://doi.org/10.1016/0022-4405(95)00014-D
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0110
https://doi.org/10.1353/etc.2013.0001
https://doi.org/10.1097/chi.0b013e318033ff71


Chorpita, B. F., & Daleiden, E. L. (2009). Mapping evidence-based treatments for children and adolescents: application of the distillation and matching model to 615 
treatments from 322 randomized trials. Journal of Consulting and Clinical Psychology, 77(3), 566–579. https://doi.org/10.1037/a0014565.

Chorpita, B. F., Daleiden, E. L., & Weisz, J. R. (2005). Identifying and selecting the common elements of evidence based interventions: A distillation and matching 
model. Mental Health Services Research, 7(1), 5–20. https://doi.org/10.1007/s11020-005-1962-6.

Choy-Brown, M., Baslock, D., Cable, C., Marsalis, S., & Williams, N. J. (2022). In search of the common elements of clinical supervision: A systematic review. 
Administration and Policy in Mental Health and Mental Health Services Research, 49, 1–21. https://doi.org/10.1007/s10488-022-01188-0.

Collier-Meek, M. A., Kratochwill, T. R., Luh, H.-J., Sanetti, L. M., & Susilo, A. (2023). Reflections on consultation: Applying a DisCrit and equitable implementation 
lens to help school psychologists disrupt disparities. Journal of Educational and Psychological Consultation, 33(1), 10–44. https://doi.org/10.1080/10474412.2022. 
2131558.

Collier-Meek, M. A., & Sanetti, L. M. (2014). Assessment of consultation and intervention implementation: A review of conjoint behavioral consultation studies. 
Journal of Educational and Psychological Consultation, 24(1), 55–73. https://doi.org/10.1080/10474412.2014.870482.

Collier-Meek, M. A., Sanetti, L. M., Levin, J. R., Kratochwill, T. R., & Boyle, A. M. (2019). Evaluating implementation supports delivered within problem-solving 
consultation. Journal of School Psychology, 72, 91–111. https://doi.org/10.1016/j.jsp.2018.12.002.

Desimone, L. M., & Pak, K. (2017). Instructional coaching as high-quality professional development. Theory Into Practice, 56(1), 3–12. https://doi.org/10.1080/ 
00405841.2016.1241947.

Engell, T., Kirkøen, B., Hammerstrøm, K. T., Kornør, H., Ludvigsen, K. H., & Hagen, K. A. (2020). Common elements of practice, process and implementation in out-of- 
school-time academic interventions for at-risk children: A systematic review. Prevention Science, 21(4), 545–556. https://doi.org/10.1007/s11121-020-01091-w.

Epstein, M., Atkins, M., Cullinan, D., Kutash, K., & Weaver, R. (2008). Reducing behavior problems in the elementary school classroom. IES Practice Guide. NCEE 
2008-012. In What Works Clearinghouse. https://ies.ed.gov/ncee/WWC/PracticeGuide/4.

Erchul, W. P., & Martens, B. K. (2002). The school as a setting for consultation. In W. P. Erchul, & B. K. Martens (Eds.), School Consultation: Conceptual and Empirical 
Bases of Practice (2nd ed., pp. 49–70). Springer https://doi.org/10.1007/0-306-47641-X_3. 

Erchul, W. P., & Martens, B. K. (2012). School consultation: Conceptual and empirical bases of practice ((3rd ed.).). Springer. 
Erchul, W. P., & Sheridan, S. M. (2014). Overview: The state of scientific research in school consultation. In W. P. Erchul, & S. M. Sheridan (Eds.), Handbook of 

Research in School Consultation (2nd ed., pp. 3–17). Routledge. 
Fallon, L. M., Collier-Meek, M. A., Maggin, D. M., Sanetti, L. M., & Johnson, A. H. (2015). Is performance feedback for educators an evidence-based practice? A 

systematic review and evaluation based on single-case research. Exceptional Children, 81(2), 227–246. https://doi.org/10.1177/0014402914551738.
Farmer, R. L., Goforth, A. N., Kim, S. Y., Naser, S. C., Lockwood, A. B., & Affrunti, N. W. (2021). Status of school psychology in 2020: Part 2, professional practices in 

the NASP membership survey. NASP Research Reports, 5(3), 1–17.
Fenning, P., Pearrow, M., & Politikos, N. (2023). NASP 2020 Professional practice standards: Applications and opportunities for school-based consultation. Journal of 

Educational and Psychological Consultation, 33(1), 1–9. https://doi.org/10.1080/10474412.2022.2154675.
Foster, S., Rollefson, M., Doksum, T., Noonan, D., Robinson, G., & Teich, J. (2005). School Mental Health Services in the United States, 2002–2003. DHHS Pub. No. (SMA) 

05-4068. Center for Mental Health Services, Substance Abuse and Mental Health Services Administration. 
Fuchs, D., Fuchs, L. S., Dulan, J., Roberts, H., & Fernstrom, P. (1992). Where is the research on consultation effectiveness? Journal of Educational and Psychological 

Consultation, 3(2), 151–174. https://doi.org/10.1207/s1532768xjepc0302_5.
Garbacz, S. A., Beattie, T., Novotnak, T., Kurtz-Nelson, E., Zahn, M., Yim-Dockery, H., … Jordan, P. (2020). Examining the efficacy of conjoint behavioral consultation 

for middle school students with externalizing behavior problems. Behavioral Disorders, 46(1), 3–17. https://doi.org/10.1177/0198742919888844.
Garet, M. S., Porter, A. C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What makes professional development effective? Results from a national sample of 

teachers. American Educational Research Journal, 38(4), 915–945. https://doi.org/10.3102/00028312038004915.
Garland, A. F., Hawley, K. M., Brookman-Frazee, L., & Hurlburt, M. S. (2008). Identifying common elements of evidence-based psychosocial treatments for children’s 

disruptive behavior problems. Journal of the American Academy of Child & Adolescent Psychiatry, 47(5), 505–514. https://doi.org/10.1097/CHI. 
0b013e31816765c2.

Gregory, A., Skiba, R. J., & Mediratta, K. (2017). Eliminating disparities in school discipline: A framework for intervention. Review of Research in Education, 41(1), 
253–278. https://doi.org/10.3102/0091732X17690499.

Gutkin, T. B., & Curtis, M. J. (2009). School-based consultation: The science and practice of indirect service delivery. In T. B. Gutkin, & C. R. Reynolds (Eds.), 
Handbook of School Psychology (4th ed., pp. 591–635). Wiley. 

Harris, J. D., Gray, B. A., Rees-McGee, S., Carroll, J. L., & Zaremba, E. T. (1987). Referrals to school psychologists: A national survey. Journal of School Psychology, 25 
(4), 343–354. https://doi.org/10.1016/0022-4405(87)90036-7.

Hattie, J. (2008). Visible learning: A synthesis of over 800 meta-analyses relating to achievement. Routledge. 
Hazel, C. E., Laviolette, G. T., & Lineman, J. M. (2010). Training professional psychologists in school-based consultation: What the syllabi suggest. Training and 

Education in Professional Psychology, 4(4), 235–243. https://doi.org/10.1037/a0020072.
Heidelburg, K., Parker, J., & Casella, J. (2024). Strategies for using technology to develop novice school psychology consultants’ multicultural consultation skills. 

Journal of Educational and Psychological Consultation, 34(4), 1–23. https://doi.org/10.1080/10474412.2024.2315092.
Hill, N. E., Castellino, D. R., Lansford, J. E., Nowlin, P., Dodge, K. A., Bates, J. E., & Pettit, G. S. (2004). Parent academic involvement as related to school behavior, 

achievement, and aspirations: Demographic variations across adolescence. Child Development, 75(5), 1491–1509. https://doi.org/10.1111/j.1467-8624.2004. 
00753.x.

Ingraham, C. L. (2003). Multicultural consultee-centered consultation: When novice consultants explore cultural hypotheses with experienced teacher consultees. 
Journal of Educational and Psychological Consultation, 14(3–4), 329–362. https://doi.org/10.1080/10474412.2003.9669492.

Ingraham, C. L. (2017a). Educating consultants for multicultural practice of consultee-centered consultation. Journal of Educational and Psychological Consultation, 27 
(1), 72–95. https://doi.org/10.1080/10474412.2016.1174936.

Ingraham, C. L. (2017b). Training and education of consultants: A global perspective. In The International Handbook of Consultation in Educational Settings (pp. 
291–311). Routledge. 

Kaufman, J. S., Jaser, S. S., Vaughan, E. L., Reynolds, J. S., Di Donato, J., Bernard, S. N., & Hernandez-Brereton, M. (2010). Patterns in office referral data by grade, 
race/ethnicity, and gender. Journal of Positive Behavior Interventions, 12(1), 44–54. https://doi.org/10.1177/1098300708329710.

Kaye, A. J., Pejic, V., Jordan, M., Dennery, K. M., & DeMaso, D. R. (2020). Evaluation of an urban school-based social, emotional, and behavioral health professional 
development and consultation model. Children & Schools, 42(2), 79–87. https://doi.org/10.1093/cs/cdaa005.

King, H. C., Bloomfield, B. S., Wu, S., & Fischer, A. J. (2022). A systematic review of school teleconsultation: Implications for research and practice. School Psychology 
Review, 51(2), 237–256. https://doi.org/10.1080/2372966X.2021.1894478.

Knotek, S. E., & Hylander, I. (2014). Research issues in mental health consultation and consultee-centered approaches. In W. P. Erchul, & S. M. Sheridan (Eds.), 
Handbook of Research in School Consultation (2nd ed., pp. 153–179). Routledge. 

Kolb, D. A., Boyatzis, R. E., & Mainemelis, C. (2014). Experiential learning theory: Previous research and new directions. In Perspectives on Thinking, Learning, and 
Cognitive Styles (pp. 227–247). Routledge. 

Korpershoek, H., Harms, T., de Boer, H., van Kuijk, M., & Doolaard, S. (2016). A meta-analysis of the effects of classroom management strategies and classroom 
management programs on students’ academic, behavioral, emotional, and motivational outcomes. Review of Educational Research, 86(3), 643–680. https://doi. 
org/10.3102/0034654315626799.

Kraft, M. A., Blazar, D., & Hogan, D. (2018). The effect of teacher coaching on instruction and achievement: A meta-analysis of the causal evidence. Review of 
Educational Research, 88(4), 547–588. https://doi.org/10.3102/0034654318759268.

Kratochwill, T. R., Altschaefl, M. R., & Bice-Urbach, B. (2014). Best practices in school-based problem-solving consultation: Applications in prevention and 
intervention systems. In A. Thomas, & P. L. Harrison (Eds.), Best Practices in School Psychology (pp. 461–482). National Association of School Psychologists. 

Kratochwill, T. R., & Bergan, J. R. (1990). Behavioral consultation in applied settings: An individual guide. Springer Science & Business Media. 

E.S. Shernoff et al.                                                                                                                                                                                                     Journal of School Psychology 110 (2025) 101463 

16 

https://doi.org/10.1037/a0014565
https://doi.org/10.1007/s11020-005-1962-6
https://doi.org/10.1007/s10488-022-01188-0
https://doi.org/10.1080/10474412.2022.2131558
https://doi.org/10.1080/10474412.2022.2131558
https://doi.org/10.1080/10474412.2014.870482
https://doi.org/10.1016/j.jsp.2018.12.002
https://doi.org/10.1080/00405841.2016.1241947
https://doi.org/10.1080/00405841.2016.1241947
https://doi.org/10.1007/s11121-020-01091-w
https://ies.ed.gov/ncee/WWC/PracticeGuide/4
https://doi.org/10.1007/0-306-47641-X_3
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0220
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0225
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0225
https://doi.org/10.1177/0014402914551738
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0245
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0245
https://doi.org/10.1080/10474412.2022.2154675
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0255
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0255
https://doi.org/10.1207/s1532768xjepc0302_5
https://doi.org/10.1177/0198742919888844
https://doi.org/10.3102/00028312038004915
https://doi.org/10.1097/CHI.0b013e31816765c2
https://doi.org/10.1097/CHI.0b013e31816765c2
https://doi.org/10.3102/0091732X17690499
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0310
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0310
https://doi.org/10.1016/0022-4405(87)90036-7
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0340
https://doi.org/10.1037/a0020072
https://doi.org/10.1080/10474412.2024.2315092
https://doi.org/10.1111/j.1467-8624.2004.00753.x
https://doi.org/10.1111/j.1467-8624.2004.00753.x
https://doi.org/10.1080/10474412.2003.9669492
https://doi.org/10.1080/10474412.2016.1174936
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0385
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0385
https://doi.org/10.1177/1098300708329710
https://doi.org/10.1093/cs/cdaa005
https://doi.org/10.1080/2372966X.2021.1894478
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0415
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0415
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0420
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0420
https://doi.org/10.3102/0034654315626799
https://doi.org/10.3102/0034654315626799
https://doi.org/10.3102/0034654318759268
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0435
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0435
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0440


Kratochwill, T. R., Hitchcock, J., Horner, R. H., Levin, J. R., Odom, S. L., Rindskopf, D. M., & Shadish, W. R. (2010). Single-case designs technical documentation. In 
What Works Clearinghouse. https://files.eric.ed.gov/fulltext/ED510743.pdf.

Kratochwill, T. R., Hitchcock, J. H., Horner, R. H., Levin, J. R., Odom, S. L., Rindskopf, D. M., & Shadish, W. R. (2013). Single-case intervention research design 
standards. Remedial and Special Education, 34(1), 26–38. https://doi.org/10.1177/0741932512452794.

Kratochwill, T. R., Horner, R. H., Levin, J. R., Machalicek, W., Ferron, J., & Johnson, A. (2023). Single-case intervention research design standards: Additional 
proposed upgrades and future directions. Journal of School Psychology, 97, 192–216. https://doi.org/10.1016/j.jsp.2022.12.002.

Lawson, G. M., McKenzie, M. E., Becker, K. D., Selby, L., & Hoover, S. A. (2019). The core components of evidence-based social emotional learning programs. 
Prevention Science, 20, 457–467. https://doi.org/10.1007/s11121-018-0953-y.

Lopez, E., & Nastasi, B. (2014). Process and outcome research in selected models of consultation. In W. P. Erchul, & S. M. Sheridan (Eds.), Handbook of Research in 
School Consultation (2nd ed., pp. 304–320). Routledge. 

Luh, H.-J., LaBrot, Z. C., Cobek, C., Sunda, R., & Fallon, L. M. (2023). Social justice and multiculturalism in consultation training: An analysis of syllabi from school 
psychology programs. Journal of Educational and Psychological Consultation, 34(4), 1–25. https://doi.org/10.1080/10474412.2023.2261921.

Maag, J. W., & Katsiyannis, A. (2010). Early intervention programs for children with behavior problems and at risk for developing antisocial behaviors: Evidence-and 
research-based practices. Remedial and Special Education, 31(6), 464–475. https://doi.org/10.1177/0741932509355992.

Malone, C. M., Al’Uqdah, S., & Fisher, S. (2017). Exploring school psychologists’ preparation for multicultural supervision. Trainers’ Forum, 34(3), 62–74.
Martens, B. K., & DiGennaro, F. D. (2008). In W. P. Erchul, & S. M. Sheridan (Eds.), Handbook of Research in School Consultation (2nd ed., pp. 147–170). Routledge. 
Martens, B. K., Hiralall, A. S., & Bradley, T. A. (1997). A note to teacher: Improving student behavior through goal setting and feedback. School Psychology Quarterly, 

12(1), 33–41. https://doi.org/10.1037/h0088945.
Masten, A. S., & Cicchetti, D. (2010). Developmental cascades. Development and Psychopathology, 22(3), 491–495. https://doi.org/10.1017/S0954579410000222.
McLeod, B. D., Sutherland, K. S., Martinez, R. G., Conroy, M. A., Snyder, P. A., & Southam-Gerow, M. A. (2017). Identifying common practice elements to improve 

social, emotional, and behavioral outcomes of young children in early childhood classrooms. Prevention Science, 18, 204–213. https://doi.org/10.1007/s11121- 
016-0703-y.

Medway, F. J. (1979). How effective is school consultation? A review of recent research. Journal of School Psychology, 17(3), 275–282. https://doi.org/10.1016/0022- 
4405(79)90011-6.

Medway, F. J., & Updyke, J. F. (1985). Meta-analysis of consultation outcome studies. American Journal of Community Psychology, 13, 489–505. https://doi.org/10. 
1007/BF00923263.

Merikangas, K. R., Nakamura, E. F., & Kessler, R. C. (2022). Epidemiology of mental disorders in children and adolescents. Dialogues in Clinical Neuroscience, 11(1), 
7–20. https://doi.org/10.31887/DCNS.2009.11.1/krmerikangas.

Meyers, A. B., Meyers, J., Graybill, E. C., Proctor, S. L., & Huddleston, L. (2012). Ecological approaches to organizational consultation and systems change in 
educational settings. Journal of Educational and Psychological Consultation, 22(1–2), 106–124. https://doi.org/10.1080/10474412.2011.649649.

Miranda, A. (2015). Consultation across cultural contexts: Consultee-centered case studies. Routledge. 
Mitchell, M. M., & Bradshaw, C. P. (2013). Examining classroom influences on student perceptions of school climate: The role of classroom management and 

exclusionary discipline strategies. Journal of School Psychology, 51(5), 599–610. https://doi.org/10.1016/j.jsp.2013.05.005.
Moher, D., Shamseer, L., Clarke, M., Ghersi, D., Liberati, A., Petticrew, M., … PRISMA-P Group. (2015). Preferred reporting items for systematic review and meta- 

analysis protocols (PRISMA-P) 2015 statement. Systematic Reviews, 4(1), 1–9. https://doi.org/10.1186/2046-4053-4-1.
Morris, K. S., Seaton, E. K., Iida, M., & Lindstrom Johnson, S. (2020). Racial discrimination stress, school belonging, and school racial composition on academic 

attitudes and beliefs among Black youth. Social Sciences, 9(11), 1–20. https://doi.org/10.3390/socsci9110191.
Moscoviz, L., & Evans, D. K. (2022). Learning loss and student dropouts during the Covid-19 pandemic: A review of the evidence two years after schools shut down. 

https://www.ungei.org/sites/default/files/2022-04/learning-loss-and-student-dropouts-during-covid-19-pandemic-review-evidence-two-years.pdf.
National Association of School Psychologists. (2020). The Professional Standards of the National Association of School Psychologists. NASP. 
Newell, M. (2010). The implementation of problem-solving consultation: An analysis of problem conceptualization in a multiracial context. Journal of Educational and 

Psychological Consultation, 20(2), 83–105. https://doi.org/10.1080/10474411003785529.
Newell, M., & Newman, D. (2014). Assessing the state of evidence in consultation training: A review and call to the field. In W. P. Erchul, & S. M. Sheridan (Eds.), 

Handbook of Research in School Consultation (2nd ed., pp. 421–449). Routledge. 
Newman, D. S., & Ingraham, C. L. (2017). Consultee-centered consultation: Contemporary perspectives and a framework for the future. Journal of Educational and 

Psychological Consultation, 27(1), 1–12. https://doi.org/10.1080/10474412.2016.1175307.
Newman, D. S., Shriberg, D., & Leverett, P. (2024). Consultation training to develop change agents: Introduction to the Special Issue. Journal of Educational and 

Psychological Consultation, 34(4), 319–324. https://doi.org/10.1080/10474412.2024.2399973.
Page, M. J., McKenzie, J. E., Bossuyt, P. M., Boutron, I., Hoffmann, T. C., Mulrow, C. D., … Moher, D. (2021). The PRISMA 2020 statement: an updated guideline for 

reporting systematic reviews. British Medical Journal, 10, 1–11. https://doi.org/10.1186/s13643-021-01626-4.
Palmer, S. B., & Wehmeyer, M. L. (2003). Promoting self-determination in early elementary school: Teaching self-regulated problem-solving and goal-setting skills. 

Remedial and Special Education, 24(2), 115–126. https://doi.org/10.1177/07419325030240020601.
Parker, J. S., Castillo, J. M., Sabnis, S., Daye, J., & Hanson, P. (2020). Culturally responsive consultation among practicing school psychologists. Journal of Educational 

and Psychological Consultation, 30(2), 119–155. https://doi.org/10.1080/10474412.2019.1680293.
Penuel, W. R., Fishman, B. J., Yamaguchi, R., & Gallagher, L. P. (2007). What makes professional development effective? Strategies that foster curriculum 

implementation. American Educational Research Journal, 44(4), 921–958. https://doi.org/10.3102/0002831207308221.
Pfiffner, L. J., Rooney, M., Haack, L., Villodas, M., Delucchi, K., & McBurnett, K. (2016). A randomized controlled trial of a school-implemented school–home 

intervention for attention-deficit/hyperactivity disorder symptoms and impairment. Journal of the American Academy of Child & Adolescent Psychiatry, 55(9), 
762–770. https://doi.org/10.1016/j.jaac.2016.05.023.

PracticeWise. (2020). Psychosocial and combined treatments coding manual. Author.
Reddy, L. A., Barboza-Whitehead, S., Files, T., & Reddy, L. A. (2000). Clinical focus of consultation outcome research with children and adolescents. Special Services in 

the Schools, 16(1–2), 1–22. https://doi.org/10.1300/J008v16n01_01.
Rosenfield, S. (2004). Consultation as dialogue: The right words at the right time. In N. M. Lambert, I. Hylander, & J. H. Sandoval (Eds.), Consultee-Centered 

Consultation: Improving the Quality of Professional Services in Schools and Community Organizations (1st ed., pp. 337–347). Routledge. 
Rosenfield, S. (2013). Instructional Consultation. Routledge. 
Rosenfield, S. A., Gravois, T. A., & Silva, A. E. (2014). Bringing instructional consultation to scale. In W. P. Erchul, & S. M. Sheridan (Eds.), Handbook of Research in 

School Consultation (2nd ed., pp. 248–275). Routledge. 
Salas, E., Tannenbaum, S. I., Kraiger, K., & Smith-Jentsch, K. A. (2012). The science of training and development in organizations: What matters in practice. 

Psychological Science in the Public Interest, 13(2), 74–101. https://doi.org/10.1177/1529100612436661.
Samson, D., & Schoelles, K. M. (2012). Developing the topic and structuring systematic reviews of medical tests: Utility of PICOTS, analytic frameworks, decision 

trees, and other frameworks. Journal of General Internal Medicine, 27, 11–19. https://doi.org/10.1007/s11606-012-2007-7.
Sandoval, J. H. (2004). Evaluation issues and strategies in consultee-centered consultation. In N. M. Lambert, I. Hylander, & J. H. Sandoval (Eds.), Consultee-Centered 

Consultation: Improving the Quality of Professional Services in Schools and Community Organizations (1st ed., pp. 391–400). Routledge. 
Sanetti, L. M. H., & Collier-Meek, M. A. (2015). Data-driven delivery of implementation supports in a multi-tiered framework: A pilot study. Psychology in the Schools, 

52(8), 815–828. https://doi.org/10.1002/pits.21861.
Sanetti, L. M. H., & Collier-Meek, M. A. (2019). Increasing implementation science literacy to address the research-to-practice gap in school psychology. Journal of 

School Psychology, 76, 33–47. https://doi.org/10.1016/j.jsp.2019.07.008.
Sanetti, L. M. H., & Pierce, A. M. (2025). Treatment fidelity in school consultation research. In S. A. Garbacz, D. S. Newman, W. P. Erchul, & S. M. Sheridan (Eds.), 

Handbook of research in school consultation: Empirical foundations for educational and human sciences ((3rd ed.).). Routledge. 

E.S. Shernoff et al.                                                                                                                                                                                                     Journal of School Psychology 110 (2025) 101463 

17 

https://files.eric.ed.gov/fulltext/ED510743.pdf
https://doi.org/10.1177/0741932512452794
https://doi.org/10.1016/j.jsp.2022.12.002
https://doi.org/10.1007/s11121-018-0953-y
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0475
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0475
https://doi.org/10.1080/10474412.2023.2261921
https://doi.org/10.1177/0741932509355992
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0490
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0495
https://doi.org/10.1037/h0088945
https://doi.org/10.1017/S0954579410000222
https://doi.org/10.1007/s11121-016-0703-y
https://doi.org/10.1007/s11121-016-0703-y
https://doi.org/10.1016/0022-4405(79)90011-6
https://doi.org/10.1016/0022-4405(79)90011-6
https://doi.org/10.1007/BF00923263
https://doi.org/10.1007/BF00923263
https://doi.org/10.31887/DCNS.2009.11.1/krmerikangas
https://doi.org/10.1080/10474412.2011.649649
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0540
https://doi.org/10.1016/j.jsp.2013.05.005
https://doi.org/10.1186/2046-4053-4-1
https://doi.org/10.3390/socsci9110191
https://www.ungei.org/sites/default/files/2022-04/learning-loss-and-student-dropouts-during-covid-19-pandemic-review-evidence-two-years.pdf
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0570
https://doi.org/10.1080/10474411003785529
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0580
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0580
https://doi.org/10.1080/10474412.2016.1175307
https://doi.org/10.1080/10474412.2024.2399973
https://doi.org/10.1186/s13643-021-01626-4
https://doi.org/10.1177/07419325030240020601
https://doi.org/10.1080/10474412.2019.1680293
https://doi.org/10.3102/0002831207308221
https://doi.org/10.1016/j.jaac.2016.05.023
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0645
https://doi.org/10.1300/J008v16n01_01
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0670
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0670
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0675
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0680
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0680
https://doi.org/10.1177/1529100612436661
https://doi.org/10.1007/s11606-012-2007-7
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0695
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0695
https://doi.org/10.1002/pits.21861
https://doi.org/10.1016/j.jsp.2019.07.008
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0715
http://refhub.elsevier.com/S0022-4405(25)00036-6/rf0715


Scott, T. M., Hirn, R. G., & Alter, P. J. (2014). Teacher instruction as a predictor for student engagement and disruptive behaviors. Preventing School Failure: Alternative 
Education for Children and Youth, 58(4), 193–200. https://doi.org/10.1080/1045988X.2013.787588.

Shadish, W. R., Hedges, L. V., Horner, R. H., & Odom, S. L. (2015). The role of between-case effect size in conducting, interpreting, and summarizing single-case research. 
NCER 2015-002. National Center for Education Research https://eric.ed.gov/?id=ED562991

Sheridan, S. M., & Kratochwill, T. R. (2008). Conjoint behavioral consultation: Promoting family-school connections and interventions. Springer Science & Business Media. 
Sheridan, S. M., Welch, M., & Orme, S. F. (1996). Is consultation effective? A review of outcome research. Remedial and Special Education, 17(6), 341–354. https://doi. 

org/10.1177/074193259601700605.
Shernoff, E. S., Bearman, S. K., & Kratochwill, T. R. (2017). Training the next generation of school psychologists to deliver evidence-based mental health practices: 

Current challenges and future directions. School Psychology Review, 46(2), 219–232. https://doi.org/10.17105/SPR-2015-0118.V46.2.
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