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The creation of professional development that provides ongoing support to 

teachers so that they can continue to develop has been increasingly promoted in past 

years. With the onset of No Child Left Behind and Reading First, teacher professional 

development gained renewed interest in many school districts. One key component of 

professional development that received increased attention is professional 

development through instructional coaching. In a Reading First setting, coaches were 

supposed to provide teachers with ongoing support in implementing high quality 

reading instruction for teachers in grades K-3. However, little research on teacher 

perceptions in this setting has been undertaken. This study sought to discover teacher 

perceptions of the role, contribution, and value of coaching in grade levels K-3 by 

answering the following research questions: 1) How do teachers understand the role 

of instructional coaching? 2) What changes do teachers perceive in their practice as a 

result of instructional coaching? 3) Which components of instructional coaching do 
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teachers believe they benefit from most? 4) Do teachers perceive a relationship 

between student learning and instructional coaching?  

A cross-case analysis was performed on two elementary schools. Data came from 

the perspective of eight teachers through personal interviews and focus group 

interviews. Coaching logs provided by instructional coaches were also used. Data 

collection and analysis was guided by Dewey‘s (1938/1998) theory of experience, 

focusing on continuity and interaction. 

 The results of this research revealed perceived diverse benefits of coaching on 

teacher practice in a Reading First setting, as well as issues and challenges within the 

coach-teacher relationship. Teachers‘ views and attitudes regarding coaching were 

similar in some ways. Teacher interaction with coaches varied by experience and 

grade level. Most of the teacher participants wanted more interaction with the 

instructional coach assisting, modeling, and observing in the classroom. 
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I.  INTRODUCTION 

Research into the relationship between teacher beliefs or perceptions and 

instructional decision-making has become more prevalent over the years (Borko & 

Putnam, 1996; Clark & Peterson, 1986; Calderhead, 1996).  A number of researchers 

examine both experienced and novice teacher knowledge and beliefs about teaching and 

themselves as teachers.  Borko & Putnam (1996) suggest that experienced teachers 

generally have a larger pedagogical knowledge base from which to work, but are often 

presented with mandates that change the way they teach. Shulman (1986) believes that, in 

contrast with new teachers, experienced teachers rely on ―wisdom of practice,‖ which are 

the structures they rely on to make sense of critical incidents in teaching.  Although 

novices and experts possess a given amount of content knowledge, novices are usually 

less able to incorporate curriculum knowledge, knowledge of learners and learner 

characteristics, and pedagogical content knowledge.  In addition, their perceptions will 

affect how and whether new teaching strategies will be implemented.  Novice teachers 

must draw on multiple sources to gain teaching knowledge and have their own pre-

existing ideas about teaching that may or may not be resistant to change.  Additionally, in 

contemporary elementary school classrooms, the No Child Left Behind (NCLB) Act 

contributes a sustained focus on curriculum and accountability, which makes teacher 

perceptions of curriculum implementation relevant. 

Defining Reading First 

 Born out of NCLB in 2002, Reading First is a federal initiative whose purpose is 

to ensure that all students in the United States are able to read on or above level by the 
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end of third grade (US Department of Education, 2006).  Fourth-grade reading scores in 

prior years showed only one-fourth of fourth graders reading at a proficient level.  Scores 

also showed low reading achievement in high poverty areas.  The intent of Reading First 

is to improve student achievement for all students (particularly those in the most 

disadvantaged schools and communities) by providing school readiness skills in early 

childhood, expanding the number of high-quality literacy programs, providing early 

intervention for at-risk students, and basing instruction on scientifically based research.   

At the onset of Reading First, states could apply for targeted implementation funds. In 

central Texas, Reading First grants have been awarded to Title I (or high poverty rate) 

schools. The granting period was intended to last six years, and districts receiving grants 

are required to show K-3 reading progress.  Informed by the National Reading Panel 

report, it is the largest and most focused reading initiative ever for K-3 instruction. 

 Due to federal request, the Director of the National Institute of Child Health and 

Human Development (NICHD), along with the Secretary of Education, formed the 

National Reading Panel (NRP) to compile a report on research-based strategies for 

teaching reading.  The scientifically based reading research (SBRR) was the basis for 

facilitation of improved K-3 instructional practices based on research (National Reading 

Panel Report, 2000).  The National Reading Panel, made up of fourteen health and 

education research authorities, parents, teachers and administrators, reported that to get 

all students to read on level by the end of third grade, five components of reading 

instruction must be addressed: phonemic awareness, phonics, fluency, vocabulary and 

comprehension with explicit, systematic phonemic awareness, and phonics instruction. 
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Reading First also mandates that to determine student instructional needs and to keep 

track of student achievement, only approved diagnostic tools should be used. 

 Professional development for teachers plays a key role in Reading First 

implementation.  A great portion of the grant goes to professional development.  

Professional development provides continuous, on-the-job training and support necessary 

for adequate implementation of Reading First strategies.  The Texas Education Agency 

encourages local districts and schools to assume greater responsibility for professional 

development programs to serve local school improvement efforts. Teachers are provided 

professional development to train them in SBRR on an ongoing basis.  Levin‘s (2003) 

research suggests the importance of engaging in professional development opportunities 

and maintaining ongoing professional connections that offer training and support for the 

teachers‘ specific needs. Traditionally, professional development programs teach 

concepts in isolation, which makes application and transference into practice very 

difficult. Heibert, Gallimore & Stigler (2002) mentioned, ―teachers, who traditionally 

have worked in isolation, report favorably on professional development programs that 

bring them in close contact with colleagues in active work on improving practice‖ (p. 3). 

In looking at the literature on teacher learning (Glickman, 2004; Levin, 2003; Borko & 

Putnam, 1996; Heibert, Gallimore & Stigler, 2002), there are three themes that arise 

when we talk about effectively educating educators: 

1. Teachers should be reflective about their beliefs, knowledge, and 

practice; 
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2. Teachers need to become contributing members of a professional 

community of learners where professional knowledge is constantly shared;  

3. Teachers need ongoing support in order to continue to develop and 

 accommodate their differences; and 

4.   Teachers are involved in planning and developing professional 

 development. 

Borko & Putnam (1996) stated, ―The learning of individuals, including teachers, is a 

constructive and iterative process in which the person interprets events on the basis of 

existing knowledge, beliefs, and dispositions‖ (p. 674). 

 One key component of professional development, and especially Reading First 

professional development, is instructional coaching.  Instructional coaches are leaders 

knowledgeable about the curriculum, spend time in teachers‘ classrooms, and assist 

teachers with instruction (Lyons and Pinnell, 2001; Showers, 1982; Dole and Donaldson, 

2006). The coach supports teachers by ensuring that the teacher properly implements an 

initiative through professional development, providing classroom observation and 

ongoing support (Joyce and Showers, 1988).  Although the coach is seen as one who 

assists in improving teaching (and thus, helps improve student learning), their work is not 

intended to be directly with students. (Loyd, 2006; National Center for Reading First 

Technical Assistance, 2005).  Instead, Reading First coaches work directly with teachers 

and the Reading First campus leadership team, made up of campus administration and the 

coach.  A small but growing number of studies focus on coaching in terms of 

relationships with principals and teachers (Burkhart, 2004; Castaneda, 2007; Cramer, 
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2007; Morris, 2002; Rainville, 2007) and less on the direct impact on student 

achievement (MacLean, 2006).  Due to the indirect nature with which coaches work with 

students, it is difficult to determine a direct influence on student achievement. Since 

teachers work directly with students and are in a position to see immediate student 

progress, I used a Deweyan Framework to explore teachers‘ perceptions about coaching 

in relation to their teaching at two diverse Reading First schools.  

Deweyan Framework 

The Deweyan framework is based on John Dewey‘s theory of experience (Dewey, 

1938/1998).  To design effective education, human experience must be understood.  

There are two parts to this theory ― continuity and interaction.  Continuity of experience 

means education is created within experience, and the quality of the experience is 

important.  Each experience a person has will affect future experiences. Progressive 

education embraces this concept more than traditional education has.  The traditional 

model of education provides experiences detached from context. The progressive model 

allows the learner to learn within the context of experience by building relevance through 

life experience, allowing flexible use of knowledge in terms of organization and 

expansion, and encouraging the use of personal judgment.   

 The principle of interaction extends from continuity by stressing the interplay 

between internal and external forces that create a situation.  Traditional education has 

ignored the internal force. Progressive education acknowledges the present experience as 

a result of the interaction between past and present situations.  Dewey stresses the 

educator‘s need for a theory of experience in order to facilitate learning that keeps the 
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learner‘s experience in mind. Using this framework, I described the coaching situations at 

a low-performing Reading First school and at an Academically Acceptable-rated Reading 

First school through the perspectives of teachers. 

 The purpose of this study is to discover teacher perceptions of the role, 

contribution and value of coaching in a primary (K-3) school. The main objective of this 

research is to identify perceived diverse benefits of coaching on teacher practice. In 

addition, I explored issues and challenges within the coach-teacher relationship, teachers‘ 

views and attitudes regarding coaching, different activities that require coaching and the 

extent of desired involvement of coaches by teachers, the effectiveness of coaching on 

student reading progress and barriers, and problems and conflicts in the teacher-coach 

relationship. 

 This study was guided by the following research questions: 

  1.  How do teachers understand the role of instructional coaching? 

2.  What changes do teachers perceive in their practice as a result of 

instructional coaching? 

3.  Which components of instructional coaching do teachers believe they 

benefit from most? 

4.  Do teachers perceive a relationship between student learning and 

instructional coaching?  

 In the next chapter, I will provide a comprehensive review of the literature in the 

following areas of focus:  the Reading First program, professional development, 

coaching, teacher knowledge and beliefs, and core reading instruction.  In chapter 3, I 
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will offer a discussion of the case study design used in the study, site and participants, 

data collection, data analysis, meeting the criteria for trustworthiness, and ethical 

considerations. 
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 II.  REVIEW OF THE LITERATURE 

 Darling-Hammond (1996) believes good teaching is the single most important 

factor in student achievement, which speaks to the central role that teachers play in 

ensuring the most essential goal of education.  In this investigation of Reading First 

teachers‘ perceptions of coaching, I explored the limited context in which such a great 

and complex task takes place.  In this section, I present literature on professional 

development, instructional coaching, and teacher beliefs. Next, I present an overview on 

key research used by Reading First on reading instruction. Last, I offer a rationale for the 

study. 

Professional Development 

 Professional development has generally been regarded as a valuable practice in 

increasing student achievement (Killion, 2008; Guskey& Sparks, 2002). Others view it as 

a contractual duty that must be endured by teachers, administrators, and supervisors 

(Glickman, 2004).  Killion (2008) operationally defines professional or staff development 

as ―Planned, coherent in-depth learning experiences and the organizational support 

system designed and implemented to develop educators‘ knowledge, attitudes, skills, 

aspirations and behaviors to improve teaching and student learning‖ (p. xiv). This 

definition will be used to support further discussion of professional development 

characteristics, purposes of professional development and types of professional 

development.  Guskey and Sparks (2002) believe professional development should begin 

with the end in mind ― student learning, which improves with quality professional 
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development.  Their model has three main categories: content characteristics, process 

variables, and context characteristics.  Content characteristics are the basis of 

professional development ― what is learned. Berman and McLaughlin (1978) support 

content that is concrete, aimed at developing specific skills and the rationale is relevant to 

the new skill.  Process variables, the how or manner in which information is delivered 

during professional development, can occur in many ways (Sparks & Loucks-Horsley, 

1990).  Context characteristics answer the who, when, and why of staff development and 

explore the environmental circumstances in which it happens. Examples of the 

circumstances and conditions in which professional development occurs may be a high-

stakes testing environment affected by state standards. Policy decisions may affect the 

context, due to district or school rules for professional development and support for it.  

Particular traits, purposes and characteristics held by the professional development 

presenter or participants will affect its presentation and reception.  According to Howey 

(1985), there are six purposes of staff development: pedagogical
 
growth, understanding 

and discovery of self, cognitive
 
development, theoretical development, professional 

development, and career development.  

 Five kinds of staff development models are examined by Sparks & Loucks-

Horsley (1990): individually-guided staff development, observation/assessment staff 

development, involvement in development or improvement process, training, and 

inquiry-based staff development.  Each model serves various purposes.  For example, 

during individually guided staff development, teachers learn independently through book 

study or experimentation with a new instructional technique.  No formal staff 
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development meeting is needed. The teacher sets the pace and own goals for learning.  

The underlying assumption is that individuals will value this model because it is based on 

personal needs.   

 In the second model, observation/assessment staff development, teachers are 

being evaluated by administration with feedback a few times a year. Teachers may see 

this model as being always evaluative and may have difficulty understanding the value of 

it. Teachers can be observed by peers, which relates to Joyce and Showers‘ peer coaching 

model (1988).  This model assumes that teachers can benefit from reflecting on and 

analyzing their own practice and that of their colleagues.  

The third model, involvement in a development/improvement process, means 

teachers are asked to participate in solving some school/curriculum issue.   Teachers may 

have to acquire special skills for the job through reading, training, and meetings in order 

to find an answer. This model assumes teachers learn more when an issue must be 

resolved. 

 Training, the fourth model is related to the traditional ―sit and get‖ model of 

professional development.  Many see training and staff development as one and the same. 

Workshop-type sessions with activities from which teachers are to learn usually have 

specific learner outcomes defined.  This is the more ―cost efficient‖ means of 

disseminating information to large groups of teachers, but it is based on the assumption 

that teachers will ―replicate‖ the workshop information or behaviors in their classrooms. 

 The fifth type of staff development model is that of inquiry based professional 

development. Teachers take on the role of researchers, which is a rare approach for 
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educators.  This professional development can be done alone or with a group of teachers. 

Its underlying assumption is that teachers are intelligent individuals who can inquire 

using their expertise. 

 Although individual classrooms are where instruction and learning primarily take 

place, the school plays an important role in educating students (Joyce & Showers, 1995; 

Killion, 2008).  Joyce and Showers (1995) believe the school site should be a ―source of 

school renewal.‖  Assessing the school environment to see if the curriculum is 

appropriate is critical.  A collective effort is typically necessary to improve teaching and 

learning through staff development. Thus, the school climate has to be conducive to 

affecting education in a positive manner. One person does not set expectations for 

students alone but by a team of professionals working together. Staff development should 

bring faculty members together for the betterment of all students‘ learning. Schools that 

work hard to take on this role often see improved student achievement, whereas schools 

that do not play this role may not be as effective.   

 Effective schools should also be led by principals who facilitate a shared 

understanding among staff about school goals regarding literacy.  This can be done by 

reflecting on faculty beliefs and ensuring congruency in goals that they aspire to. In a 

study done in a Reading First context to explore the professional development needs of 

coaches and teachers, Morris (2002) found schools with successful reading instruction are 

led by principals who understand research-based reading instruction and support 

implementation of the school’s reading materials as designed. Administrative knowledge 
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of effective reading instruction and support of the school’s reading program was also 

very important.   

 Evaluating the effectiveness of professional staff development should serve as a 

learning tool for professional learning improvement, according to Joyce and Showers 

(1995).  Evaluation should be formative so that there is time to adjust behaviors.  Schools 

and districts are ultimately capable of evaluating their own programs in relation to 

student learning.  In order to evaluate effectively, a good evaluation framework is 

necessary (Killion, 2008). 

 Dole and Donaldson (2006) assert that research is lacking in quality and quantity 

concerning the roles and interactions of the literacy or instructional coach; coaching looks 

different in different settings, and they suggest three big roles coaches must play within 

schools.  Coaches should focus on the primary goal, such as improving teacher practice, 

spend most of the work week in teachers‘ classrooms, and make sure others can rely on 

the coach‘s knowledge. First, when coaches are focused on their goals, they are focused 

on the teachers they are assigned, affecting student learning; administrative tasks are kept 

to a minimum. Second, coaches should negotiate their way into the classroom, so they 

can spend most of their time supporting teachers. Teachers and students should be used to 

and comfortable with the coach‘s presence in the room. This allows coaches to present 

and observe lessons and provide feedback. Last, coaches should make sure others can 

rely on their competence in reading instruction, which requires them to stay abreast of 

new knowledge in the field.  Teachers will not value coaches who they do not consider 

helpful or knowledgeable. MacLean‘s (2006) study supports the role of coaches and their 
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effect upon student achievement through teacher professional development.  Results 

indicated significance for strength of the professional interaction between literacy coach 

and classroom teacher, and student achievement results for second grade only. 

 Research is rising in support of learning that enables a deeper understanding of 

teacher practice.  Learning is increasingly seen as a social experience, as opposed to an 

isolated incident (Hammerness, Darling-Hammond & Bransford, 2005). Lieberman and 

Mace (2008) concur that teachers are faced with a ―culture of compliance‖ and are 

isolated, instead of learning from and with their fellow teachers, as well as learning from 

research. Teachers have been given an instructional script to follow which tightly binds 

them to a narrow curriculum that may or may not fit the needs of the teacher or her/his 

students.  Establishing a professional learning community that is ―rooted in human need‖ 

is important.  Professional learning communities allow teachers to learn with and from 

their colleagues at the school or district level.  Schools and districts should support these 

communities of practice by providing opportunities for them to meet on a regular basis. 

 Heibert, Gallimore, and Stigler (2002) support the development of a shared 

knowledge base among teachers not only on a school community level, but  also on a 

national level.  Experienced teachers have accumulated knowledge, but have not been 

presented with opportunities to share that knowledge with others, making many 

potentially good instructional ideas fall by the wayside.  A national database that teachers 

can contribute to could play a significant role in disseminating and sharing knowledge 

with other interested teachers.  
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 Professional development is best when it is long term, collaborative, and focused 

on curriculum and student outcomes (Garet, Porter & Desimone, 2001). Interest in 

―reform‖ types of professional development, such as study groups, mentoring and 

coaching, is increasing. Reform types differ from traditional professional development, 

because reform activities often take place during the regular school day. Some reform 

activities, such as coaching, take place during instructional time in the school day.  

Role of Coaches 

 Bean and Carroll (2006) define literacy coaches as ―master teachers who have the 

ability to work effectively with other teachers to lead and enhance the literacy instruction 

provided in schools‖ (p. 140). Literacy coaches, often called reading coaches, are 

facilitators of knowledge building (Lyons & Pinnell, 2001; Toll, 2007) They may 

facilitate one teacher or teams of teachers in identifying areas of need and in learning 

strategies, assessments, classroom organizational and management practices, and 

program requirements to address the need.  Coaches may act as a bridge between the 

administration and a school‘s teachers in designing, implementing, and evaluating the 

school curriculum. They must continuously pursue knowledge and skills to be a better 

facilitator. 

 Coaches are professional development leaders (Toll, 2007).  They should play an 

active part in a learning community. They may be there to ensure teacher implementation 

of a program by establishing a connection between professional development and 

instruction and to meet regularly with teachers and collect and analyze student data. 

Coaches should generally collaborate through the exchange of knowledge and working 
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with teachers to increase student achievement (Shower, 1982).  Studies show the roles of 

coaching can be complex and if not clearly defined can lessen the impact coaches have 

on classroom practice.  For example, Smith (2006) found that middle school coaches did 

not have a clearly defined set of goals and as a result coaches were pulled out of their 

coaching roles and asked to do other things. No significant effects on teacher change and 

no significant effects on student learning through coaching were seen.  Setting clear 

expectations for the role of coaches and how they are to assist was recommended.  

 Growing research suggest that coaches must be given the time and training to be 

influential in creating instructional change among teachers. Gibson (2002) found that 

coaches working with kindergarten and first-grade teachers to improve guided reading 

practice proved to be significant in changing teacher practice. Although their explicit 

goals were to improve reading instruction and maintain positive collegial relationships 

with teachers, there were tensions that jeopardized the effectiveness and coherence of the 

coaches' practice.  Teachers changed their behaviors only to the extent that they were 

actively involved in coaching sessions.  Additional specific training and support for 

literacy coaches was recommended. 

 Carver (2008) discovered an abundance of literature on the roles of coaching, but 

not enough training for coaches at the middle school level. In-service training and 

graduate-level coursework was recommended in teaching coaches how to transition into 

their position. Veenman et. al (2001) reported that coaches who were trained were rated 

favorably by teachers, as opposed to coaches who were not trained.  These studies show a 

need for intensive training for coaches in knowing their roles and being effective in them. 
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 Bean and Carroll (2006) state, ―Decisions about how to work with specific 

teachers must be made based on the readiness of each teacher to work with the coach, the 

experiences and knowledge of the coach, and the context of the situation‖ (p. 141).  The 

International Reading Association (2004) or IRA outlines three levels at which coaches 

can work with teachers ranging from informal or low risk to higher risk.  Level one 

facilitates relationship building and involves the coach doing things such as assisting with 

assessment, leading and participating in study groups and providing materials.  Level two 

begins to look more intensely at teacher need through collaborative lesson planning, 

holding grade level team meetings and individual discussions with colleagues. The 

formality of level three can make teachers and coaches apprehensive because it involves 

entering teacher classrooms during instruction to co-teach, model and/or discuss lessons. 

Bean and Carroll (2006) suggest that teachers may want to start at level one or wherever 

they are most comfortable and still find success. Castaneda‘s (2007) findings support this 

idea. This study found that best practices in an early childhood setting, from the 

perspective of the literacy coaches, are related to building relationships based on trust, 

mutual respect, support, empathy, and encouragement with the childcare providers, the 

center directors and with fellow coaches. However, Dole (2004) states, ― Among the most 

important kinds of reading coaches‘ activities are teaching demonstrations and modeling 

of lessons… The reading coach may also have observed in classrooms and provided them 

with feedback about their lessons‖ (p. 4-5). From this point of view, level three has the 

most impact on teacher practice.  The IRA (2004) asserts that this is the point at which 

the role of the reading coach is distinguished from other positions. According to Reading 
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First guidelines, coaches should go through a five step process to carry out their role. The 

National Center for Reading First Technical Assistance (2005) suggest the following five 

steps in the coaching process below: 

1. Pre-conference is the conversation and planning that happens before the 

lesson is conducted.  The teacher and the coach discuss the needs of the 

teacher, discuss how to plan the lesson, and plan the lesson together that the 

coach will model.   

2. Demonstration Lesson is when the coach models a lesson for the teacher while 

teacher observes and takes notes.  

3. Follow-Up Conference is the conference that happens just after the 

demonstration lesson has been delivered. The teacher and coach question and 

converse about what took place during the lesson. 

4. Observation is the time at which the teacher conducts a lesson and the coach 

watches the lesson delivery. Other teachers can be there to watch the lesson if 

the teacher is comfortable with that. The lesson can be identical to the 

demonstration lesson or something new that the teacher and coach agreed 

upon prior to the lesson.    

5. Reflection/Post Conference is where the coach follows through and gives 

feedback to     the teacher concerning the observation and the next 

instructional steps that should be taken are addressed. 

The coaching process was intended to make teachers more reflective about their 

instructional practice. The process serves as a guide for coaching within the classroom. 
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 In Texas, according to the Center for Academic and Reading Skills (2003), the 

roles of the Reading First coach, often called the local campus coach (LCC), are 

multidimensional. Coaches are a support for professional development efforts that ensure 

the implementation of the Reading First initiative.  Along with the principal, they are key 

leaders in program implementation and instructional leadership at local campuses. 

Coaches must be knowledgeable about reading research, curriculum, and teaching 

methodologies.  They must possess a firm understanding of the design of Reading First at 

state, district and school levels, and lead reading achievement in their schools. They assist 

with providing research-based professional development opportunities tailored to the 

needs of the Reading First staff. They may demonstrate and encourage strategies for 

implementing the five essential components of reading (which will be explained later), by 

planning and delivering workshops and serving as a resource for new materials and ideas. 

They should attend professional development trainings with the RTA (Reading Technical 

Assistant) on the instructional components of reading and the full range of assessments 

required for Reading First.  Last, they should also consult with teachers on an individual 

or group basis to impact student achievement through teacher practice.  

Types of Coaching 

Swafford (1998) asserts that there are many types of coaching: cognitive 

coaching, reciprocal coaching, reflective coaching, expert coaching, and peer coaching. 

The types of coaching needed for a particular task may vary from school to school. 

Coaching needs also change from teacher to teacher (Rainville, 2008). Literacy coaching 

is a complex task, and coaches have to be trained to position themselves differently in 
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different situations.  Thus, a range of coaching models exists. Many of the terms are used 

interchangeably in the literature. Cognitive coaching is based on the idea that 

metacognition, being aware of one's own thinking processes, fosters independence in 

learning (Costa & Garmston, 1994) and provides personal insights into the learner's own 

thinking processes.  Cognitive coaching builds flexible, confident, problem-solving skills 

and encourages teacher self-efficacy and pride. The model is based on the assumption 

that overt instructional behaviors are determined and influenced by teachers' inner 

thought processes and beliefs (Costa & Garmston, 2002).  Coaches should therefore pay 

attention to teacher's internal thought processes of teaching as a means for improving 

instruction.   Bean and Carroll (2006) calls this ―using the teacher‘s agenda as a starting 

point,‖ if teachers perceive a weakness in an area, that could be used as a starting point 

for working with that teacher.  Once this happens the coach can expand the teacher‘s 

thinking in other areas. 

 Reflective coaching is a formative model for improving teaching and learning that 

examines intentions prior to teaching and then reflects upon the experience (Nolan & 

Hillkirk, 1991). Similar to cognitive coaching, it reflects on teacher thinking. The goal is 

to promote self-assessment and collaboration for better teaching and learning. There are 

benefits to colleagues collaborating and sharing ideas, thoughts, and observations; 

conversations happen regularly and frequently among teachers, and they build self-

awareness and self-assessment of the personal craft of teaching. 

 Reciprocal coaching involves shadowing in different education contexts (Giroux, 

1992). It requires learners to cross over professionally formed ―borders‖ to view others‘ 
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ways of working.  Access to others‘ work in education is often limited, and ―boundary 

breaking leadership‖ is required to create access across boundaries and between schools. 

 In expert coaching, specially trained teachers are used to support and advise 

others (Ackland, 1991).  The expert might observe a teacher‘s lesson and provide 

feedback. Expert coaching may be an appropriate interaction for an experienced teacher 

mentoring a novice teacher or a less knowledgeable teacher. This model puts coaches in 

the position of being a consultant and supports one-way flow of knowledge from the 

expert to the teacher (Hasbrouck & Christen, 1997). 

 Peer coaching is a professional development method shown to increase 

collegiality and improve teaching (Joyce & Shower, 1982; Showers & Joyce, 1996). The 

term has been used interchangeably with reciprocal coaching. It is a confidential process 

through which teachers share their expertise and provide one another with feedback. In 

Burkhardt‘s (2004) study on peer coaching, teachers using guided reading with peer 

coaching felt greater satisfaction with their training than those using guided reading 

without peer coaching. The level of collaboration and collegiality increased the comfort 

levels of teachers with sharing their practice. 

 In summary, these coaching models show a wide range of possibilities and 

responsibilities for coaches, but the overall goal of each is to increase teacher learning 

and impact classroom instruction. 
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Role of Teacher Knowledge and Beliefs 

 Teacher beliefs can be defined as the cognitive aspect of teaching during which 

assumptions are made about teachers, teaching, and students, influenced by knowledge 

and experience (Clark & Peterson, 1986; Calderhead, 1996; Richardson & Placier, 2001).  

Beliefs guide teachers‘ thinking and actions (Clark & Peterson, 1986). When teachers 

make sense of their professional world, they use their knowledge and beliefs when 

working (Calderhead, 1996). Teachers‘ understanding of teaching, learning, and the 

subject matter informs practice, and is an area that should be further studied.  Okeafor 

(1992) found a correlation between principals‘ respect for teachers, as perceived by 

teachers, and high-quality informal principal-teacher relationships.  Teacher beliefs 

influence teacher organization, teaching methods, and resilience (Tshcannen-Moran & 

Hoy, 2001).  Teachers must reflect on and make sure the beliefs they hold, and may pass 

on in their teaching, are sound, for teacher beliefs influence how they see their students.  

Reflection is important in promoting changes in teacher beliefs (Richardson& Placier, 

2001).  

 Multiple factors such as teacher knowledge, experience, and beliefs affect 

instructional innovation implementation (Fullan & Pomfret, 1977). Borko & Putnam 

(1996) state ―The learning of individuals, including teachers, is a constructive and 

iterative process in which the person interprets events on the basis of existing knowledge, 

beliefs, and disposition" (p. 674).  All knowledge is so closely related that it is difficult to 

categorize. Shulman (1986) separated knowledge into three groups in order to analyze 

each one: subject matter knowledge, pedagogical content knowledge, and curricular 
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content knowledge. Subject matter content knowledge refers to an understanding of the 

subjects taught. Teachers may understand that their subject is linked to other subjects and 

disciplines, and they also understand the application and organization of their subject. 

Effective teacher lesson planning can only take place with some knowledge of subject 

(Calderhead, 1996). 

 Pedagogical content knowledge is a form of practical knowledge used by teachers 

to guide their actions in contextualized classroom settings.  Knowledge of how to 

structure and represent academic content for direct teaching, knowledge of the common 

conceptions and misconceptions, and knowledge of the specific teaching strategies that 

can be used to address needs are all apart of this phenomenon. Borko and Putnam (1996) 

believe this type of knowledge is essential to successful teaching.    

 Curricular content knowledge entails knowledge of the curriculum and programs 

that support it.  Likewise, curricular content knowledge is the knowledge of material used 

in pedagogy, illuminating the content to be learned.  A ―mature teacher‖ understands 

curriculum and alternative curricular resources. Teachers must use their knowledge to 

reshape curriculum to fit their classroom context (Clark & Peterson, 1996).  

 Teachers use knowledge and beliefs to form decisions (Stern & Shavelson, 1983; 

Shulman & Epstein, 1975; Moje & Wade, 1997).  Knowledge and beliefs are hard to 

delineate, because both work closely together to influence teacher learning and practice 

(Borko & Putnam, 1996).  Broemmel (2006) asserts that experienced teachers‘ 

knowledge and belief systems (based on their experiences) should be factored into 

educating beginning teachers. Consulting with experienced teachers when preparing or 
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training novices gives a current and relevant perspective on classroom instruction. 

Experienced teachers may serve as mentors, so novices can draw on that instructional 

knowledge base. 

 Calderhead (1996) suggests teachers reflect on instruction in three phases: 

preactive, interactive and postactive. The preactive phase is challenged by teachers‘ 

underlying beliefs. The preactive phase is for the planning and preparation for delivering 

instruction. The teacher chooses to focus on certain objectives and plans; planning is 

done with the classroom context in mind.  Planning is mostly informal, which means no 

formal plan is written down. A mental plan is used. This planning must also be 

knowledge-based, flexible and practical, which is important for providing less rigidity. 

 During the interactive phase, teachers interact with students in order to determine 

the next course of action.  Reflection is quick and diagnostic, in that teachers listen to and 

respond to inquiries to clear up any misconceptions during lesson delivery. Teachers 

actively reflect and revise instruction as needed.  

 Postactive reflection is the last teaching phase. Teachers are more concerned 

about student objectives covered.  They question the effectiveness of their actions and 

methods. Experienced teachers may be better at this, because they usually possess a 

larger knowledge base.  This phase enhances the cognitive abilities of teachers; 

supervision can help them make better instructional decisions in each phase (Costa & 

Garmston, 1985). 

 In addition to teacher reflection and action, there are connections between student 

learning and teacher perceptions or beliefs.  Beliefs about good instruction may not 
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coincide with those of curriculum developers or superiors (Clark & Peterson, 1986). 

Research on the relationship between teacher beliefs and perceptions and instructional 

decision-making in reading is expanding.  Bawden and Duffy (1979) studied teacher 

conceptions of reading and how those conceptions influence instructional practice.  They 

found teacher conceptions to be complex and dependent upon teacher level of experience, 

classroom management, grade levels taught and student ability level.   

 Rupley and Logan (1985) explored teacher knowledge and beliefs about reading 

instruction, finding that teachers with content-centered beliefs tended to focus on 

decoding or phonics based activities supported by the reading basal. While teachers with 

student-centered beliefs tended to focus on comprehension instruction.  Shapiro and 

Kilbey (1990) contended that teachers hold multiple and diverse beliefs about instruction 

because of various experiences and teachers must use critical thinking to challenge their 

beliefs about reading instruction and to explore the dichotomy between theory and 

practice. 

 In a Reading First context, a Reading First Coach explored the implementation of 

the program (Williams, 2006), and found the program successful in providing support for 

teachers and students. Although the content of her interview protocols assessed only the 

knowledge of each teacher (asking questions about their familiarity with the five 

components of reading), Williams also found those teachers‘ beliefs about the program 

contributed to its success.  Oxendine (2005) explored the self-efficacy beliefs of teachers 

when first implementing the Reading First Initiative in elementary schools in North 

Carolina. The findings revealed that teacher self-efficacy beliefs affected teacher practice 
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and how the program was implemented. Training played a significant role in changing 

teacher self-efficacy beliefs.  Steckel (2003) showed the effect that teacher beliefs had on 

teacher-coach relationships. Part-time coaches were favored more by teachers and seen as 

collegial. Full time coaches were perceived as more authoritarian and were less favored. 

 Guskey (1986) notes that professional development will change teachers‘ beliefs, 

and subsequently, teacher practice will change.  Clark and Peterson‘s (1986) model 

suggests a reciprocal relationship between the teachers‘ beliefs and practices and their 

effect upon one another.  

Instructional Decision-Making 

 Teacher as decision maker is a complex construct.  Teachers may work with 

groups of 20 to 30 students at a time while instructing, redirecting behavior, managing 

time, and facilitating tasks all at once. Hammerness, et. al (2005) suggest that novice 

teachers have solid preconceived notions of teaching that are difficult to put into action 

because of the multifaceted roles teachers play within classrooms. Decision-making 

emerges within the context of practice.  The activities and events that transpire within a 

classroom may have lower-level meaning to novices engaged in the decision-making 

process, while more experienced teachers have the background or ―wisdom of practice‖ 

to build structures around events and assign meaning to them.  Research suggests that 

teachers use mental images from memory to teach interactively (Clark & Peterson, 1986). 

Brubaker and Simon (1993) report that there are variables teachers have to 

consider when decision-making: having a desired outcome, the resources, school politics, 

finding alternative courses of action for the unanticipated happenings, timing the use of 
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materials or strategies, and teacher evaluation of what is happening by using verbal and 

nonverbal cues from students. How teachers enact variables depends on their values and 

belief systems, which builds upon the complexity of teacher decision-making.  Feiman-

Nemser & Floden (1986) echo these sentiments as the ―facts‖ of classroom life.  They go 

further to say that teachers usually must cope with their classroom issues in isolation.   

Peterson and Clark (as cited in Clark & Peterson 1986) produced an interactive 

teacher decision-making process model.  In this model, teachers take a separate decision 

path dependent upon students‘ understanding of the lesson.  Teachers look for alternative 

teaching strategies if students do not understand.  Conversely, teachers continue on the 

same path if students do understand.  If the alternatives are not working, teachers will 

likely alter their behavior or teaching strategies.  Shavelson & Stern‘s (1981) model is 

very similar to this model, but the activity flow for teachers is supported by classroom 

routines. Classroom routines are crucial to maintaining the activity flow during lessons 

(Shavelson & Stern, 1981; Clark & Peterson, 1986). Both models in figure 1 and figure 2 

show the complexity of teacher decision-making and support the cueing systems teachers 

follow to react to misunderstandings.  
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Figure 1.  Peterson and Clark (as cited in Clark & Peterson‘s 1986) teacher 

interactive decision-making model. 
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Figure  2. Shavelson & Stern‘s(1981) teacher interactive decision-making 

model(also cited in Clark & Peterson, 1986). 

Hammerness et. al (2005) support establishing classroom routines because they 

facilitate certain aspects of a teacher‘s work.  The researchers recognize, however, that 

many decisions in the classroom cannot be routinized.  Stern & Shavelson (1983) state, 

―Decision making usually occurs when a routine is not going as planned.  When there is a 

lack of student involvement or behavior problems teachers may judge that the lesson is 

problematic and decide to change it‖ (p. 283). The diagnostic and instructional 

contingencies dependent upon student response and learning objectives should be 

considered.  Teachers, especially novices, need the skills to become adaptive experts to 

deal with such contingencies and follow the cueing systems that arise during instruction. 
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In sum, ―teaching on the fly‖ is a necessary component and skill teachers should be able 

to take on to better address student needs as they arise (Corno, 2008).  With the right 

experience and support, teachers can develop ―on the fly‖ decision-making skills. 

  

Core Reading Instruction 

 Statistics show a necessary focus in U. S. schools on core reading instruction.  

According to the US Department of Education (2007), statistics on reading between 1992 

and 2007 show a reading achievement gap.  Although there was a two point gain in 

fourth grade reading scores overall in 2007, only 33 % of all fourth graders scored 

proficient in reading and 66 % of fourth graders scored basic or above in reading skills.  

Demographics by socioeconomic status and race show discrepancies in student 

achievement rates. The gap between White, African American and Hispanic students has 

not changed. White students achieved higher reading scores than African American and 

Hispanic students in every state. These statistics show that progress has been made, but 

more progress must be made. 

The gap between scores on student reading achievement is large.  African 

American students scored 28 points below Whites.  Hispanic students scored 26 points 

below. Children of parents with higher education levels fare better later in life with 

achievement gaps in high school. Grade 8 and Grade 12 scores show a significant gap 

between children of college graduates and those who did not finish high school. Children 

in schools with a majority low SES population scored 40 points below high SES schools, 

which show the need for a targeted effort towards children living in poverty.  No Child 
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Left Behind (NCLB) Act requires states to set the same performance targets for students 

in all subgroups; from economically-disadvantaged families, students with disabilities, 

with limited English proficiency, and from all major ethnic and racial groups.  In Texas, 

all schools are rated by state accountability scales that range from Exemplary, 

Recognized, Academically Acceptable and Academically Unacceptable (Texas Education 

Agency, 2008). In 2008, 90% of all subgroups must pass the state test in each subject 

area to become exemplary, 75% of all subgroups must pass to become recognized, 65% 

of all subgroups must pass reading, writing, and social studies with 50% passing in math 

and 45% passing in science to become Academically Acceptable.  If student passing rates 

are less than Academically Acceptable in any subgroup, then the school will be rated 

Academically Unacceptable. Within a school, if any student subgroup persistently fails to 

meet performance targets, the districts must provide public school choice and/or 

supplemental services to those students. These statistics support a needed focus on 

reading instruction. 

National Reading Panel Report 

 According to the National Reading Panel‘s report, phonemic awareness, phonics, 

fluency, vocabulary and comprehension are five components of reading instruction that 

should be part of any core reading program (NRP Summary Report, 2000; Al Otaiba et. 

al, 2005).    

 Phonemic awareness is important in learning how to read and spell. Words are 

made up of individual phonemes, which are individual units of sound within words. 

Phonemic awareness is not phonics; it is not related to printed letters or words.  The 
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ability to hear and manipulate the phonemes in words is considered an important 

determinant in reading success.   Struggling readers usually have difficulty with it in the 

primary grades. Teachers may sing nursery rhymes or play verbal word games to support 

instruction.  Phonemic awareness instruction may start with basic concepts, and then 

move to more complex ones.   

 Phonics instruction entails teaching the alphabetic principle or connecting sounds 

to letters (Adams, 1994). Phonics instruction stresses how speech sounds are associated 

with spellings. Additionally, phonics instruction is meant to help students become good at 

decoding and recognizing words in text.  Phonics instruction has been a highly-debated 

topic over the years, with disagreements about which phonics skills should be taught and 

how (Adams, 1997; Moats, 2000).  The NRP recommends explicit, systematic phonics 

instruction for K-1 grades, and the integration of phonics with other components such as 

comprehension.   

 Fluency in reading means reading at an adequate pace with accuracy and 

appropriate prosody and intonation (Rasinski, 2000). Fluency frees cognitive space for 

comprehension, because decoding is effortless. Fluent readers have learned automaticity, 

expression, and rate.  Fluency benchmarks are set at each grade level (Snow, Burns & 

Griffin, 1998).  SBRR supports monitored, repeated oral readings for fluency instruction. 

 Vocabulary instruction is teaching word meaning and pronunciation (Snow, Burns 

& Griffin, 1998).  Vocabulary supports comprehension. It is increased through 

encounters with language, which entails conversations with others, and listening to and 

reading stories and articles.  There are four kinds of vocabulary: listening, speaking, 
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reading, and writing. Listening vocabulary refers to words understood when listening to 

others. Speaking vocabulary are the words used to speak.  Reading vocabulary are words 

understood when reading. Writing vocabulary are words used when writing. Vocabulary 

can be taught directly or indirectly. 

 Comprehension is the final component of reading instruction, and is the sole 

purpose of reading. Comprehension is the student‘s ability to make meaning out of what 

is being read.  Teachers may use semantic organizers or ask questions to support 

instruction. Students should understand the way authors organize and structure their 

ideas. Young students should be taught reading comprehension in a good reading 

program. Effective reading teachers understand how reading develops within all five of 

the reading components.  

 The NRP supports explicit and systematic instruction in all components of 

reading (National Reading Panel, 2000).  For example, students must receive phonics 

instruction in a prescribed sequence or manner, as opposed to just randomly teaching 

letters and sounds as they occur in student text.  Directly teaching vocabulary words or 

comprehension strategies is encouraged so that students will be more successful at 

understanding text. Only core reading programs that support these notions are to be used. 

According to the Texas Education Agency (2006), ninety minutes of uninterrupted 

instructional time should be devoted to reading instruction each day, using only the 

approved core reading program.  The core reading program is the backbone of the 

Reading First program. Teachers should stick to the general plan and pace of the 

program.  Ninety minutes of instruction must be all at once.  There should be no 
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interruptions during this time; no assemblies, lunch times, recess, music, art or PE.  All 

these extra activities must be done outside of the 90-minute block and interruptions must 

be kept to a minimum.  Thirty extra minutes of instruction should be provided for the 

most struggling, at-risk readers above and beyond the 90 minutes within the core reading 

program. During the 90 minutes, schools can have another teacher or aide come in and 

help. This extra help during the 90-minute block does not count as the 30 additional 

minutes for at risk students. Flexible grouping and small groups are encouraged.  

 Students with the greatest needs must be provided with additional instructional 

time to accelerate their progress.  If a Title I school is a targeted assistance school, 40% 

or more of the student body comes from low-income households. A Title I teacher cannot 

provide assistance during the 90 minutes of instruction. The Title I time must be provided 

above and beyond the classroom instruction. Instruction guided by assessment allows the 

instructional decision making process to begin.  All students should have access to the 

curriculum provided by the school through the core instructional reading program. 

Formative, summative, and diagnostic assessment data are gathered on a regular basis to 

evaluate each student‘s response to instruction.  Title I is a program that came out of the 

Elementary and Secondary Education Act, and provides supplemental funding to state 

and local agencies for low-achieving students typically in high-poverty schools. The 

funds are there to help provide educational support to disadvantaged youth (US 

Department of Education, 2008). 

 Students who exceed or who are not meeting the standards of the core 

instructional program are provided supplemental and/or intensive instruction.  
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Performance is monitored and students flow from one cycle of instruction to another as 

indicated by the data. Teachers can quickly assess which skill areas are still developing 

and adjust instruction accordingly. Thoughtful and strategic instruction means using 

assessment to plan targeted instruction. Teachers must be educated about the components 

of reading instruction, the core reading program, and assessment through professional 

development during Reading First implementation. 

 

Rationale 

 Reading First operates under the assumption that professional development 

through coaching will change teacher practice and ensure implementation of the program. 

The literature suggests that professional development is an important component in 

increasing teacher knowledge. Even in Guskey‘s (1986) findings, professional 

development is credited with changing teacher beliefs. As seen in the literature, teacher 

knowledge and beliefs are complex and influence their practice. Due to the complexity of 

teaching and learning, teachers may or may not choose to implement a practice presented 

in professional development or may choose to modify its implementation.    

 Thus, using an interpretivist lens, I wanted to investigate the practice of coaching 

via teacher perceptions (Crotty, 1998). Interpretivists view all knowledge as a matter of 

interpretation. It is the view that cultures can be understood by studying what people 

think about, their ideas, and the meanings important to them. I wanted to answer the 

question ―How do teachers perceive coaching at two Reading First schools ― one rated 

Academically Acceptable and the other Academically Unacceptable?‖ According to the 
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Texas Education Agency (2007), an academically acceptable rated campus means all 

student groups on the campus achieve the standard passing rate set forth that testing year 

on the TAKS test.  NCLB has sharpened the focus on test scores by requiring schools to 

boost achievement across all subgroups, including low-income, racial minorities, and 

English language learners. The TAKS test is given to students in grades 3-11 and covers 

English language arts/reading, writing, mathematics, science, and social studies.  Subjects 

tested vary at each grade level. A standard passing rate is also required on the SDAA II, a 

test given to students with disabilities. 

 An Academically Unacceptable rated campus does not meet the standard passing 

rate for the TAKS test.  Campuses with this rating may be called low performing. A low 

performing campus may have low academic expectations and achievement, lack of 

discipline, inadequate facilities, and demoralized staff (Lashway, 2003). More recently, 

low performance is defined by a school‘s failure to achieve an adequate passing rate on 

state-mandated tests.  Schools in which even one subgroup fails to meet the standard are 

considered low performing.  

 I wanted to find out how teachers understood the roles of coaches, to what extent 

teachers believe that coaches affect their practice, and to what extent teachers believe 

coaches support their practice and student learning in two school contexts ― 

Academically Acceptable and Academically Unacceptable — to determine if differences 

and similarities exist. 
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III. RESEARCH METHODOLOGY 

 The purpose of this research was to explore and describe teacher perspectives on 

coaching within separate Reading First contexts; to accomplish this objective I 

qualitatively used a cross-case approach.   According to Creswell (1998, p.15), 

―qualitative research is multi-method in focus, involving interpretive, naturalistic 

approach in which the researcher attempts to make sense of or interpret phenomena in 

terms of the meanings people bring to them.‖ Qualitative research uses a relatively small 

sample of participants or sites to gain an in-depth understanding of their viewpoints and 

lived experiences.  The data collection instrument is the researcher and the data comes in 

the form of words as opposed to numbers (Creswell, 1998; Merriam, 1998; Maxwell, 

2005). The researcher collects information from knowledgeable participants who are 

asked to describe a phenomenon. Detailed data is accumulated by asking broad questions 

and analyzing responses into themes and description.     

 Maxwell (2005) asserts five particular goals that qualitative research 

accomplishes:  

  1.  Understanding the meaning of events 

  2.  Understanding the particular context within which participants act 

  3.  Identifying unanticipated phenomena 

  4.  Understanding the process by which events and actions take place 

  5.  Developing causal explanations 

In regard to understanding the meaning of events, I planned to find how participants 

understood coaching and how or if coaching influenced their teaching behaviors.  
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Participant perspective and interpretation was crucial in understanding the realities of 

these teachers and the perceived coaching context they come from.  Each school and 

teacher had unique circumstances that shaped the context and influenced their action.  

The flexibility of qualitative research allow unanticipated happenings to be discovered 

and explored after data collection had begun.  Relationships were expected to exist 

among teacher perspectives on coaching, but new discoveries added to the uniqueness of 

sites and participants.  Qualitative research helps one understand processes and outcomes. 

For example, to determine which teacher experiences with coaching shaped teacher 

beliefs and practice, the accumulation of teacher experience and their subsequent beliefs 

and practices were examined and thoroughly described.  Merriam (1998) states, ―since 

qualitative research focuses on process, meaning, and understanding, the product of a 

qualitative study is richly descriptive‖ (p. 8).   In developing causal explanations, 

qualitative research seeks to find and show associations and connections between process 

and outcome through heavy description.  A significant amount of time is spent with 

participants while amassing a substantial amount of data to create a comprehensive and 

holistic picture of phenomena.   

Case Study Design 

Qualitative case studies are widely used in the education field. Stake (2007) 

describes case study as ―a qualitative approach in which the investigator explores a 

bounded system (a case) over time, through detailed, in-depth data collection involving 

multiple sources of information‖ (p. 73).  The case study approach allows the researcher 

to explore interventions, relationships, and programs within context and provides a 
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holistic view of phenomenon. Yin (1994) believes case studies are particularly suited to 

situations in which it is impossible to separate the phenomenon from its context.  Using a 

variety of data sources to explore a phenomenon ensures that it is viewed from multiple 

perspectives and allows various and unique aspects of the phenomenon to be seen.  For 

Stake (2007) and Yin (2003), the case study approach is based upon the constructivist 

paradigm, which means the context of a situation is dependent upon the understandings 

and perspectives of its participants.  Mertens  (2005) states: 

The basic assumptions guiding the constructivist (interpretivist) paradigm are that 

knowledge is socially constructed by people active in the research process, and 

that researchers should attempt to understand the complex world of lived 

experience from the  point of view of those who live it (p. 13).                                                                         

The meaning human beings assign to stories and events is subjective and relative.  In this 

study, teachers will construct their reality. Because of the varied backgrounds of these 

teachers in experience levels, grade levels taught, and level of interactions with coaches, 

they offered unique experiences, realities and successes.  These unique realities and 

perspectives were relayed in this study (Creswell, 1998). A case study facilitated 

participants telling their stories by working closely with the researcher.   

Yin (2003) believes a case study design should be used in four instances, and each 

instance is relevant to this study.  Those instances are when: 

1. The answers to  ―how‖ and ―why‖ questions are being sought 

2.  Behaviors of those involved cannot be manipulated 

3.  The phenomenon has contextual conditions you want to cover  
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4.  Unclear boundaries between phenomenon and context exist.                                              

The contextual conditions are relevant in the current study because the setting (a Reading 

First school) is where teacher perceptions were formed.  

Miles and Huberman (1994) suggest that the case is the unit of analysis that can 

be determined by the research question being asked.  In this study, the research question 

required two units of analysis or cases, an academically acceptable rated school and an 

academically unacceptable-rated school.  The qualitative method of cross-case or 

multiple case study approach is appropriate because it shows ―processes and outcomes 

that occur across many cases, to understand how they are qualified by local conditions, 

and thus develop more sophisticated descriptions and more powerful explanations‖ 

(Miles and Huberman, 1994, p. 172).  Yin (1994) believes the multiple case study 

approach enables the researcher to explore differences within and between cases; Stake 

(2007) concurs with his conception of the collective case study.  A multiple or collective 

case study will either show similar results or contrasting results across and/or within 

cases.  This study showed similarities and differences among teacher perceptions from 

teacher to teacher and from campus to campus. 

Last, case studies, whether single or multiple, should be guided by propositions if 

possible (Yin, 1994).  The propositions can come from the literature, experience, or 

theories.   They limit the scope of the research, making the study more manageable for 

the researcher.  The researcher can have several propositions with each having a different 

distinct focus.  All propositions for this study are based on John Dewey‘s theory of 
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experience and on the literature found on coaching and teacher perceptions; both are 

believed to have an effect on teacher practice.  The propositions for this study are: 

1. Coaching is meant to improve student learning through changes in teacher  

    learning and classroom practice.   

2. Coaches facilitate implementation of the Reading First program. 

 

3. Coaches are teachers with expertise in teaching reading. 

 

Sites and Participants 

The sites or cases for the study were two elementary Reading First campuses in 

central Texas.  These schools were chosen because of similar demographics and 

backgrounds, and the contrast in academic ratings given by the Texas Education Agency. 

First case - Lincoln Elementary 

Lincoln Elementary School is located on the north side of a central Texas city. 

Built in 1970, it is a Title I school situated in a low-income neighborhood.  The school 

has a total enrollment of approximately 425 students.  Ninety-six and one tenth percent of 

the students are economically disadvantaged, and 48.9% have limited English 

proficiency. Thirty-three percent of the students were African-Americans, 66% Hispanic, 

and 1% white.   Many of the students come from single-parent homes with parents who 

had not achieved higher levels of education. The students had been struggling with the 

Texas Assessment of Knowledge and Skills (TAKS) test in reading.  In 2007, the ELL 

population scored below standard in writing and the following year the African American 

students scored below standard in reading. So, this school was rated Academically 
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Unacceptable (AU) by the Texas Education Agency (TEA) for the second year in a row, 

which is the lowest rating given to schools that perform below standard on TAKS. Thus, 

during this study the school was rated AU. 

This will be the last year Lincoln Elementary implements the Reading First 

program. Although the program provided the school with a Reading Coach, the school 

had other content coaches on campus for mathematics and language arts for grades 3-5. 

During the past three years, Lincoln Elementary has had three different principals.  

There is one full time principal and one full time assistant principal.   

The average number of years of teaching experience is eleven.  100% of the 

teachers were deemed highly qualified by the school district.  Four teachers from this 

school participated in the study.  They were all involved in the focus groups; two teachers 

participated in personal interviews as well.    

 

Participants Grade 

level 

 

Years of 

teaching 

experience 

Years at 

Lincoln 

Elementary 

Personal 

Interview 

Gender 

Susie Bilingual 

1st  

6 3 Yes Female 

Ozeama Kinder 4 ½ 1 Yes Female 

Candi Third 5 ½ 2 No Female 

Mandy Second 3 3 No Female 
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Second case -Jackson Elementary 

Jackson Elementary is also located on the north side of a central Texas city. Built 

in 1956, it is a Title I school situated in a low-income neighborhood.  The school has a 

total population of approximately 401 students.  Ninety-seven and five tenths percent of 

the students are economically disadvantaged, and 34.4% had limited English proficiency. 

Forty-six and six tenths percent of the students were African-Americans, 53.1% Hispanic, 

and 0.2 % white. Many of the students come from single parent homes with parents who 

had not achieved higher levels of education. The students had been struggling with the 

Texas Assessment of Knowledge and Skills (TAKS) test in reading.  In 2006, the school 

was rated Recognized. However, in 2007 and 2008, the school‘s rating declined to 

Academically Acceptable (AA) by the Texas Education Agency (TEA).   Four years 

prior, in 2003 and 2004, this school was rated Academically Unacceptable (AU); during 

the year of this study, the campus was rated Academically Acceptable.  

This will be the last year that Jackson implements the Reading First program.  

Although the program provided the school with a Reading Coach, the school had other 

coaches on campus for mathematics and a Reach mentor, who was hired under a special 

grant and worked mainly with new teachers. 

During the past three years, Jackson Elementary has had two different principals.  

There was one full-time principal and one full-time assistant principal.   

The average number of years of teaching experience is ten.  100% of the teachers 

were deemed highly qualified by the school district.  Four teachers from this school 
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participated in the study.  They were all involved in the focus groups; two participated in 

personal interviews as well.    

Participant 

 

Grade 

level 

 

Years of 

teaching 

experience 

Years at 

Jackson 

Elementary 

Personal 

Interview 

Gender 

Peggy Kinder 22 12 Yes Female 

Nola First 32 2 Yes Female 

Bleu Third 2 2 No Male 

Rene Second 1 1 No Female 

 

 Participants for the study were selected upon recommendation by the principal 

and on a voluntary basis and also because of their ability to speak directly to the topic 

under investigation that is, teachers have worked directly with a Reading First coach.  

Participants for the focus groups and participants for the personal in depth interviews 

were kindergarten through third grade teachers. Four teachers were selected for the focus 

group interviews and two teachers from each focus group were selected for personal 

interviews at each campus.  Criteria for participation included at least one year of K-3 

classroom teaching experience at the research site.  All Reading First grade levels were 

represented.   

 The usual protocol for seeking entry into schools was followed.  First, each 

school‘s principal was contacted via letter to request permission to conduct this study.  



 

 44  

They were sent a recruitment letter and also consent forms to be signed by teachers.  The 

principal was asked to assist me in choosing knowledgeable teachers in each grade K-3 

who might be able to describe instructional coaching on their campus and are willing to 

participate in the study.  Once the participants were identified, focus groups and personal 

interviews were determined.  Finally, each participant was asked to sign a letter of 

informed consent, which was reviewed and IRB approved prior to the study.   

Data Collection 

 Data sources for a case study included interviews and document analyses.  Each 

source can corroborate the other to construct a layer of themes (Creswell, 1998).  Yin 

(1994) believes during the data collection stage, the researcher must be flexible and make 

intelligent decisions about the data being collected.   For this study, data was collected 

from relevant documents, focus group interviews and personal interviews.  The Reading 

First coaching logs were examined for each school site to inform research efforts 

concerning the types of interactions between coaches and teachers. Data was collected 

during the spring semester from January 2009 through April 2009.   Each interview 

participant was encouraged to be as open and honest as possible. 

Focus groups 

 Latess (2008) states, ―studies using focus groups are critically important means 

for gathering information from participants to investigate different viewpoints they may 

hold regarding a phenomenon‖ (p. 24). Focus group interviews provided the primary 

source of data through verbal responses from a series of interviews with participants. 

Participants were chosen by the researcher and principals and according to their ability to 
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respond to the case at hand.  One focus group discussion was held at each campus and 

lasted approximately 60 minutes. I asked questions of the group and gathered pertinent 

information from the discussion. I saw my role as researcher to gather information, 

review the information for clarity and intent, and finally check for accuracy of 

interpretation through participant feedback.  My job was to keep the group on task by 

asking the appropriate people the right questions, providing them with a list of questions 

to be covered and engaging them in discussion and dialogue related to the research 

question.   

Last, during the interviewing process the researcher should be aware of the power 

position they are in.  Kvale (2006) believes the researcher should be aware of the power 

they hold in interviewing participants to obtain ethically sound data. Power dynamics and 

potential biases exist in interviews.  So, as the researcher, I continuously checked with 

participants during the data collection and analysis process concerning the accurate 

portrayal of their views. 

Personal Interviews  

 Yin (1994) suggests that interviews are the most important mode of data 

collection for qualitative case studies.  Merriam (1998) identifies three types of 

interviews: highly structured, semi-structured, and unstructured/informal.  Interviews 

conducted in this study were semi-structured, which means the researcher asked more 

open-ended questions than they would in highly-structured interviews, and questions 

could be asked in any order. Semi-structured interviews allowed the researcher to 

respond to the present context.   The semi-structured interviewing occurred before and 
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after focus group interviews. Four interviews were conducted; divided equally between 

campuses.  The interviews were planned for approximately 30 minutes each. An 

interview protocol was developed based on the four sub-questions listed in chapter one 

and the experiences of the researcher with Reading First coaching. Participant responses 

from focus groups and interviews were tape-recorded, transcribed into text, and data 

analyzed using codes and finding themes.   Stake (1995) believes the qualitative 

interviewer should have a list of interview questions and possibly provide participants 

with a copy of it to show interest in completing the interviewing task.  Therefore, a list of 

questions was given to participants upon the start of the interviewing process.  

Coaching logs 

 Stake (1995) states, ―quite often, documents serve as substitutes for records of 

activity that the researcher could not observe directly‖ (p. 68). The coaching logs are the 

primary documents that were collected for this study.  The coaching logs were relevant to 

the context of this study.  Therefore, I asked the school district to provide me with access 

to the logs.  The logs were used by coaches to document time spent assisting and/or in 

professional development with each teacher.  They served as a tool for interviews and 

also provided supplemental data for examining teachers‘ interactions with coaches. the 

coaching logs were used for data to corroborate some teacher responses to interview 

questions and to inform me of the types of experiences and professional development 

events that may have been taking place on each campus.  The campus coach at Jackson 

ended her documentation in the coaching logs on February 9, while the coach at Lincoln 

stopped documenting his activities in his logs on April 17. Yin (1994) believes, because 
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of possible inaccuracy or bias, documents must be carefully used and should not be 

accepted as literal recordings of events that have taken place. By exploring the 

relationship between what is recorded by coaches in the logs and what teachers report 

important questions arose about teacher beliefs about coaching and experiences with 

coaches. Other documentation included memos to teachers, Reading First teaching 

materials, and handouts from Reading First training.  

Data Analysis 

 Establishing a plan or strategy for analysis is crucial to understanding phenomena 

in case studies (Yin, 1994). A plan will allow the researcher to designate importance to 

parts of the data. There are procedures for analyzing.  I relied on two forms of analysis 

for the case study data: 

1. Within-case analysis: examining deeply the teachers‘ perspectives and 

comparing my data against current conceptions of coaching 

2. Cross-case analysis: the data in one case was compared to the data in the other 

case. 

Since this is a qualitative case study, data is in the form of words as oppose to numbers 

(Miles and Huberman, 1994).  For this study, the words mainly came from interviews.  

Merriam (1998) believes ―data analysis is one of the few facets, perhaps the only facet, of 

doing qualitative research in which there is a right way and a wrong way‖ (p. 162). 

Merriam (1998) also believes data collection and data analysis should occur at the same 

time. Miles and Huberman (1994) offer three parallel activities used to analyze data 
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before, during and after data collection: (1) Data reduction, (2) Data display, and (3) 

Conclusion drawing/verification.  

  Data reduction is when data is condensed, sharpened and focused. This process 

requires the researcher to make decisions about the raw data in respect to what should or 

should not be included.  It should be considered as apart of analysis. Data reduction 

allows for conclusions to be drawn. During this process some of the data is coded and 

some data may be taken out.  

Data display also permits conclusion drawing. This is where the researcher displays 

data in an organized manner using charts, graphs and matrices so the researcher can make 

connections and see what is happening in the data.   

Conclusion drawing and verification requires the researcher to begin to decide what 

things mean by noting regularities, patterns explanations, possible configurations, causal 

flows, and propositions. However, the researcher should hold these conclusions lightly by 

being open to other explanations. Final conclusions may be drawn once data collection is 

done. Conclusions can be tested for their plausibility. 

Data analysis relied upon was the within-case analysis for each case in this study. I 

looked within each case to determine how it fits with current theories. Reflective remarks 

were added to increase the usefulness of the data soon after it was collected. Upon 

transcription of the data, I organized it according to research question. I went within the 

data for each case looking for themes and coding. The field notes and transcripts were 

read and reread to categorize the data.  Words, phrases and sentences were assigned 

labels in accordance with the research questions being answered. Themes emerged from 
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the initial analysis of data, and some were identified from the theoretical framework.  

Next, I revisited my literature review. Findings from the literature review were compared 

to the emergent themes in this research.  When comparing themes to previous findings, I 

looked for patterns in the data as well as similarities and differences within each case.   

Since more than one case was used, a cross-case analysis was conducted. Matrices 

were made of various data sets and cases were compared to one another.  This analysis 

was used to analyze, organize and reduce the data so that conclusions could be drawn.   

Meeting the Criteria for Trustworthiness 

In case studies, the researcher is the primary research instrument. When this is the 

case, validity and reliability concerns can arise. Instead of using the terms validity and 

reliability, qualitative researchers use terms such as transferability, credibility, accuracy, 

confirmability and dependability. Steps must be taken throughout the study to ensure 

accuracy of data interpretation or else the human investigator may misinterpret, or hear 

only certain comments. Guba and Lincoln (1981), as well as Merriam (1991), believe this 

is a problem with case study work. Yin (1994, p. 56) lists six attributes that an 

investigator must possess to minimize problems with validity and reliability associated 

with the use of the human research instrument. 

 • A person should be able to ask good questions ― and to interpret the answers. 

• A person should be a good ―listener‖ and not be trapped by his or her own 

ideologies or preconceptions. 

• A person should be adaptive and flexible, so that newly encountered situations 

can be seen as opportunities, not threats. 
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• A person must have a firm grasp of the issues being studied, whether this is a 

theoretical or policy orientation, even if in an exploratory mode. Such a grasp 

focuses the relevant events and information sought to manageable proportions. 

• A person should be unbiased by preconceived notions, including those derived 

from  theory. Thus, a person should be sensitive and responsive to contradictory 

evidence. 

I believe that I exhibited these personal characteristics and in addition to that developed 

data collection strategies that gave rich detailed data.  Getting data from the right places 

and people, providing enough time to get this data, and collecting it from multiple 

sources will increase the quality of what is gathered, analyzed and found.  Creswell 

(1998) believes that there are many verification procedures that could be used in 

qualitative research to establish trustworthiness and every researcher should seek to use at 

least two of them in case studies. Below are three verification procedures used.  

Triangulation 

A number of steps were taken to triangulate data.  First, the coaching logs 

informed the researcher about the documentation by the coach and how the coach worked 

with each teacher, for how long, and the type of interaction. These logs also informed the 

interview process and data from the initial focus group interviews will be compared with 

the data obtained from later personal interviews, looking for consistent patterns.  Verbal 

responses were later transcribed into written form.  I compiled written fieldnotes during 

and immediately following the interviews with regard to contextual observations.  My 
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interpretations were checked for accuracy by asking participants to confirm or clarify 

them when necessary.  

Member checking 

 Member checking was used to determine the accuracy of findings (Lincoln & 

Guba, 1985).  Participants were notified via email with my preliminary findings to check 

or verify that findings were consistent with teacher beliefs and experiences.   The 

teachers debriefed about the purpose of the member checking process.  I sought to obtain 

representation from each Reading First grade level.  Participants were shown a thematic 

representation of teacher responses for their case and were encouraged to ask questions 

and provide feedback and reflections. 

Peer Examination of Codes 

             Another strategy used was peer examination of the data. After transcribing the 

data, and finding themes, the data were organized or categorized by the research 

questions. Then, other researchers independently coded a set of data and then met 

together to determine consensus on patterns and themes in the data. Data was examined 

and coded by the researcher and by peers to see if similar codes would be found. Some 

codes were similar and some were different.  The codes that were different from the 

researcher‘s codes were examined and later added, if they were deemed appropriate by 

the researcher.
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Ethical Considerations 

The teachers or participants were informed verbally and in writing of their rights 

as participants.  The participants were assured that their participation is voluntary and that 

they could withdraw from the study at any time. Informed consent from all capable 

persons were obtained. Participants were informed about the overall purpose of the 

research and its main features, as well as of the risks and benefits of participation. 

Consent was given in writing. 

Maintaining Confidentiality 

 My responsibility as a researcher to the participants included ensuring 

confidentiality, avoidance of harm and reciprocity and feedback of results. To ensure 

confidentiality, the private data that identified participants and does not pertain to the 

study was not reported. To provide anonymity, participants and their schools were given 

pseudonyms. The risk of harm to a participant was low. The potential benefits to the 

participant and the importance of the knowledge to be gained outweighed the risk of 

harm to the participant.  Ideally, there should be reciprocity in what participants give and 

what they receive from participation in a research project. As an investigator, I am 

indebted to participants for sharing their experiences. Reciprocity entailed giving time to 

help out, providing informal feedback, providing lunch and being a good listener. The 

reciprocity fit within the constraints of the research and personal ethics, and within the 
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framework of maintaining my role as investigator. Participants received feedback on 

research results if they desired it. 

Researcher Positionality and Limitations of the Study 

 As a primary grade teacher who has taught at a school with similar demographics 

to the research sites for ten years, I approached this study with emic and etic interests.  

From 1999 to the 2009, I taught first grade in a self contained setting and tutored other 

grade levels at a Title I school in central Texas.  When teaching within the Reading First 

context, as I had for  six years, direct interaction with coaches was a daily practice.  As 

coaches changed over the years, my opinions of them and their roles changed, which also 

changed my receptivity towards coaches‘ observations and input.  In my view, some 

coaches were more knowledgeable than others and did not mind stepping out of the 

coach‘s role to help in areas where I needed them, which in turn made me more open to 

their ideas.  

 Being a teacher at a Reading First school in the same school district makes me 

well versed in the discourse about the program and has influenced my decision to study 

teacher beliefs and instructional coaching. Also, currently I am a Reading Specialist at 

two Title I schools, which has given me the opportunity to work closely with coaches on 

a daily basis, but in a different capacity.  

My background, opinions, and experiences were expected to color the findings 

made in this study.  The way I interpreted responses from participants, how the data was 

coded, how the questions were asked, and the manner in which my findings were 

reported were influenced by my own personal biases. 
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In addition, the context, teachers and schools that took part in this study affect the 

transferability of this study. Their principals chose participants and sites chosen had to be 

approved by the school district. When soliciting responses from participants, some 

teachers were more verbal than others, which may have allowed their viewpoints and 

opinions to be heard more often.  Every effort was made to establish and maintain a 

rapport at both research sites and encourage active participation in interviews from all 

participants. A rich description of the data was also provided in order to allow the reader 

to judge how applicable the data may be in other contexts. 

The Research Sites: Entry and Exit 

 Consent for conducting this study was obtained from the University‘s Institutional 

Review Board (IRB) and from the school district. My interaction with participants began 

as soon as I scheduled personal and focus group interviews at each school. I offered 

assistance in future campus professional development efforts.    
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IV. PRESENTATION AND ANALYSIS OF DATA 

 This chapter presents the research results of a cross case analysis of the 

perceptions of instructional coaching among kindergarten through third grade teachers at 

two elementary schools. Both schools were completing their final year of Reading First 

implementation. To gain a better understanding of teacher perceptions of instructional 

coaching, the research was guided by four main questions.  The findings were arranged 

according to the four research questions that guided the study.  The research questions 

were: 

1.  How do teachers understand the role of instructional coaching? 

2.  What changes do teachers perceive in their practice as a result of 

instructional coaching? 

3.  Which components of instructional coaching do teachers believe they 

benefit from most? 

4.  Do teachers perceive a relationship between student learning and 

instructional coaching? 

 Because classroom teachers were intended to be the primary implementers of 

Reading First (along with the help of the instructional coaches), it was important to 

investigate their perceptions regarding the assistance they received from instructional 

coaches in implementing research-based reading instruction in grades K-3.   

 In chapter three, I explained the qualitative methods used to conduct this study. 

The data came from coaching logs, interviews, and focus group discussions at two 

elementary schools, Lincoln Elementary and Jackson Elementary.  All the data served as 



 

 56  

sources for answering the four research questions.  To conduct the data analysis, I coded 

the transcripts of each interview or discussion, organized themes according to session and 

found themes.  Next, I categorized the data according to the research question and then 

began to look for themes that arose within the responses.  Finally, I compiled a narrative 

to address the research questions, which follow below. 

 

First Case – Lincoln Elementary 

Lincoln Elementary had been rated low performing or academically unacceptable 

for the second year in a row. The school did not meet the state criteria for passing in 

reading among all populations and writing among English language learners in 2007; it 

did not meet the state reading criteria in 2008 among African American and economically 

disadvantaged populations. Lincoln had approximately 425 students ― 33% African 

American, 66% Hispanic, 1% Caucasian, and 96.1% economically disadvantaged. The 

average number of years of teaching experience is 11 at Lincoln. Four teachers from this 

campus participated in this study and are listed in the table below. 
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Participants Grade 

level 

 

Years of 

teaching 

experience 

Years at 

Lincoln 

Elementary 

Personal 

Interview 

Gender 

Susie Bilingual 

1st  

6 3 Yes Female 

Ozeama Kinder 4 ½ 1 Yes Female 

Candi Third 5 ½ 2 No Female 

Mandy Second 3 3 No Female 

 

Second case – Jackson Elementary 

 The other school site (Jackson Elementary) moved from the rating of 

academically unacceptable to academically acceptable in prior years. Jackson had an 

approximate population of 401 students, 46.6% of which was African American, 53.1% 

Hispanic, .2% Caucasian, and 97.5% economically disadvantaged. The average number 

of years of teaching experience is 10 at Jackson. Four teachers from this campus 

participated in this study and are listed in the table below. 
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Participant 

 

Grade 

level 

 

Years of 

teaching 

experience 

Years at 

Jackson 

Elementary 

Personal 

Interview 

Gender 

Peggy Kinder 22 12 Yes Female 

Nola First 32 2 Yes Female 

Bleu Third 2 2 No Male 

Rene Second 1 1 No Female 

 

 

Both schools are situated in the low SES part of town, are classified as Title I 

schools, and were within the last year of implementing the Reading First program. 
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Research Question One: 

How do teachers understand the role of coaching? 

 The first question sought to determine the characteristics coaches must possess as 

perceived by teachers.  Based on key phrases obtained through data analysis, the data 

were organized into teacher knowledge, application of knowledge, personal qualities, 

actual duties and potential duties (Miles & Huberman 1994).   The data collected from 

participants are presented accordingly.  Participant responses shown in this section show 

the characteristics of coaches they perceived as important. 

Teaching Knowledge 

 Teacher participants at Lincoln and Jackson Elementary schools all mentioned the 

different kinds of knowledge a coach must have to be successful.  Although knowledge is 

difficult to divide into categories, participants do mention knowledge in three areas – 

subject matter knowledge, pedagogical content knowledge, and curricular content 

knowledge (Shulman, 1986). Much of the lesson planning process takes place with the 

subject matter knowledge in mind, with respect to the subject‘s organization and how it is 

linked to other academic disciplines (Calderhead, 1996).   In reference to subject matter 

knowledge, one of the kindergarten teachers who have planned several lessons with the 

local campus coach commented that coaches should have an understanding of what 

reading is and what it entails. Ozeama stated that coaches should ―be knowledgeable 

about reading, especially teaching reading.  You could be a [reading] coach and not know 
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how to teach someone to read…be knowledgeable on how to improve reading 

comprehension.‖ Candi echoed Ozeama‘s sentiment when she stated: 

It all goes back to them being knowledgeable about that [reading]. If 

you‘re a Reading Coach then you need to be knowledgeable about reading 

and the methods that teach these children how to read…I need someone to 

bring activities to me that are ready to go.  If you‘re a coach and you‘ve 

already got a [good] lesson plan bring it.  I don‘t want to look at what you 

have and then make my own lesson plan from it.  

 More participants expressed a need for pedagogical content knowledge, where 

coaches are required to have varied teaching experiences and approaches that will address 

a variety of needs in the classroom.  This is the kind of knowledge that guides teacher 

actions in how they represent the content, use different strategies, and deliver the lessons 

for diverse learners.  This is also the kind of knowledge that participants would say 

comes from years of teaching experience where teachers know the kinds of breakdowns 

in understanding to anticipate from students and how to address them. Ozeama stated: 

The ideal coach would be knowledgeable about learning levels, different 

styles of learning. They should have taught in the classroom before and 

used those different techniques. So they know what works and doesn‘t 

work. A coach can really coach someone through their teaching and they 

can really help with the kids learning. They‘re flexible. They are able to 

go to different classrooms and observe. They are able to focus on various 
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skills with various teachers. Coaches show you a different way to do 

something even with an experienced teacher. 

Some participants believed that the coaches‘ pedagogical content knowledge should be 

flexible and come from multiple sources.  They should know that there are multiple 

teaching styles and different ways to reach the students. Teachers at both campuses 

believed that coaches should spend time in classrooms to observe and give input on 

instruction. Peggy stated: 

I would like for them to have the luxury of spending time in each 

classroom just observing, learning teacher styles, watching the kids rather 

than coming in with a manual saying, ―This is how we have to do it. ― It 

changes year to year and what works hits the wall sometime and you just 

have to switch gears. That‘s why having somebody with experience can 

offer different strategies. 

Peggy wanted coach flexibility and the ability to do what is needed when required. Peggy 

also believed that coaches with little teaching experience tended to stick to formulaic 

notions of teaching reading.  She thought that a more experienced coach could bring 

ideas for differentiation and a more flexible knowledge base.  

At Lincoln, Candi also believed the coach should have varied ideas to reach the 

student. Candi named a list of responsibilities the coach should take on: ―Visiting the 

classroom, helping out in the classroom, giving me different ideas, literacy ideas and 

other ideas based on sound instruction and impacting kids directly. That‘s what it should 

be focused on.‖ 
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Curricular content knowledge was also important to teachers.  It is the knowledge 

of the teaching standards or objectives and knowing what should be used to meet those 

standards and objectives. Clark and Peterson (1996) believe the ―mature teacher‖ knows 

the curriculum and the resources to use in order to illuminate it. Candi commented:  

If you‗re a coach, you‘re going to model and show me exactly how it 

should look, and hand me resources that are ready to go. That are really 

geared towards the children and have been proven successful.  Don‘t bring 

me anything on inferencing that you used with another class and the class 

didn‘t do well on inferencing. 

Nola, a first-grade teacher, discussed the importance of coaches knowing about the 

Reading First approved resources and the adopted textbook resources in the district when 

she stated:  

The ideal reading coach for me is knowledgeable about reading 

curriculum at the school. They are able to acquire materials that you might 

need for a reading group and for teaching reading… Be familiar with 

curriculum at the school because this campus has different reading 

curriculum like there is Open Court and Scott Foresman so being familiar 

with the curriculum is important. They should be able to come up with 

different strategies for teachers to use. They provide access to lots of 

materials and resources. 

Teachers believe that good coaches know not only about the curriculum, but also what 

works at various grade levels.  Ozeama suggested:   
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They need to have a background in phonics, whole language, and different 

things that work and different things that just won‘t work.  Know the 

research on different reading curriculum. I would say coaches should 

explore different curricula and the curriculum that they are using to see if 

it works… Be knowledgeable about what you are supposed to know, even 

standards in preschool.‖   

Peggy echoed this sentiment when she stated coaches should ―spend a little time with 

cross grade level meetings like meeting with kinder and 1st and 1st and 2nd just to get an 

idea of what‘s expected at each grade level going up. So that they are ready for next 

year.‖ 

 

Application of Knowledge 

At Lincoln, participants agreed that having teaching knowledge is not enough; 

coaches must have years of experience applying it. Ozeama mentioned: 

If you are going to get a job as a coach you have to have been in the 

classroom because there is no way you‘re going to know what you should.  

For example, people can get all this knowledge from school, book smarts.  

But it‘s a difference when it‘s application.  You had to have at least been 

in the classroom and have taught something and not just one grade, but a 

variety of grade levels.  They should at least teach three years before they 

go into coaching. 
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Susie agreed, ―I would say someone who is an expert, someone who has a number of 

years of teaching experience. The person needs to be experienced and work with others 

and really know what they‘re doing.‖  These teachers wanted to be confident in the level 

of experience the Reading First coach possessed.  Years of experience was one clear 

indicator of a relevant knowledge base to them. 

Given the low academic rating of Lincoln Elementary, the teachers there were 

concerned about the coaches‘ ability to apply their teaching knowledge to help students 

do a better job on TAKS. Candi expressed:   

From a TAKS perspective, the best teaching practices for the skill you‘re 

working on so your children will be successful.  They should be pulling 

groups.  Whether we‘re working on sequencing or inferencing they should 

be bringing me the best method of how to teach this skill and I want a 

variety of them. I don‘t just want one because we have a lot of kids who 

don‘t learn the same way.  So I want something that‘s good, ready to go. 

Once you give it to me I don‘t have to do a lot of researching and pulling 

out.  Because that‘s what we get a lot of times.  You get a lot of a whole 

stack of books to read. Who has time to look through all of this? Can you 

go through it? Can you pull out some activities that are ready to go that 

you can bring to me or you can come in and I can pull it while you do a 

group?  We could be working on two different things at once, but a lot of 

times they bring you stuff and you have a lot of stuff to go through and 

read. Who has time to do that? 
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Ozeama went on to express her concerns about the campus rating when she added: 

I was more concerned about the upper grades because we are at AU status. 

I was thinking that it should be a lot of pull out especially for kids who did 

not pass the TAKS test in previous years.   The coach hits those target 

areas where they did not pass and do a lot of pullouts to address the gaps 

that are missing on the TAKS test.   

Because of the influence of TAKS on the school rating system, teachers expected coaches 

to have specific TAKS testing knowledge. If coaches had a specific knowledge about the 

test, they would be better able to provide resources and help that are specific to the needs 

of teachers and students. 

Personal Qualities 

Participants outlined some clear personal characteristics that they believed 

coaches should possess to be successful in making an impact on teaching behaviors at 

their campuses. At Jackson Elementary, the participants in the focus group had the 

following conversation about the qualities of a good coach: 

Peggy: The coaches that I have worked for here I have been blessed because they 

have come up from our staff.  So what‘s made them ideal for me is they know our 

campus, they know our campus needs, they know our children, they know staff 

personalities and that‘s made them more sensitive to work style and children‘s 

learning styles. It‘s always easier to work with family…The coach should be a 

very open and considerate person with tons of experience.  You never feel like 

she is judging you.  You almost welcome her coming in. 
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Bleu: It‘s positive. 

Rene:  She‘s non-evaluative.  She‘s not looking to bust you on anything or say 

―Oops you‘re not implementing that let‘s write you up.‖ She says, ―This is what 

you need to work towards. This is how I would do that.‖ 

Rene:  She really does have greater flexibility and that helps a lot. 

Peggy: She‘s got the right personality style for that position. 

Bleu: Just positive. 

Rene: She‘s very accommodating. 

Nola: Calm. 

Rene: She comes in and she is able to quickly get the climate.   You don‘t even 

have to ask her. She senses and she can see what‘s going on.  She can give you 

suggestions.  It could be a child.  She can really get a quick read on things and do 

what‘s necessary to make you successful.    

Bleu: She really helps you with interventionsacademic or discipline and it‘s 

immediate and consistent. 

Peggy:  When she says, ―I‘ll be there ― she‘s there. She follows through. 

The conversation at Jackson Elementary illustrated the relationship-building component 

of coaching.  The teachers named several relationship building strategies within their 

conversation.  They mentioned the coach getting to know students, teachers and the needs 

of the campus as well as being non-evaluative, flexible, accommodating, and having the 

ability to quickly assess a classroom situation and provide immediate feedback about it.  
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These attributes establish not only confidence in the coach‘s abilities, but also trust in the 

teacher-coach relationship. 

Establishing a rapport based on trust will help the coach and teacher with creating 

a positive environment to work well together.  At Lincoln, Ozeama stated:  

I think the greatest strength of a coach is that they are able to be flexible 

and work with different teachers…It should be like a safe haven where 

you can really open up. Because if you feel like they‘re there to critique 

you or you feel like they‘re there to police you then you will not open up 

to them and get the help that you need. You‘re not going to want to 

receive their help. You‘re not going to want to tell them where your weak 

areas are. 

Ozeama believed that a relationship built on trust with the coach would create a positive 

interaction between the teacher and coach; the teacher could be more willing to work 

with the coach. Susie added to Ozeama‘s comments when she stated:  

Someone who wants the best for students and able to work well with 

people. I would want them to be committed to the success of every 

student, which means that no child will be left to fall between the cracks. 

Somebody who‘s dedicated, hard working, experienced, and will help 

teachers be better teachers. 

So in addition to relating well to others, Susie thought that being committed to the job 

was also important for coaches.  
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Participants were in agreement about the coaches‘ communication skills; keeping 

the lines of communication open was relevant to teachers.  Candi noted: 

I think that if done correctly, coaching can be very effective, but you have 

to have effective coaches. People who actually know their craft, know 

how to do it, know how to communicate with teachers, a people person 

who knows how to communicate with you effectively. You know just like 

we always have to teach the children how to communicate with one 

another, a lot of times you have people in these positions who don‘t know 

how to communicate effectively with teachers. And that‘s when it‘s hard. 

Candi felt as if she had encountered coaches in the past who were not good at 

communicating their roles and their expectations to teachers. 

Actual Duties 

Participants believed there are some duties actually required by coaches that 

teachers believe are imperative for coaches to perform. These duties range from what the 

International Reading Association (2004) or IRA would call high risk, such as entering 

teacher classrooms to co-teach or model instruction, to low risk, such as providing 

materials and administering assessments. Susie stated, ―I would hope that the coach could 

model lessons and do observations; because that‘s helpful and offer helpful feedback.‖ 

Some teachers go on to name a list of ways in which coaches should be involved.  Candi 

stated: 

Visiting the classroom, helping out in the classroom, coming to see if 

teachers need resources, pulling children, working with small groups, 



 

 69  

helping me implement different things. Giving me different ideas, literacy 

ideas and other ideas. Base it on instruction and impacting kids directly. 

That‘s what it should be focused on. 

Other teachers focused on the professional development aspect of coaching.  At Lincoln, 

Mandy and Ozeama experienced the instructional modeling and feedback coaches are 

intended to give.  Mandy reported: 

They should be able to be in the classroom directly impacting students, 

give professional development, provide materials and providing help 

where needed so we can improve teaching in the classroom.‖   

At Jackson, Nola‘s comments were in accordance with Ozeama‘s and Mandy‘s 

conception of coaching and professional development, but she also believed that coaches 

should manage the testing data. Nola mentioned, ―They can manage the testing data and 

they provide opportunities for professional development.‖ 

Although participants had their own ideas about the role of coaches, they did 

understand the duties put upon them by administration can be varied and can also take 

them away from many of the duties they were intended to perform.  According to 

Reading First guidelines, the coach‘s role should be defined by the school district or 

individual campus. Once the administrator and coach decide upon the coach‘s role and 

responsibilities, that information should be disseminated to the rest of the school 

community (National Center for Reading First Technical Assistance, 2005). Rene, a 

second-grade teacher, recalls a conversation she had with a coach. She said, ‖And she 

[the coach] mention at times to toe a careful line between really seeking to support us and 
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our needs as newer teachers and yet also trying to navigate the waters of administration.  

I really admire that. I don‘t know how she balances that.‖ 

Some other teacher participants realized that the coach could only do as much on 

their own as the principal would allow. Candi stated: 

I think it‘s how the coaches are used. How the administrators consider 

what they want them to do and what their job description is for them.   I 

think that the administration that we just had last year had planned for 

coaches to be in the classroom, helping, modeling, and pulling out 

students directly. Somehow, this year they were told not to be in the 

classroom, not to be pulling kids. It depends on not necessarily the coach 

himself, but what they‘ve been delegated as far as what their 

responsibilities. What they‘ve been delegated by administration. The 

delegation this year was at first you‘re not suppose to be in the classroom, 

all you‘re supposed to do is give teachers resources that‘s it, pretty much 

it, keeping up with data, making sure they turn in everything on time, but 

in the past coaches have done that. They have pulled out kids; have been 

in the classroom so this year is the first year we didn‘t have people coming 

directly into the classroom assisting in that manner.  So I think it has 

nothing to do with the type of coach you have, it‘s what their job 

description has been placed on them by the administration.   
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Clearly, Candi believed the administrators had the greatest impact on the duties coaches 

performed.  Although she was not content with the changes in the coach‘s role that school 

year, she recognized the lack of control the coach had in changing his responsibilities. 

Potential Duties 

Some participants had ideas about what coaches should be doing. They had 

conversations about possible duties the coach could perform in a conversation. Although 

coaches were intended to improve reading instruction by working with Reading First 

teachers, some participants wanted coaches to perform other duties that are not within the 

job description.  At Jackson Elementary, the teachers began to brainstorm duties that they 

would like to see coaches perform. Peggy and Rene discussed what they would like to see 

the coach do: 

Peggy:  For me, for a coach that would be the optimal thing someone who 

works both with the student and teacher. Then you get to see what the 

teachers are really dealing with. 

Rene:  Yes, I just think it‘s important that she does both. And so we‘re 

able to get that ―here‘s how I would try to present this with this student.  

Here‘s the modified instruction, here‘s the differentiation.‖  That helps so 

much. 

Peggy:  Yes, that‘s better than someone walking in and saying, ―I‘m not 

working with your kids, but here‘s what you need to do.‖ 

Peggy and Rene held the opinion that coaches can impact both teacher practice and 

student learning by working directly with both. Rene, a novice teacher, wanted to learn 
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more about differentiation for students.  At the same campus, Nola, a veteran teacher, 

considered another option for coaches. She added: 

Maybe the coach could run a lab where you have independent computer 

programs running. A set up of systems that would do one on one kind of 

reading, flashcards, sight words development with a group of kids just so 

you can catch that population of kids that just don‘t quite get it. They are 

in that gray area, but with a little bit of help and extra practice they can 

make that jump… I would like to see  (even if there wasn‘t) a lab set up 

for students who are right below the fiftieth percentile maybe have a study 

hall for those kids who aren‘t reading could maybe turn in a reading logs, 

have place at lunch time to just go in there and just read or work with a 

tutor. If the lab had a tutor, those kids can get their reading time in and 

time to do flashcards with sight words. 

Nola accepted that the coach could not help all children, but thought that having a lab 

would allow them to be available to a greater number of struggling readers who could 

benefit from the help. Nola went on to discuss with Peggy another possibility for the 

instructional coach‘s responsibilities. Peggy remarked: 

Having another adult in the room to help with small groups would make a 

difference.  It‘s never been done to my knowledge. 

Nola: Maybe if they [coaches] manage a group of parent volunteers or 

even some high school kids who need to do community service. They can 

come in and put in some hours. 
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Both Nola and Peggy wanted extra assistance in the classroom.  The believed that the 

coach could provide training for classroom volunteers and/or coordinate the volunteer 

effort. 

The teacher participants from each school stressed the importance of the coach 

knowing the student population they are serving. Candi stated:  

Bring something that you have studied that you know works. You get stuff 

that they‘ve given to us that they did in another area where the kids are 

coming from a totally different demographic, a totally different reading 

level, they have a totally different ability.  We‘re dealing with kids who 

are behind; their reading levels are behind.  I had a lot of kinesthetic 

learners.  And you bring me something that requires them being able to 

read something. I need you to bring me something that has visuals, where 

they can touch it, they can feel it, and they can experience it so they make 

the connection.  You‘re bringing something that‘s totally not what I need.  

So we need coaches to be knowledgeable of our kids learning styles and 

how they learn. Bring us materials that are ready to go.  It all goes back to 

them being knowledgeable about that, if you‘re a reading coach then you 

need to be knowledgeable about reading and the methods that teach these 

children how to read. Our school is rated AU. You have to be willing to 

work with the kids, not just the teachers. They should be in the trenches 

with the teachers helping out…Especially, teaching children of poverty 

how to read and how to work on those skills. 
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Having experience with and knowing how to work with kids from low SES homes was 

critical to Candi.  She thought if coaches knew what to expect from this subgroup of 

students, they could more effectively help teachers address academic issues. One teacher 

even believes it is best to appoint a teacher from their own campus as a coach, because of 

that teacher‘s familiarity and experience with the student population at the school. Peggy 

noted: 

All our coaches use to come up through our faculty.  Now it‘s my 

understanding that downtown had interviews and a coaching pool and they 

assign coaches from downtown out to different campuses.  That concerns 

me because what if it is somebody who doesn‘t know my kids and our 

area.  We don‘t have a big learning curve here for teachers, coaches, and 

administrators. You‘ve got to hit the ground running. And know parents, 

as a coach just not knowing the social dynamics of our campus, I think 

you‘re going to lose a lot of time.  

Due to campus demographics, teachers at both Title I schools felt it was necessary for 

coaches to be familiar with the student population.  They realized that having prior 

experience with the school population being served would better allow the coach to help 

create learning experiences that would closely fall in line with the learning styles of the 

children and teachers.  

From modeling instruction for teachers to serving as interventionists, teachers 

believed that coaches should perform a myriad of duties for their local campuses.  Some 

of the duties and responsibilities teachers mentioned were set forth in Reading First 
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guidelines, but other duties were not such as classroom volunteer coordinator, 

interventionist for groups of students, and managing a reading lab for students to come in 

and practice reading skills.   

At both schools, teacher participants thought classroom observation was an 

important aspect of coaching.  Teachers believed that once coaches knew the classroom 

environment and teaching styles, they could suggest a variety of strategies in working 

with students that were not prescriptive, but context-specific.  Kindergarten teachers at 

both schools wanted to work with coaches having varied teaching experience at different 

grade levels.  Participants at both schools also stated that they looked for similar qualities 

in an instructional coach, such as flexibility and knowledge of the school context or 

population. Lastly, most teachers at both sites wanted to see the coach serving as an 

interventionist for students, not just teachers. 

Responses to this question also differed between sites.  Lincoln participants 

believed coaches should be able to apply their knowledge, especially their knowledge 

about the TAKS test.  They mentioned wanting what is best for students as a desired 

quality in a coach.  Finally, they mentioned relationship-building qualities, such as 

trustworthiness and communication, while at Jackson, words like ―accommodating‖ and 

―perceptive‖ were used. 

Research Question Two 

What changes do teachers perceive in their practice as a result of coaching? 

 According to Calderhead (1986) teaching practice occurs in three phases: 

preactive, interactive and postactive. Some degree of flexibility is required in each phase 
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to be successful at instructional decision-making.  Although experienced teachers 

generally do a better job in all three phases than novice teachers, Costa and Garmston 

(1985) believe instructional supervision is necessary for all teachers to better create 

reflective practice and thus change instructional decision-making. If teachers are 

provided a quality experience with coaches in each phase of instruction, they would have 

the ability to change the way teachers planned and prepared lessons, the way instruction 

is revised when lessons are delivered, and change the way objectives are covered.  Some 

participants perceive a significant change in their instructional practice due to coaching, 

while others had only experienced minor changes.  Although the degree to which change 

in teacher practice varied, most perceived change in areas such as lesson planning, 

instructional delivery, managing materials, and testing data.  Like the teachers in 

Calderhead‘s study, the teachers‘ responses to research question two in this study may be 

categorized in the same three phases. 

Preactive Phase 

In the preactive phase, coaches could be involved in student grouping decisions, 

classroom arrangements, stating learning objectives, suggesting instructional activities 

and resources to be used, and how student understanding could be assessed. Coaches are 

effectively involved in the lesson planning process for some teachers.  This is the phase 

in which instructional ideas are generated and chosen to address an instructional goal. 

Alternative approaches and ideas can be presented and discussed just in case students do 

not respond to a certain approach. Ozeama stated: 
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The coach meets with us to do lesson plans. In the past, lesson plans have 

been a big issue for me. So it has helped a lot. We come up with activities 

to address the TEKS (state standards) for that week. 

Clearly, Ozeama believed that the coach‘s efforts to help her improve her lesson planning 

were both beneficial and welcomed. 

Nola, a veteran teacher, reflected on past experiences with guided reading lesson 

planning with the coach. She believed the coach‘s experience with the current reading 

resource she was using was valuable in assisting her with lesson planning. Nola 

commented: 

I think the coach last year was more familiar with the Open Court series 

that first graders used and that kind of helped me to know what to expect 

in the guided reading groups and what to use. 

In this case, the coach‘s interactions with Nola (in regard to informing her about specifics 

related to lesson planning in the Open Court reading series) assisted her in collecting 

resources and using them effectively to teach her students. 

 Not all teachers perceived a quality interaction with coaches in the area of lesson 

planning. At Lincoln Elementary, teachers discussed their experience with lesson 

planning with coaches. Susie perceived only a surface level of change in her planning 

with the coach. She stated: 

It keeps me on schedule and it makes me use the reading program more 

than I normally would. We have to collaborate on weekly lesson plans 

with the coach and our grade level team. We have to list activities that we 
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will do that go along with the focus. It really just focuses on 

comprehension skills. 

While Susie seemed to minimize the importance of working with the Reading Coach in 

her planning, it seemed that collaborating with the coach and the rest of the grade level 

team to brainstorm activities to support the teaching of comprehension skills was helpful.  

Some teachers believed that, while the coaches were present during the lesson 

planning process, they did not contribute as much as they could have. Candi remarked: 

What coaches would do is they would meet with us, they would give us 

lesson plan templates and say ―Let‘s go ahead and plan the lesson you‘re 

going to do this following week, ―but really the teachers would sit there 

and plan it, but they would just make sure you turned it in. They would see 

what you have, then go back and critique it.  Then they give you 

something back saying ―I didn‘t see this in your lesson plans.‖ 

Candi felt the coach was not actively involved in the lesson planning process. She 

thought they were just there to supervise the process and not take an active role in it. 

Mandy agreed with Candi, but Mandy believed that administration played a role in how 

coaches were able to interact with teachers for lesson planning. She stated: 

The more pressure administration brings down on coaches, the more they 

put on us.  You know it rolls downhill.   For us, we would receive 

information and we would be like ―Okay what do we do with this?‖ and 

they [the coaches] didn‘t know what to do with that so we just kind of 

took it and did the best we could with it. 
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While Mandy believed that the administration had clouded the coaches‘ work with 

teachers, she did suggest that there was a benefit in the coaches collaborating with the 

teachers to determine the administration‘s intent. 

Two characteristics of the preactive phase that were in effect at both schools were 

being provided with materials, and being given directions for classroom arrangement. All 

teachers agreed that coaches provided them with resources and materials that they would 

not have had otherwise. Candi mentioned, ―They drop off materials, drop off books, but I 

never had anybody come in my room and model a lesson.‖  This statement suggests that 

Candi appreciated access to resources and materials, but also desired a more meaningful 

professional relationship with the coach. Teachers also agreed that classroom 

arrangement seemed to be important because of their perceptions of increased walk-

through observations. Because of periodic school district walk-throughs on campuses by 

upper -level administrators, a district walk-through checklist was created for all teachers. 

The checklist was a nonnegotiable list of things to be posted on the walls and occurring in 

the classroom (Appendix C). 

Interactive Phase 

During the interactive phase of instruction (when the actual act of teaching is 

taking place), teachers must be able to make instant decisions.  Research findings suggest 

that coaches have a great window of opportunity to change teacher instruction at this time 

through modeling and providing feedback. Broemmel (2006) believes in the importance 

of novice teachers being mentored by experienced teachers to make the best instructional 

choices.  As newer teachers become more experienced and increase their knowledge 
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base, their beliefs will change along with practice. As a third-year teacher, Mandy 

reflected on her experience as a novice teacher just years before this current study, and 

how the coach was instrumental in changing her practice during the interactive phase 

when she stated: 

In previous years it was a lot different.  I worked together with the 

Reading First coach a lot to help me improve my teaching, my instruction. 

She came in and gave feedback on my classroom management, provided a 

lot of information on professional development and instructional 

materials. 

Mandy went on to say that due to the dwindling presence of what she perceived to be 

―true coaching‖ in her classroom over the years, currently her instructional decisions 

have not been influenced as much by the coaches as in past years.  Candi expressed her 

frustration in not having a quality instructional interaction with the coaches, because they 

thought she did not need it.  She complained: 

If you are considered a strong teacher you don‘t get that much support, not 

that you don‘t want it. I guess they‘re just spending that time on somebody 

else.  So you understand, I really haven‘t had that strong coaching 

experience.  I just can‘t really say I have.  I wish I could say that [in] my 

first year [of teaching], people came in and observed or modeled for me 

and did all of this, but I didn‘t have it my first year.  I didn‘t have it my 

second year.  
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Candi understood the administration and coaches believed she was a strong teacher. 

However, she suggested that she had insecurities and would have appreciated a 

mentoring relationship with the coach. 

One new teacher who seemed to be supported by coaching shows further 

representation of the interactive phase at Jackson Elementary. Bleu, a third-grade teacher, 

recalls a time when he presented a lesson he had prepared for his annual teacher 

evaluation while the coach observed.  The coach gave him points to improve upon and 

recognized his strengths. During the interactive phase, veteran teachers at Jackson 

Elementary felt empowered to try new things. Peggy stated:  

Our current reading coach is real big on writing so we made that [a 

priority for me and my students].  Now we do a much better job on my 

interactive message board and my students are writing better. The Open 

Court program does not fulfill needs in writing.  The current coach‘s 

strength is writing. I think she did some research on it for her national 

board certification process.  I feel like my [writing] program has really 

taken off this year in that regard and that‘s something I‘ve always wanted 

to do. 

As an experienced teacher, Peggy knew she needed more strategies to use for her 

interactive writing lessons, because the current language arts program was not helping 

her meet the writing goals she had for students.  So the coach modeled various writing 

lessons for her; now she feels even more confident in her ability to teach kindergarten 

students how to write.  
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After given ample time to reflect on her practice, Nola, the veteran first-grade 

teacher at Jackson, reported: 

I don‘t want to be in that position to say I haven‘t learned anything new.  

I‘ve learned Reading a-z; I‘ve learned different strategies for modeling 

vocabulary for the kids.  I learned to have kids interact with the 

vocabulary and getting them to spell using different motions. Just getting 

the Text Talk materials from the Reading First coach was a big help in 

knowing when to ask questions, what kinds of questions, building on 

higher level thinking skills with first graders.   Sometimes we think they 

couldn‘t do [a particular skill], but they can and just using accountable talk 

questions — those are some things I‘ve learned since I‘ve been here and I 

appreciate that. She [the Reading First coach] gave the materials and 

provided some of the professional development along with the Reading 

Technical Assistant. 

At Lincoln Elementary, Ozeama felt empowered to integrate social studies and language 

arts instruction with the help of the Reading First Coach. She stated: 

The coach got the materials I needed.  I used a lot of the Time for Kids 

CDs where they have the communities and the different homes that are for 

social studies.  He [Reading First Coach] did social studies.  It was reading 

and social studies. I taught them together. He did a lot of good stuff with 

us. 



 

 83  

Prior to working with the Reading First coach, Ozeama devoted little time to planning for 

and teaching social studies.  Through her work with the coach, she found new ways to 

make social studies a focus of her literacy instruction. 

Postactive Phase 

The postactive stage helps determine how successful the instruction has been in 

meeting the intended goals (Costa and Garmston, 1985). It is an easier stage to 

accomplish. Within in this phase, teachers are supposed to reflect on the lesson delivery 

and student outcomes. This phase is usually driven by test scores, student projects, or 

work completed and looking back on student conversations or interactions with peers.  

Nola believed that coaches ―were helpful in helping us read through the testing data, the 

Texas Primary Reading Inventory data, helpful with grouping students, and helpful with 

resources.‖ Some teachers expressed discontent within this stage of teaching. Candi 

discussed: 

Instruction used to be more data driven and not just implementation.  I 

think that a lot of what they did this year was documentation. Being an 

Academically Unacceptable school, they had to have documentation that 

this [various strategies and plans the school had to put in place due to their 

low academic rating – a part of the plan was changing teacher planning 

and lesson format] was being implemented. They didn‘t care if it was 

really implemented, because they didn‘t come to our classroom that often. 

They just needed the documentation of ―I gave them this new format and 

it‘s what they should be following.‖  They want to see lesson plans the 
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same on each grade level, but didn‘t think about student data, their 

individual needs and lesson differentiation from class to class. 

Candi saw a lack of attention to student data and the students‘ individual needs during the 

postactive phase. 

Bleu responded that he desired the lesson development interaction with coaches 

be a complete process. He stated, ―I like to have coaches model a lesson, but I also want 

them to follow up on that model.  If there is an assessment that goes with the lesson and 

there is a specific way you give that assessment, then I would like to see that modeled as 

well.‖ Although the postactive phase should be easier to accomplish, some teachers were 

not satisfied with the lack of discussion about assessment and results.  They understood 

that the reflective aspect of the postactive phase had not been accomplished, while 

several teachers reported on preactive and interactive aspects of instruction. 

Overall, there are some differences and similarities in how teachers responded to 

this question.  Within the preactive phase of instruction, both Lincoln and Jackson 

teachers reported lesson planning with the instructional coach.  However, participants at 

Lincoln reported consistent lesson planning with the coach across all grade levels, 

whereas at Jackson the teachers did not. In addition, some teachers did not find lesson 

planning helpful at Lincoln because planning requirements kept changing due to 

directives from administration.  During the interactive phase, some teachers at both 

schools reported lesson observation by the coach.  At Lincoln and Jackson, the 

kindergarten and first grade teachers reported being observed by the coach on a regular 

basis.  The third grade teachers at both schools differed in their experiences with the 
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coach.  At Lincoln, Candi felt she was not served by the coach because she was an 

experienced teacher.  However, at Jackson, Bleu was a newer third grade teacher and 

mentioned receiving help during this phase.  For the postactive phase of instruction, both 

campuses gave little information in this area.  In Bleu‘s opinion, this was the area in 

which the coach was lacking. 

 

Research Question Three 

Which components of coaching do teachers believe they benefit from most? 

 The National Center for Reading First Technical Assistance (2005) uses seven 

active verbs to describe the components of coaching: guide, mentor, support, facilitate, 

interpret, analyze and organize.  Coaches are supposed to be actively involved in 

improving reading instruction on their campuses by regularly interacting with teachers 

and providing feedback and guidance in a non-threatening manner. Believing that 

coaching looks different in different settings, Dole and Donaldson (2006) suggest three 

major roles coaches must play within all schools  to improve teaching practice, work in 

classrooms, and possess a reliable knowledge base.   

According to Dewey (1938/1998), a good education is dependent upon the quality 

of experiences provided for the learner.  Therefore, educators or coaches are responsible 

for providing teachers with experiences that are immediately valuable. Dewey 

(1938/1998) suggests that the experience of the learner is only as beneficial as its effect 

on the present.  According to interview responses, some teachers in this study believe 

they have benefited in various ways from their interactions with coaches. Dewey‘s theory 
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is that the experience of the learner (the teacher in this case) is a result of continuity and 

interaction. Continuity refers to how each experience a learner has will affect how the 

learner will view future experiences and present experiences are an interaction between 

the past and the present circumstances. Dewey‘s theory of experience was used to 

consider the teacher responses to this research question: Which components of coaching 

do teachers believe they benefit from the most? Teacher responses in this area can be 

organized in three categories: continuity, interaction, and knowledge. 

Continuity 

 To most of the teachers on both campuses, the coaches‘ consistent presence in the 

classroom was important. Rene stated, ―A good coach has a consistent presence in the 

classroom.  She knows the specific needs of the students.  She may not be in there every 

day, but it‘s at least once or twice a week, even if it‘s ten minutes.‖ Rene learned much 

through her past experiences with the coach, and believed if the coach made regular 

appearances in classrooms, they would have a better idea of the instruction happening in 

them.  She appreciated the time that the instructional coach spent in her classroom. Susie, 

the bilingual first -grade teacher, also wants a constant coaching presence in the 

classroom. Although she did have the opportunity to lesson plan with the coach on a 

weekly basis, she did not feel she was getting her desired level of interaction with the 

coach for various reasons. She commented:  

The only coach here for the lower grades is the Reading First coach.  He 

facilitates discussions and meetings. There were weekly meetings where 

he was present. We discussed what we were [going to be] doing next 
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week. He keeps us on track, on schedule. He makes sure we follow the 

plans and we‘re all doing the same thing on our grade level. It can be 

helpful for organizing… They consistently help beginning teachers. I 

haven‘t got very much support not because coaches are lazy, but because 

they are busy with other teachers. All the attention and resources focus is 

on TAKS grades as well. 

Susie acknowledged the benefit of planning lessons each week with the coach, but she 

believed that because she was a more experienced teacher and was not teaching a 

standardized testing grade that she did not get the interaction she wanted with the coach. 

Overall, she understood the interactions with the coach were positive ones. At Jackson 

Elementary, Nola shared the same sentiment, but also indicated an even lower level of 

interaction with the coach. She mentioned:  

We haven‘t had the access to the coaches at the lower grades.  If I need 

them I know I can call them, but they don‘t willingly come into the lower 

grades frequently other than to remind you that this is due or the testing is 

due or report is due. Other than that we don‘t have much interaction with 

our coaches. 

Nola knew that because she was teaching first grade and her students would not be taking 

the TAKS test the coach was not consistently present in her classroom. She understood 

that the instructional coach spent more time in grades 3, 4, and 5 in preparation for the 

state‘s standardized content test. 
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In addition to assistance with lesson planning, consistent modeling, observation, 

and feedback are components of coaching that teachers felt they benefited from the most. 

Teachers felt they could benefit from coaching in these areas in the future. The majority 

of teachers at both schools believed coaches should regularly visit classrooms to perform 

those duties. Susie stated, ―I only had two experiences with coaches that were very 

useful.  In my previous school, the coach observed and made a transcript of my lesson 

and the Reading First coach modeled a read aloud here.‖  She realized how the 

observation and modeling encouraged her to reflect on her instructional practices.  Before 

coaching, she did not know that she repeated herself so often during lessons. She changed 

the way she delivered lessons and conducted read alouds by interacting more frequently 

with the students.   

Rene, the novice teacher a Jackson Elementary, discussed her desire to have 

lessons modeled for her. She reported: 

I think I would like to see them more in the classroom.  I know that it is 

difficult. They do wear many hats and they are pulled in many directions, 

but I think it‘s hard when you‘re not in the classroom seeing lessons 

taught. It‘s really difficult to get an idea if you are improving if they are 

not there. There‘s not enough follow-through… I think I would like to see 

them in the classroom a little bit more providing alternatives with center 

activities and different vocabulary activities. 
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Rene realized the workload that coaches possess, but felt the need for more instructional 

leadership and follow-through in lesson design, and lesson delivery. Bleu agreed with 

Rene, but also stressed the assessment component in lessons modeled.  Bleu explained:  

I think too, I like to have the coach‘s model, but also kind of follow up on 

the model. For instance when you model something you start off good, but 

there should be follow through.  If there is an assessment that goes with 

that lesson and there is a specific way you give that assessment, then I 

would like that modeled as well.  So it‘s a complete cycle instead of just 

starting it off. 

Bleu does admit that the coach has modeled lessons for him in the past, but not as often 

as he would like.  From the modeled lessons he has seen, he felt they were often 

incomplete and he would have benefited from a more thorough lesson presentation with 

the assessment and with teacher feedback based on the assessment.  

 Mandy, the third-year teacher at Lincoln, compared her first year at the school as 

a novice teacher who received ample assistance from the coach to her current experience 

with the coach. Mandy reflected:  

When I first came here, the Reading First Coach really helped me out a 

lot, especially with my classroom management. I‘m kind of disappointed 

with the way things are going this year.   Just basically, the guidelines that 

have been given this year as far as how they can help us has restricted 

them from being able to help in the classroom. 
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Clearly, Mandy was frustrated with what she believed was a lack of a coaching presence 

in her classroom this year, but also understood the reasons behind the lack of classroom 

interaction. She believed the coach was given duties by administrators that kept him 

occupied in other areas.  Like many of the teachers mentioned here, the continuity of 

experience with the coach was interrupted, which lowered the quality of future learning 

experiences with them. Mandy misses the helpful interactions and the benefits she had 

enjoyed previously with the instructional coach. 

Interaction 

Teachers also stressed the importance of coaches interacting and establishing a 

good working relationship with teachers by being supportive and trustworthy and through 

positive communication. The National Center for Reading First Technical Assistance 

(2005) stresses the importance of good communication skills that allow coaches to be 

responsive to the needs and concerns of teachers and inform the administrators. As 

mentioned earlier in this chapter, there are three levels of involvement at which coaching 

can occur, from level 1 being low risk to level 3 being high risk. Level 1 allows coaches 

to create a basic level of trust by offering a general level of support to teachers. Ozeama 

appreciated the basic level of support from the coach at her school when trying to meet 

assessment goals and deadlines. She stated: 

He comes in while I‘m doing TPRI [Texas Primary Reading Inventory] or 

doing a test. He‘ll come in and read a story aloud to them.  He‘s not in the 

classroom a whole lot because he has other responsibilities, but he‘s been 

a good coach. I think it starts with the staff, staff help.  You know how it is 
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as a teacher when there‘s a full classroom and somebody comes in there 

and helps you out. That‘s why they take this group over here and read to 

them. Then it enables you as a teacher to work with one kid. 

Although the coach was not doing higher risk activities such as co-teaching or lesson 

modeling in Ozeama‘s classroom like he had done for her in the past, she appreciated him 

not only insisting that she get the assessments done, but enabling her to complete the 

assessments. The coach actively became involved in assisting her with the process by 

instructing her class so that she could administer the required reading assessments to 

individual children. While this was considered to be risk level 1, Ozeama still found it 

helpful.  

Nola believed that she also benefited from level 1 interaction with coaches. She 

expressed,  ―Reading First coaching affects my practice because it gives me more 

materials to work with, lots of materials and books to use with the groups.‖ She believes 

the materials she received assisted her instruction, but she also believed in good 

communication that establishes trust. She stated, ―Coaches need to be open to listening 

and providing strategies particularly with new teachers and supporting them.   So that 

you‘re looking to solve problems and not report problems.‖ Concurring with this 

statement, Rene commented, ―I just want to know [that with] the concerns I have, 

problems I‘m facing I‘m going to be assisted. I‘m not going to be reported on.‖ These 

teachers had heard of coaches reporting back negatively to administrators about teachers‘ 

instructional practice in their classrooms. They wanted coaches to be more proactive in 

solving problems before they arise. They also believed that every challenge or struggle 
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that teachers were having with instruction should not be reported back to administration.  

Bleu added to that sentiment. Believing that coaches should be positive communicators, 

he stressed that their instructional advice should be thorough and constructive. He 

remarked: 

It needs to be a positive coaching presence and if it‘s the type of coaching 

presence that just says, ―Here is this new resource to use.‖ I don‘t know if 

that necessarily benefit me as much as the resourceful one who can come 

in and model how to use it, then help you see where you are and what you 

need.  They come watch you and give positive feedback. 

Being a second-year third grade teacher, Bleu desired an increased level of coach 

involvement. In his opinion, just providing resources without modeling them or giving a 

complete explanation about how they should be used did not benefit him. The resources 

only benefited him when the coach would take the time to show him how to use them in 

the classroom.  

Candi, an experienced third-grade teacher at Lincoln, perceived a low level of 

interaction with the coach. She declared: 

I think a lot of times if you‘re considered a strong teacher you don‘t get as 

much support even though you should get the same amount of support.  

They should still come in [to the classroom] and see what you need.  So as 

far as [providing] supplies and materials and doing stuff like that he was 

fine, but I guess he always thought that I had everything under control 
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with instruction so he never really came into my classroom to model, 

observe or assist with the kids. 

Candi did not feel supported. As an experienced teacher, she felt that she did not establish 

the desired relationship with the coach, because they infrequently interacted or 

communicated with one another.  

One aspect of communication that arose during the interviews with participants at 

Jackson Elementary was the clear and accurate communication between the coach and 

administration about campus instructional expectations. The success of the Reading First 

program depended upon the interconnectedness of the instructional leadership team, 

which was usually comprised of the campus administrators, the coach, or other faculty 

and staff. The team should outline a clear and distinct vision for their campus concerning 

reading instruction. Insufficient or conflicting communication about campus expectations 

between the coach and administrators can cause confusion amongst teachers and be a 

barrier to program implementation. At Jackson, the teachers generally reported 

conflicting information coming from coaches and administrators. Rene explained: 

I think for me, I know because of the goals and their [the coach‘s] 

requirements to report back to the administration, it can‘t be this perfect 

nonevaluative thing.  I‘ve come to accept that.  But it bothers me when 

you‘re okay with the coach and they tell you ―Here‘s what we want you to 

do and here‘s how to do it,‖ but administration comes in and says ―I don‘t 

want it done like that.‖  I have been surprised with that.  Where the coach 

says it‘s fine but administrator says not so much. 
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Rene was bothered by her own confusion, when there was a lack of communication 

between coaches and administrators because she was not sure whose opinion she should 

trust  the coach or the administrator. Because of the confusion, Rene, a new teacher, 

was somewhat paralyzed in her instruction. Nola recalled a specific instance during 

which she received discordant information from the coach and the assistant principal 

about guided reading. She remembered: 

Well I had both of them observe my guided reading group to see if I was 

on the right track. After 32 years of teaching, the administrator thought I 

was on the wrong track. She thought the format and delivery of my lesson 

was not right.  The Reading First coach came in to observe one of my 

guided reading lessons and reassured me that it was okay. 

In this instance, Nola appreciated the coach‘s input because it reassured her that she was 

correct in her lesson delivery. She just wished that the coach and the administrator had 

discussed guided reading lesson expectations before she received the negative feedback 

from the administrator. 

The instructional leadership team at Lincoln, normally referred to as the 

instructional cabinet, had also made campus instructional decisions that created mistrust, 

because teachers were not part of the decision making process. Susie reported:   

These people only work with adults and never work with students and they‘re on 

the cabinet.   And then there are people who work with the students and they 

cannot be on the cabinet if they‘re working with students.  Their input can‘t be 
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included and so it‘s kind of like anyone who works with a kid cannot voice an 

opinion to the cabinet. 

Teachers at this campus felt that not allowing teachers to make campus instructional 

decisions along with coaches and administrators within the instructional cabinet created 

disconnection between the instructional cabinet and teachers. 

Knowledge 

The National Center for Reading First Technical Assistance (2005) directly states, 

―Reading First coaches will enhance their knowledge and expertise in scientifically based 

reading research (SBRR) to improve reading instruction and students‘ reading 

achievement (p. 1).‖ Effective coaches should not only attempt to build a teacher 

knowledge base about effective reading instruction, but should also attempt to 

continuously build their own bank of knowledge of reading instruction. To effectively 

build teacher knowledge, teachers must view coaches as knowledgeable resources. One 

way to affect teacher views and level of knowledge is through professional development.   

The participants at each school believed that the coach conducted professional 

development in some form.  Some were deemed helpful and others were not.  Ozeama 

recalled, ―They were pretty helpful. They give you reminders of strategies you already 

learned when you were in school. It‘s kind of like a refresher.‖ Even though Ozeama 

knew she had learned the information from the professional development in the past, she 

felt that it was a helpful reminder of what she should be doing in the classroom. 

However, Susie acknowledged that the professional development sessions conducted by 

coaches were helpful to her when they built new knowledge. She commented: 
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Some professional development events have been pretty good. I took one 

called grapho-phonemic awareness. I enjoyed it the first time, but then we 

were required to take it at least one more time. It was information that I 

already knew. Some were helpful and some repetitive, not useful.  At the 

beginning of the year, there were a lot of staff meetings where various 

coaches were assigned a topic by an administrator.  For example, one 

would do something on guided reading, another one on vocabulary 

instruction and the other on questioning strategies.  They weren‘t well 

planned. It was just to keep staff there. I think that says more about 

administration [wanting to fill time] than it does about coaches [and their 

ability to guide effective professional development].  

Susie‘s comment indicated a need for relevant training.  She felt that sometimes teachers 

were required to attend professional development not because they needed it, but because 

campus administrators wanted to document and report to the school district‘s central 

office that it had been done. 

 At Jackson Elementary, teachers reported favorably on the on-site Reading First 

professional development with coaches. Although Nola believed that most of the training 

was testing related, she thought that it was helpful.  She stated: 

Most of the professional development held here had to do with the testing, 

TPRI, it was very helpful as far as knowing when to jump into the testing, 

and how they calculated who was going to be in the tiers.  She could 

answer any question, such as if any new kids came in and they didn‘t have 
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any data, should I test them?   Where can I get the data from their old 

school?  So, that was helpful. 

Nola appreciated the coach‘s knowledge in the area of testing.  She found the information 

she learned to be relevant. At the same school, Peggy reflected on the relevance of on-site 

or campus-level professional development. Then she began to compare the relevance of 

Reading First campus level professional development to district-wide professional 

development. Peggy explained:  

The professional development at my school is great. They address the 

needs of particular teachers and know the kids.  But the big ones are not so 

good.  I know they have to do them, but after how many years have we 

had Reading first. Five years, six years. I‘ve got it down. 

Peggy found that when campus coaches conducted the trainings on site, it was more 

relevant and less repetitive. Moreover, in terms of relevance, she stressed that coaches 

should possess knowledge of reading instruction, and also of state standards and diverse 

student populations. Peggy later remarked, ―You have to know what‘s at the end of the 

road and how you get one group of kids there and it will be different every year.  The 

groups change each year.‖ Acknowledging that different teaching methods would reach 

different groups of kids and the importance of fulfilling state and local instructional 

standards and expectations for students, Peggy‘s comments started a conversation among 

her newer colleagues.  Rene stated: 

And that‘s been rough for me as a new teacher. Really not feeling like I 

had a good sense of what‘s here and what I really need to be shooting for.  
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But now I get that, although it‘s the end of the year.   I‘m thinking, ―Oh 

we really should have hit this and this and this for our benchmarks.‖  I 

think I‘m realizing what the students need to know for the next grade 

level. 

Rene believed that she did not have sufficient knowledge about the state content 

standards, so she felt some sense of being lost without direction on how to use the 

standards. Bleu commented: 

And that is something that the coaches would want to ideally outline for 

us. That did happen at the beginning of the year, at least at my grade level, 

but then you need to follow up to make sure we are doing what we are 

supposed to. 

Bleu wanted to be better acquainted with the state standards and the correct way to use 

them.  

Traditionally, low SES minority schools do not fare as well on standardized tests 

as other high SES majority white schools. Being at a low SES minority elementary 

school that scored below state level expectations, the teachers at Lincoln believed the 

coaches‘ level of knowledge concerning the TAKS test was important.  Candi was 

especially concerned about one past reading coach‘s knowledge at her school. She 

explained: 

She is totally new, coming from a totally different state and not knowing 

anything about Texas, about TAKS, not knowing anything about our 

accountability-rating situation here.  It‘s hard when someone is coming 
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out from a different state where they had different procedures and 

different rules and different tests. And then you have a campus that you 

are supposed to be servicing, that really needs your support and 

knowledge base in TAKS. 

Ozeama agreed with Candi‘s view, realizing the importance of the TAKS test: 

They [the coaches] need to have experience with TAKS and the upper 

grades. I am concerned about the upper grades because we are an AU 

(academically unacceptable) school because of reading scores. 

Ozeama, Candi, and the other teachers at Lincoln expressed a clear concern about the 

TAKS test. They wanted the coach‘s knowledge of the test to be of assistance to all 

testing grades 3 through 5. The teachers believed the coach should have a high degree of 

knowledge about the test. 

Although teachers at both campuses felt they could benefit from a variety of 

instructional activities performed by coaches, such as lesson observation, lesson 

modeling, lesson feedback and follow-through, assistance with students and instructional 

materials, the teachers wanted to see more.  The teachers wanted to experience higher-

risk interactions with the coaches more often. All participants seemed to report lower 

level activities by coaches on their campuses.  Lastly, participants also wanted to see 

clear communication among teachers, coaches, and administrators. Teachers respected 

the knowledge of coaches, but some would like them to have a more relevant knowledge 

base that falls in line with the student population they are serving.  Teachers at Lincoln 

were concerned about the coach‘s knowledge of the TAKS test, while teachers at Jackson 
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preferred coaches to have knowledge about various teaching standards at each grade 

level.   

Teachers at both campuses wanted to experience relevant professional 

development. When coaches conducted professional development outside the classroom, 

teachers at Lincoln thought it was repetitive.  The teachers at Jackson believed that on-

site professional development at the campus was best for their campus because it 

addressed their specific issues.  Thus, teachers believed coaches should have knowledge 

and skills beneficial to the school context in which they work. 

Research Question Four 

Do teachers perceive a relationship between student learning and coaching? 

Since classroom instruction is by far the strongest predictor of student 

achievement, making a concerted attempt to improve teacher instructional capacity is 

imperative.  Professional development through coaching is intended to be a catalyst for 

increased instructional effectiveness and thus increased student learning.  Research has 

shown that student learning is improved when teachers participate in professional 

development that is followed by implementation and feedback from coaches in their 

classrooms (Joyce and Showers, 1988).  In the Reading First program, instructional 

coaches are supposed to guide and support K-3 teachers in implementing reading 

instructional strategies and programs supported by scientifically based reading research 

(SBRR).  Although by the Reading First definition of coaching, instructional coaches 

have an indirect impact on student learning, this part of the study sought to answer what 

teacher perceptions were of student learning as a result of coaching. 
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Even though some teachers were not satisfied with their level of interaction with 

the instructional coach, there were some who believed that coaches had some impact on 

student learning.  The responses that the teacher participants made were divided up 

according to the five components of reading, which are deemed most important in 

teaching students to read by Reading First and the National Reading Panel (2000).  In 

answering this research question (Do teachers perceive a relationship between student 

learning and instructional coaching?), the participants also voiced some concerns about 

the impact of instructional coaching on student learning. In the concluding segment of 

this section, I discuss participant concerns about the challenges to student learning.  

Phonics and Phonemic Awareness 

 Phonics is the sound symbol relationship between the letters in the alphabet and 

the sounds they make.  Phonemic awareness is the ability to hear and manipulate sounds 

in spoken syllables and words. According to the National Reading Panel (2000), 

phonemic awareness and letter knowledge are the best predictors of student success in 

reading within the early years of instruction. The Reading First program recommends 

systematic and explicit instruction in both phonics and phonemic awareness. Each 

Reading First campus in the school district where this study took place were required to 

use Scott Foresman Reading program or the Open Court series for core reading 

instruction.  At Jackson Elementary, Nola used Open Court and was quite content with 

the progress her students had made that year. She appreciated the assistance of the coach 

in helping her become more competent with the Texas Primary Reading Inventory 

(TPRI) and using the data from it to make instructional decisions.  TPRI is an assessment 
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of phonics, phonemic and phonemic awareness and fluency that can be given to students 

in grades K through 3. Nola stated: 

Oh I have, all of them have made at least a four level jump in DRA 

[Diagnostic Reading Assessment] levels.  Now, last year that was a 

different group and a different coach as well, but they did well too. The 

professional development sessions were helpful in helping us read through 

the testing data, the TPRI data, helpful with grouping students, and helpful 

with resources. The coach gave lesson suggestions with read alouds, 

phonics and guiding reading. Basically, I would ask questions about books 

or whatever came to mind and get ideas from her [the coach]. 

 Although she is a veteran teacher, Nola obviously had conversations with the coach that 

she believed played a part in her students‘ progress and improvement.  

 At Lincoln Elementary, Ozeama felt student progress was slowed because the 

coach encouraged her to follow the core reading program and the pace at which it 

introduced new letters to children. She noted: 

Well…to be honest with you, it actually slowed progress down. You know 

a lot of times just because people are teaching kindergarten, people think 

that they cannot move progressively, so in some ways it has helped a lot, 

but as a far as the beginning of the school year, they were saying ―Oh you 

can not teach the kids this, stick straight to the Reading First guidelines.‖ 

The Reading First guidelines says one letter a week, but if you teach a kid 

one letter a week that means that they will not know their alphabet until 
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the end of the school year. How will they be reading by the end of the 

school year?  Right now Reading First is going over the vowels, the short 

vowels. So you will have kids just reading CVC [consonant vowel 

consonant] words. They lose some information over the summer, so they 

need to be reading past that. They need to go to more than CVC words and 

sight words. So, I say the Reading First curriculum is limited. I know that 

just because the Reading First coach make sure that you are following the 

curriculum, but it kind of slows the progression down.  You can teach 

students a lot more. I have some students you teach one letter a week and 

after one week they don‘t know that letter.  But when you teach all of the 

letters at one time they‘ll pick some up. They‘ll learn at least four that 

week. They‘re going to pick out their favorites. With Reading First they 

teach them only one letter a week, but it slowed my progress down 

because I wanted to stick to what he asked me to do. 

Ozeama went on to say that while she appreciated the opportunity to plan lessons with 

the coach, she felt that she can not exercise her own instructional autonomy for the 

betterment of student progress in reading due to the strict Reading First guidelines she 

has been asked to follow.  

At Jackson, the kindergarten teacher did not mention the core reading program, 

but discussed how the coach helped her students in other ways. Peggy remarked:  

The coach has modeled interactive writing with my kindergarteners, we do 

a whole lot of data analysis together, figuring out what kids need and 



 

 104  

grouping and she gives us a ton of classroom resources. She has also 

shown newer teachers other strategies like spelling routines and center 

activities. 

Peggy explained that she was happy to have the coach on her campus, because the coach 

could help mentor new teachers on her team better than she could.  She was pleased to 

know the responsibility to help new teachers develop was not put solely on her shoulders 

as the veteran teacher at that grade level.   

Fluency 

According to the National Reading Panel (2000), fluency is the student‘s ability to 

read at an adequate rate with accuracy and prosody.  Fluency aids the reader in 

understanding the text. The reader should be able to adequately read through texts to 

maintain comprehension. Fluency instruction should occur in two ways. One way is 

through guided repeated reading; the other is through independent silent reading.  Nola 

mentioned the help she received in this area from the coach: 

The coach also gives us a [web] site to download books [Reading a-

z.com]. I was new to the site.  You can easily download those books from 

the site and kids color them because they are black and white.  There are a 

variety of genres you can go to find resources. Students practice them for 

fluency and use the Reader‘s Theater materials. 

Reader‘s Theater is an instructional strategy that many teachers use to create fluency. 

Students are required to study a script and practice performing it with others. Nola saw 

the Reading A-Z website as a valuable resource; it has materials for all components of 
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reading. She understood her access to the website was paid for with Reading First funds; 

and appreciated the instructional coach sending her the login information and 

encouraging her to use it.  

Vocabulary 

Vocabulary is a reading component that many low SES students tend to lack in 

comparison with their more affluent peers. Researchers believe that vocabulary must 

increase for students to experience growth in reading (National Reading Panel, 2000).   

Student vocabulary can be increased through read aloud, conversation, repeated exposure 

to the words, and explicit teaching of the words before reading texts. The newer teachers 

at Jackson Elementary, Rene and Bleu, discussed some of the trainings conducted by the 

coach earlier in the school year related to vocabulary.   

Rene: We received some training on the TAKS models…Well basically 

they went over the TAKS testing terms and question stems. 

Rene: We were encouraged to use the stems with the students and teach 

them the key terms that are used to teach a particular reading skill so that 

our second-graders will be familiar with it by the time they reach third 

grade. 

Bleu: Like for sequence questions, they tell us to make sure kids know to 

look for words like first, before and after. 

In addition to contextual vocabulary, Bleu and Rene began to explicitly teach TAKS 

testing terms to students to ensure that they would be successful on the test.  
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 After being asked about other resources on their campuses, the teachers at 

Jackson briefly mentioned one vocabulary-building program entitled Text Talk.  This is a 

program that explicitly teaches vocabulary through highly engaging read alouds in a 

systematic manner. Most of the teachers from Reading First grade levels attended the 

Text Talk training held by a Reading Technical Assistant (RTA) and a Reading Coach 

from another campus. Nola attended the training and was the only teacher who claimed to 

have used the resource; she found the books provided for read alouds were highly 

engaging for her first graders. Nola stated: 

After the coach informed me that the kit was on our campus, I used the 

program once. The kids like the read aloud and they remembered the 

vocabulary words, but with everything else, I could not find any time in 

my schedule to continue to use it.  

So, one teacher clearly saw the value of the program although she did not feel that she 

was able to use it on a regular basis. 

Comprehension 

Comprehension is understanding text, and it is the reason we read.  All the other 

reading components help to make it happen.  Ozeama was concerned about having the 

time to test her kids for the TPRI.  She needed someone to serve almost as a substitute 

teacher so she would be able to finish testing.  In this regard, the coach served as her 

help, and as a result, learning did not stop due to testing. Ozeama explained: 

The coach helped a lot as far as student learning by giving me the ability 

to do testing because he‘s watching the rest of the classroom and I‘m 
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pulling my kids out and testing them. I‘ve been at schools before where 

you didn‘t have a choice  you just test your kids at the same time you‘re 

trying to get the other kids to do something while you‘re testing for TPRI. 

So, it impacts the learning as far as him teaching or reading a story to the 

children and asking them comprehension questions while I‘m testing. 

They don‘t have to have a gap in their learning just because I am testing. 

Because of lesson planning with the coach to focus on one comprehension skill of the 

week, Susie believed her students were able to answer the questions from the Scott 

Foresman reading tests. These multiple-choice tests were used to determine whether 

students learned the sight words and comprehended the basal story of the week.  Students 

were asked to mark their answers by marking the oval next to the correct answer.  Susie 

stated: 

I don‘t think I can give specific examples of how the coach affected 

student learning, but overall making me more aware of the comprehension 

skill each week has helped my students answer the kinds of questions they 

want them to be able to answer from the Scott Foresman reading program. 

Susie realized that planning with the coach kept her more focused on the comprehension 

skill or objective for the week. 

Although frustrated with the timing, Candi also noted that she received help from 

instructional coaches in the area of TAKS reading comprehension. She remarked: 

I received help from the coach now since TAKS. Once we took our 

benchmarks and middle-of-the-year tests we kind of knew where the holes 
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were and then they wanted to get in the classroom to help.  If they would 

have done that [offered additional help] from the beginning we wouldn‘t 

have any deficit.   You see it‘s just having the mindset of knowing what 

the coaches role will be from the very beginning and they had a totally 

different mindset this year.  Then, when it got close to TAKS they were in 

the classroom, then they were pulling groups and everybody was doing 

something. It wasn‘t delegated from the beginning. So we didn‘t really get 

to see the coaches implement what a coach is supposed to do until it was 

closer to testing time. 

Normally, Reading First coaches did not work with students as much as they did with 

teachers, but Candi believed that if the coach would have made a sustained effort to assist 

her students as well as herself as teacher since the beginning of the year, both instruction 

and learning could have been improved.  She believed the coach‘s sense of urgency to 

actively assist her in her classroom should have been there before the school received the 

third-grade benchmark scores for reading.  Candi described the late assistance as a 

―scramble‖ for better results on TAKS testing.  

Challenges to Learning 

First grade teachers at both campuses were concerned about the lack of early 

intervention at the primary grade level. Susie explained: 

It would be nice if coaches could work individually with struggling 

learners in the lower grades. Everybody is here for the testing grades so 

they keep them pretty busy working with the testing grades. The Reading 
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First coach was even pulled for tutoring small groups in 3rd, 4th, and 5th 

grades. 

Nola echoed this sentiment with her statement about coaching at her school. She stated: 

The coach organized short stints of tutoring after school for 6 to 8 weeks, 

but I think maybe something ongoing would be better.  Let‘s see we don‘t 

have lab yet.  I think that would be helpful…make a little bit more of a 

presence at the lower grades because I think a lot of times if you catch 

some of the reading problems at lower grades then you don‘t have so 

much tutoring to do at those TAKS grades. Be open to having a prevention 

lab where you can work with kids before they get into the danger area. 

Both teachers believed that paying attention to increased student learning in the earlier 

grades would create fewer learning problems when they become older.  They also 

strongly believed that taking a resource (the coach) away from the primary grades to help 

the intermediate grade levels was sure to create more obstacles to student learning in the 

future. 

Peggy, a veteran kindergarten teacher, expressed her appreciation for the 

instructional coaches with whom she worked, but with some concern. She exclaimed: 

Campus wide, students have progressed. I‘m real concerned about the 

mentality. Reading First is in its last year and I keep hearing about the 

budget cuts.  Well your test scores came up so you don‘t need the 

resources anymore. It‘s like them pulling the plug on my boat. Coaches 

are very much an integral part of staff, the team and our success for our 
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kids. After being a low performing school, TEA and district administrators 

would come in your room. Their job was to try to find something wrong 

with your teaching.  There would be more adults than students in your 

classroom at times. As a result of being a Blueprint school we got the 

coaches, varied monies, language arts kits.  Read For Texas Grants in 

2001 and 2002 we got specialists and support.  Taking away coaches will 

impact the campus.  Watch our test scores sink.  I‘m okay, but new 

teachers and their students will not be if the support goes away.  We‘ll 

probably have more staff turnover! I‘ve seen the budget and we are going 

to keep our math coach and one reading specialist and we are hoping to 

keep a bilingual reading specialist.  We will be back to where we started. 

Obviously, Peggy believed that not only within the current year of this study, but also in 

prior years, coaches have been successful in helping the campus with student learning 

and student success on TAKS testing. The upcoming budget cuts due to the end of the 

Reading First Grant cycle was of great concern to her, because funding for the coaching 

position and other Reading First resources would not be available anymore.  Peggy was 

the only teacher who mentioned this concern. 

 In review, some teachers are not completely satisfied with what they perceived to 

be a lack of interaction between themselves and the coach, but coaches were reported to 

have worked with teachers in all five areas of reading. Some teachers seemed to have 

valued their experiences with coaches more than others.   Yet all teachers wanted the 

Reading First coach to impact student learning. Although most of the teachers 
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interviewed were not from the TAKS grade levels (kindergarten through second), some 

expressed a concern for helping the teachers and students at the TAKS grade levels in 

order to improve test scores and eventually the school rating. Others were more 

concerned about circumventing any learning problems early on by working regularly 

with the younger grade levels (kindergarten through second).  

 Although teachers at both campuses had the least to say in response to this 

research question (Do teachers perceive a relationship between student learning and 

coaching?) than the other research questions, teachers at Jackson reported more than 

those at Lincoln in all areas of reading instruction. At Jackson, the lower grades were 

more likely to say the coach helped in the area of phonics, phonemic awareness and 

fluency, while second and third discussed vocabulary building. The teachers at Jackson 

mentioned comprehension as an area of reading where the coach has impacted student 

learning.  Candi discussed TAKS intervention and Susie discussed planning lessons for 

the comprehension skill of the week with the coach. The first grade teachers at both 

schools, Nola and Susie, stressed the importance of early intervention in lower grades to 

overcome future reading problems in the TAKS grades levels. One kindergarten teacher 

at Jackson was concerned about the budget cuts and losing coaches. Historically, she has 

seen the benefits of instructional coaching at her school and was concerned about how 

her school would cope without a coach. 

Summary 

 This chapter presented the data from four research questions: 

1.  How do teachers understand the role of instructional coaching? 
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2.  What changes do teachers perceive in their practice as a result of 

instructional coaching? 

3.  Which components of instructional coaching do teachers believe they 

benefit from most? 

4.  Do teachers perceive a relationship between student learning and 

instructional coaching? 

In answering the first research question, both campuses seemed to understand the role of 

coaching in similar ways.  Both Lincoln Elementary and Jackson Elementary teachers 

mentioned key roles in professional development that coaches should play, such as lesson 

modeling, conducting centralized professional development for the campus, observing 

lessons and providing feedback, providing resources, assisting with assessments, and 

assisting with students. Being visible, available, flexible, and trustworthy were also seen 

as key components of coaching.  Lastly, both campuses understood the role 

administrators played in defining the role of the coach.  

 When examining responses for research questions two and three, similarities and 

differences seemed to emerge across grade levels, and among and between campuses.  

Kindergarten teachers at both campuses, Ozeama and Peggy, reported very favorable 

comments about the benefits of coaching and its affect on their practice.  Ozeama was a 

fourth year teacher, but was new to Lincoln and the school district. She reported 

interacting with the coach on a regular basis, which was more often than the other teacher 

participants on her campus; she had also solicited the coach for his advice quite often.  

She made a joke during the conclusion of the focus group discussion after other 



 

 113  

participants on her campus complained of not interacting with the coach as often as they 

would like. Ozeama stated: 

I begged for help. So, I asked ―Oh you‘re doing that for [new teacher 

name] kids. Can you come do that for me too?‖ You know I was next door 

to a brand new teacher so I got a lot of her resources. Whenever he would 

model something for her, I would say ―Come show me that‖ …Maybe you 

all should move next door to a new teacher and you will get more help too. 

Clearly, she believed that newer teachers received most of the help and logs kept by the 

Reading First coach supported her assertion.  Similarly, at Jackson, Peggy also believed 

the newer teachers received more assistance.    Peggy, a veteran teacher, was very 

confident in her abilities, but happy someone outside of herself could help mentor new 

teachers on her grade level. She stated: 

She‘s definitely made my job easier because I don‘t have to do as much 

mentoring and hand holding to do…. And I think for new teachers she is 

very available if you have questions on how to do testing, on how to teach 

a skill and differentiate your teaching. They are always there when I have 

a question or need for supplies. I always have a wish list. 

Like Ozeama, Peggy in her comments has shown that she appreciated the coaches help 

and did not hesitate to request the materials she needed from them. On a scale of 1 to 10, 

these kindergarten teachers were asked to rate the importance of coaching to their 

classroom practice and both gave it a 10, which was the highest ratings out of the other 

teachers on their respective campuses. 
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 At the first-grade level, Susie, a bilingual teacher, and Nola, a general education 

teacher, were both experienced and had worked with coaches outside the state of Texas. 

According to these teachers and the coaching logs, neither experienced a frequent 

interaction with coaches on their respective campuses in comparison to upper-grade 

level-teachers.  Both discussed the campus-level professional development provided by 

coaches. Susie reported lesson planning as her primary interaction with the coach, while 

Nola reported assistance with testing and testing data as well as one observation of her 

guided reading lesson as her interactions. Both teachers were very concerned about the 

amount of attention given to the TAKS testing grades (third through fifth) compared to 

the attention their own grade level was getting.  They believed earlier intervention with 

help from the coach would assist in catching those struggling readers before reaching the 

TAKS testing grades. Thus, although Reading First coaches were intended to improve 

teaching in grades kindergarten through three, first-grade teachers at both campuses 

believed they did not have as much involvement with coaches due to testing in grades 

three through five. When asked how they would rate coaching influence on their 

classroom practice on a scale of 1 to 10, both teachers rated it a 5, which was the lowest 

rating given of all teachers. 

 Mandy and Rene were second-grade teachers at both campuses and were fairly 

new to teaching.  Mandy was a third-year teacher at Lincoln Elementary, and Rene was a 

first year teacher at Jackson Elementary.  Supported by coaching logs, both reported to 

have experienced a significant amount of higher-risk-level coaching for their teaching.  

At Lincoln, Mandy discussed having many opportunities to work with the Reading First 
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coach in prior years with observation, feedback, and lesson modeling. During the year of 

this study, Mandy believed her interaction with the coach had made a significant decline.  

Similar to Mandy, Rene also reported to have had many opportunities to work with the 

Reading First coach at a higher level. As a first-year teacher in a non-TAKS testing 

grade, she often worked with the coach for most of the school year and less during the 

latter part of the year, when TAKS testing time was at hand. 

 Third grade teachers at Lincoln and Jackson had vastly different experiences with 

coaching. At Jackson, Bleu, a second-year teacher, stated he had many experiences with 

the Reading First coach.  At Lincoln, Candi, a fifth-year teacher, reported having very 

limited experiences with the coach, which she thought may have been because she was 

one of the more experienced people on her grade level. She felt she was not offered much 

assistance with her students until it was closer to TAKS testing dates. 

 In analyzing participants from Lincoln and Jackson, the campus concerns were 

both similar and different.  Since their school was rated academically unacceptable, 

Lincoln participants were very concerned about the coach‘s knowledge of the TAKS test. 

There was a seen and unseen level of pressure the teachers seem to have felt throughout 

the interviewing process about increasing test scores so they could improve their school 

rating. Candi had even commented on all the documentation the school had to give to the 

district showing that certain initiatives were implemented.  However, at Jackson, an 

academically acceptable school, only one teacher participant, Peggy, remembered what it 

was like when their campus was rated academically unacceptable, because she was the 

only one in the group who was working at the school during that time.  Peggy knew what 
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it was like to be considered a low performing school and she did not want the school to 

return to that state because of pressure from the district.  She was also concerned about 

resources, such as the coach, being taken away due to budget cuts. Peggy thought taking 

away those resources would take the school back to low performing or academically 

unacceptable status.  

 Both campuses expressed some frustration with coaching. At Jackson, teachers 

were concerned about coaches being evaluative and spying on teachers for 

administration.   However, at Lincoln, with some corroboration from the coaching logs, 

Candi and Susie reported the most frustration due to their lack of interaction with 

coaches. However, at Lincoln, all teachers reported spending their planning time creating 

reading lesson plans as grade level teams with the presence of the instructional coach 

more often than Jackson.  

 Overall, this chapter presented the findings on primary-grade teacher beliefs and 

perceptions about how they experienced coaching on their respective Reading First 

campuses in a central Texas school district. The research questions presented were: 

1.  How do teachers understand the role of instructional coaching? 

2.  What changes do teachers perceive in their practice as a result of 

instructional coaching? 

3.  Which components of instructional coaching do teachers believe they 

benefit from most? 

4.  Do teachers perceive a relationship between student learning and 

instructional coaching?  
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Chapter Five consists of concluding remarks regarding the perceptions of 

teachers at Lincoln Elementary and Jackson Elementary on their experiences with 

instructional coaching at a Reading First campus.  Using the Deweyan theory of 

experience, the chapter reflects how Reading First designed and communicated its 

model of instructional coaching, the accuracy with which this model was 

implemented, how teacher interactions with coaches varied, and indication of the 

need for better communication in developing interactions and experiences 

between teachers and coaches that will prove beneficial. 
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V. Concluding Discussion 

Introduction and Purpose 

 Improving instruction has been a focus at the national, state and district levels for 

many years. The advent of No Child Left Behind brought forth the Reading First 

initiative, which allotted federal dollars for professional development in an effort to 

improve reading instruction and thus student reading achievement.  An overarching goal 

of Reading First was for students to read on or above grade level by third grade. One 

progressive and yet growing form of professional development that saw growth during 

the past few years of NCLB was that of instructional coaching. Reading First defines 

coaching as an on-site professional development model that extends training by providing 

ongoing support and guidance for K-3 teachers in a non-evaluative manner (National 

Center for Reading First Technical Assistance, 2005). Some responsibilities and duties of 

an instructional coach include being leaders knowledgeable about the curriculum, 

spending time in teachers‘ classrooms and assisting them with instruction (Lyons & 

Pinnell, 2001; Showers, 1982; Dole & Donaldson, 2006), supporting teachers by ensuring 

that they properly implement an initiative through professional development, and 

providing classroom observation and ongoing support (Joyce & Showers, 1988).  

Using the Reading First definition of coaching, this study sought to discover 

teacher perceptions of the role, contribution, and value of instructional coaching in the 

primary grades related to teacher practice at two Reading First schools, one rated 

academically acceptable and the other academically unacceptable. Issues and challenges 
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within the coach-teacher relationship, teachers‘ views and attitudes regarding coaching, 

different activities that require coaching and the extent of desired involvement of coaches 

by teachers, and problems and conflicts in the teacher-coach relationship were examined. 

 This study was guided by the following research questions: 

1.  How do teachers understand the role of instructional coaching? 

2.  What changes do teachers perceive in their practice as a result of 

instructional coaching? 

3.  Which components of instructional coaching do teachers believe they 

benefit from most? 

4.  Do teachers perceive a relationship between student learning and 

instructional coaching?  

Methodology 

 Qualitative research methodology and a cross case study approach were used to 

facilitate the building of data and construction of knowledge.  The district and schools 

were intentionally selected as the settings for this interpretivist cross-case study, because 

Reading First funding was in its final year in the district of study, and both schools were 

Reading First schools provided with instructional coaches. When I began this study, I had 

been working for the district as a teacher within a Reading First school for ten years. I 

taught at the first-grade level, which was one of the grade levels covered by the Reading 

First grant. My position afforded me an inside and historical perspective of the district 

practices and protocol regarding Reading First implementation and instructional coaching 

on campuses. 
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 Teachers at Lincoln Elementary and Jackson Elementary (pseudonyms), both 

Reading First campuses in central Texas, participated in the study. The schools are low 

SES or Title I schools located in an urban area. These schools were chosen because of 

similar demographics and backgrounds, and the contrast in academic ratings given by the 

Texas Education Agency.   Lincoln had been rated Academically Unacceptable by the 

Texas Education Agency (TEA) due to not meeting the  student-passing rate for African 

American reading scores for the Texas Assessment of Knowledge and Skills (TAKS) test 

in 2008.  Because of the rating, the school was eligible to receive extra funding and 

resources in addition to what it was already receiving from Reading First funding. Similar 

to Lincoln, Jackson had a similar past; they were once rated academically unacceptable 

and received additional funding and resources in the form of additional specialists, 

coaches and materials for interventions due to the rating.  During the year of this study, 

Jackson was rated academically acceptable.   

 In sum, the inquiry was constructed as a cross-case analysis, and data through 

interviews, discussions, and coaching logs were collected by conducting personal 

interviews with teachers and focus group interviews with groups of teachers, through 

documents such as the coaching logs, and school memos. Each source corroborated the 

other to construct a layer of themes (Creswell, 1998). To increase trustworthiness, data 

triangulation, peer review, and member checking were utilized (Merriam, 1998).   

Deweyan Framework  

Only worthwhile experiences possess true educative value. Continuity of 

experience and interaction are two interrelated components in Dewey‘s theory of 
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experience that determine the quality of an experience. Educators must make sure pupils 

have continuity in their experiences order to continuously connect past learning to present 

learning and create habits of mind. Internal and external forces work together to create an 

interaction. Educators use their knowledge and expertise to suggest and guide the 

experience of the learner. Dewey (1938/1998) noted:  

The teacher should be intelligently aware of the capacities, needs, and past 

experiences of those under instruction, and allow the suggestion made to 

develop into a plan and project by means of the further suggestions 

contributed and organized into a whole by the members of the group. The 

plan is a cooperative enterprise, not a dictation. The teacher‘s suggestion 

is a starting point to be developed into a plan through contributions from 

the experience of all engaged in the learning process.  The development 

occurs through reciprocal give and take, the teacher taking but not being 

afraid also to give. The essential point is that the purpose grows and takes 

shape through the process of social intelligence (p. 85).  

Dewey constantly reminds us to use the learner‘s experience to his or her advantage.  

Overall, this theory of experience reminds the educator to do prior planning, select 

resources and materials effective for differentiation, and to adapt, reteach and extend 

lessons when necessary.  In connection with the coach and teacher relationship, this study 

sought to define the types of experiences coaches promote and could possibly facilitate 

for teachers that would allow them to continuously grow as teachers through the teachers‘ 

perceptions.  
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Major Findings 

 Based on the data presented in chapter four, five primary themes emerged in the 

study of teacher perceptions of the Reading First coaching model to support educative 

experiences at their respective schools.  First, the Reading First initiative had a specific 

definition of instructional coaching impacted by the coaches that the district chose to hire 

and their knowledge of the school community in which they worked.  Second, in 

comparison, many of the teachers perceived an imbalance in addressing their needs as 

opposed to the needs of other teachers and grade levels.  Third, teachers had many ideas 

for coaching that would change the Reading First conception of coaching. Fourth, 

teachers wanted to work with coaches in doing more of the higher levels of professional 

development that create teacher change.  Finally, teachers believed it was important to 

engage in interactions with coaches in a manner that would build a positive relationship 

with them and would lead to or promote academic achievement of students.   

Finding One: Teachers believe coaches should know the community 

 When teachers were asked to describe the ideal coach, all teachers stressed the 

importance of classroom knowledge and experience. Given that Reading First coaches 

are seen as instructional leaders in the area of reading on their local campuses, it is 

imperative that they possess the knowledge necessary to help teachers.  The IRA (2004) 

stated: 

Reading coaches should have in-depth knowledge of reading processes, 

acquisition, assessment, and instruction. Reading coaches can not be 

expected to help classroom teachers improve reading instruction and 
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student reading achievement if the reading coaches lack knowledge of the 

range of effective instructional methods, materials and practices that can 

be employed at the levels they coach (p.2). 

To improve and change instruction, coaches must be seen as a knowledgeable resource 

by teachers. Because Reading First was a program placed in schools with low SES and 

bilingual populations, teachers felt that coaches should also know how to address the 

needs of diverse populations of students as well.  Having this depth of knowledge 

requires coaches to engage in life-long learning through involvement in on-going 

professional development and possibly by receiving advice from other, more experienced 

coaches. It also requires a level of experience that reflects expertise in the population 

being served. The IRA (2004) stated: 

It is essential that they [coaches] be excellent classroom teachers 

themselves.  Their successful teaching experiences should include 

teaching at the levels of the teachers they will coach.  That means that 

elementary school reading coaches should have successful teaching 

experiences at both the primary and intermediate levels, middle school 

reading coaches should have successful teaching experiences at the middle 

school level, and high school reading coaches should have successful 

teaching experiences at the high school level (p. 2). 

Peggy, the veteran kindergarten teacher, echoed these sentiments, agreeing that it is not 

just teaching experience, but the type of experience a coach possesses that is relevant. 

She said, ―Several of our Reading First coaches were not comfortable with the younger 
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kids. They didn‘t have that expertise.‖ Peggy found it awkward to work with one of the 

past coaches, because of her lack of experience with kindergarten students. 

 Other teacher participants at Lincoln, the Academically Unacceptable rated 

school, were concerned about the coach‘s knowledge of the Texas Assessment of 

Knowledge and Skills (TAKS) test, because the school scored low in the area of reading 

on that test.  A low score on the test indicated that many students might not be reading on 

grade level, which seemed to create stress and frustration on the campus.  The third grade 

level is the only Reading First grade level where students are required to take the state‘s 

high stakes test.  Candi was frustrated with the lack of knowledge of one coach she 

worked with. The coach did not know about the TAKS test, because she was from a 

different state and found it difficult to help Candi in a useful way to her.  However, at 

Jackson Elementary, Bleu, the third-grade teacher, received TAKS support and training 

from the coach. Significant knowledge and experience with the TAKS test and future 

high stakes tests could better help teachers in preparing students to be successful in taking 

the test. Also, significant knowledge of the community being served would be relevant in 

understanding how to use teacher and student backgrounds to help make them successful 

in learning.    

Finding Two: Teachers believe coaches should assess the needs of all teachers  

 Teachers vary on a host of characteristics, including knowledge, experience, 

beliefs and dispositions. An instructional coach should assess and address those needs to 

the best of their ability. Dewey (1938/1998) stated: 
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When it is said that the objective conditions are those which are within the 

power of the educator to regulate, it is meant, of course, that his ability to 

influence directly the experience of others and thereby the education they 

obtain places upon him the duty of determining that environment which 

will interact with the existing capacities and needs of those taught to create 

a worthwhile experience (p.44). 

Under the conception of Reading First, the needs of the teacher can be assessed by first 

examining student data. For example, if the assessment results show that students have 

problems in the area of fluency, then professional development can be designed to 

accommodate the teacher or teachers of those students.  Using the student data to 

determine the professional development needs of teachers should be done in a systematic 

manner.  The National Center for Reading First Technical Assistance (2005) suggests 

that, although assessment data should drive professional development, the coaches can 

also use data and observation to assess the needs of the classroom teacher. Coaches can 

take observation notes in meetings, during lessons and observations, and professional 

development to determine teacher needs. 

Because teacher instruction is guided by their own beliefs (Costa and Garmston, 

1985), using the first step of the coaching process, the pre-conference, would allow 

teachers to discuss the areas in which they believe they are weak and areas where the are 

strong. Bean and Carroll (2006) call this ―using the teacher‘s agenda as a starting point 

(p. 147).‖ If teachers perceive a weakness in an area, that could be used as a starting point 
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for working with that teacher. Starting here combines internal and external processes to 

create an interaction relevant to the teacher and his or her experience. 

Coaches could also use informal teacher surveys to create that same interaction on 

a larger scale.  They could quickly pass these surveys out to all teachers to help assess 

teacher needs from a broader view.  But according to teacher participants, some teachers 

rarely mentioned the coach assessing their needs through conversation; teachers never 

mentioned surveys. Novice teachers mentioned conversations with coaches. At Jackson, 

Rene mentioned her conversations with the coach and also the coach‘s ability to walk 

into the classroom, instantly sense what is happening, then give suggestions. Experienced 

teachers rarely mentioned conversations that addressed their needs. Peggy stated one 

occurrence in which the coach worked with her class on interactive writing per her 

request.  

  At Lincoln Elementary, Candi believed she interacted with the coach on an 

infrequent basis due to the coach‘s perception of her knowledge and experience.  She 

believed that because of her perceived experience and knowledge, the coaches she 

worked with never modeled or observed a lesson.  Susie agreed with Candi and went on 

to discuss some of the centralized professional development conducted under Reading 

First that she did experience. She said, ―I took one called grapho-phonemic awareness. I 

enjoyed it the first time, but then we were required to take it at least one more time. It 

was information that I already knew.‖  

 In the primary grades K-2, teachers spent time with coaches due to required 

testing.  Coaching logs and teacher responses showed that coaches spent time facilitating 
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the reading assessment process through training, entering scores from the assessment 

data, and creating groups based on the data with teachers. Most of the teachers 

interviewed at both schools believed the newer teachers and TAKS testing grades 3 

through 5 received more attention from all coaches than the primary grade teachers did.  

A sentiment of not wanting to be rated low performing or academically unacceptable due 

to low TAKS scores was commonly shared as a frustration and a fear. Assessing the 

needs of all teachers, not just the newer ones or the ones in the testing grades, could be 

the first step in improving instruction for all teachers.  

Finding Three:  Teachers Expand the Reading First Conception of Coaching 

 Instructional coaches should work to improve classroom instruction in a variety of 

ways.  Bean and Carroll (2006) provided a sample job description that may be posted for 

a Reading First coach. Figure 1 shows the copy of that job description.   
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Under Reading First guidelines, the coach should not work directly with students as an 

interventionist. Although the coaches‘ primary goal is to work with teachers to improve 

instruction, many of the participant responses challenged the current conception of 

Reading First coaching. 

 At Lincoln Elementary, one teacher became very frustrated with a coach who 

believed in the Reading First coaching notion that coaches should not work directly with 

students as interventionists.  Candi exclaimed:  

We tutored almost everyday after school, every Saturday. The only day I 

had off was Sunday.  So I mean that‘s a lot and you‘re a coach and you‘re 
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not doing the same thing that I‘m doing, I don‘t think so. That doesn‘t fly 

with me.  You‘re supposed to have the expertise; you should be pulling 

your weight. Instead we‘re doing all of the tutoring, we‘re doing all the 

extra intervention.  I‘m doing intervention for other people‗s children 

class. Which I don‘t mind that, but I need you to come help as well. 

Clearly, Candi was upset with a coach she worked with in the past and wanted everyone 

in the school to make a concerted effort to pull up student reading levels and test scores. 

 Jackson Elementary teacher Nola suggested that coaches should manage a 

learning lab, which would allow the coach to help as many students as possible. Nola 

stated:  

The ideal reading coach for me is knowledgeable about reading 

curriculum at the school. They are able to acquire materials that you might 

need for a reading group and for teaching reading, they can manage the 

testing data and they provide opportunities for professional development 

and perhaps an ideal coach will run a lab for kids who aren‘t necessarily at 

the lower end of the tier, but may be just like at 50 percent or below they 

can catch that group of kids. 

Nola‘s idea of a learning lab would require coaches to supervise students while they work 

with computer reading programs, get sight word flashcard practice, fluency practice with 

books on tape and other activities that address the areas of reading. 
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 Many of the participants wanted the coach to ‖pitch in‖ and do whatever it took to 

help the students become successful readers and the school to succeed in standardized 

test rankings.  They wanted the scope of the Reading First Coach to expand. 

 

Finding Four: Professional Development Creates Teacher Change  

Staff development is a crucial part of the Reading First initiative.  Staff 

development has been credited for teacher change. Guskey (1986) stated:  

Staff development programs are a systematic attempt to bring about 

change  change in the classroom practices of teachers, change in their 

beliefs and attitudes, and change in the learning outcomes of students (p. 

5). 

Bean and Carroll (2006) suggest that to foster change in teacher practice, teachers must 

be given the chance to learn new information and apply it with appropriate feedback from 

coaches. To get through this process, the coaches‘ level of involvement with teachers will 

range over time from low risk to high risk, where the higher risk activities produce 

anxiety, yet increase the possibility of teachers change.  High-risk activities coaches 

engaged in were modeling and discussing lessons, observing classrooms, and providing 

feedback to teachers.  Low risk activities were providing materials, assisting with 

assessment, and conversing with colleagues about their issues. Teachers with three or 

more years of experience seem to report more of the lower risk interactions than the 

novice teachers. Nola, a veteran first grade teacher who has been teaching for 32 years 

reported, ―A lot of the Reading First coaching has just been giving us materials, some of 
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the research data and test data. It hasn‘t changed my practice. I guess it just enhanced 

what I was doing before.‖ At Jackson, Nola did not change her outlook or teaching due to 

the low risk level activities she experienced with the coach.   Like Nola, an even less 

experienced teacher shared her experience with coaching, but went on to compare past 

coaching with the present coaching situation. Mandy stated, ―In the three years I have 

been teaching, the first year I got a lot more modeling and support than the last two...I 

feel we did not work to improve instruction this year.‖ 

At Lincoln, Mandy had only believed that instruction was improved when she and 

the coach engaged in higher risk coaching activities with one another, such as lesson 

modeling and observation. Dole (2004) stated: 

Among the most important kinds of reading coaches‘ activities are 

teaching demonstrations and modeling of lessons… The reading coach 

may also have observed in classrooms and provided them with feedback 

about their lessons‖ (p. 4-5). 

In agreement with this notion, the Reading First initiative in Texas stated five basic steps 

of the coaching process that include lesson demonstration and modeling.  Those five 

basic steps of the coaching process were pre-conferencing with teachers, demonstrating a 

lesson for them, a follow-up conference, observation of the teacher and a reflection/post 

conference with coach feedback (National Center for Reading First Technical Assistance, 

2005). 

 Dewey (1938/1998) asserted that opportunities for learners to reflect on their 

experiences can assist them in creating continuity and meaning from their experiences, 
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and are therefore an essential element of all educative experiences.  Coaches must create 

adequate guidance to teachers to create community among their experiences.  Feedback 

and follow-through after modeling or observing teaching creates an opportunity for 

continuity. Follow-through and feedback were areas in which some teacher participants 

who received observation and modeling wanted to see more of.  Bleu specifically 

mentioned wanting the coaching process ―to be a complete cycle.‖ He was concerned 

about creating the assessment piece of certain lessons and the best way to follow up with 

the lesson once it has been taught. At their core, all teachers wanted to be better and to 

help their children be successful.  Teachers wanted the kind of professional development 

through coaching that created the most change.    

Finding Five:  Teachers Want Instructional Coaches to Build a Relationship with 

Them 

 In order for instructional coaches to be successful, they must establish 

relationships with the teachers they coach. The International Reading Association (2004) 

suggests that to build a relationship with teachers, instructional coaches must at least 

engage informally with the teachers on an ongoing basis to show support.  There is 

concern about having more interaction with the coaches, but for these interactions to 

occur, expectations must be made clear. Expectations of the grant or reform effort should 

be clearly communicated with staff and administrators, along with the coach‘s roles and 

responsibilities. Then administrators and coaches should create a coach‘s schedule that 

reflects the duties and responsibilities of a coach to ensure coaches will be able to carry 

out their instructional duties with teachers.   
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 At both campuses, teacher participants also realize the role administrators play in 

the coach‘s ability to interact with teachers in ways that create instructional change. 

Conversations that establish trust and confidence should be held with teachers. These 

conversations can cover professional or personal dilemmas a teacher is dealing with.  

However, at Jackson, knowing the pressure the coach was facing, Rene discussed part of 

a conversation she had with a coach in which the coach discussed her own professional 

dilemma. She recalled, ―she [the coach] mentioned at times to toe a careful line between 

really seeking to support us and our needs as newer teachers and yet also trying to 

navigate the waters of administration.‖ 

Bean and Carroll (2006) suggest that confidentiality of observations and 

conversations with teachers should be maintained to build relationships; continuous 

interactions with all the teachers will serve to establish trust and confidence, where 

coaches consistently follow through with the commitments they make.  

 Teachers should not mind taking the initiative to ask an instructional coach for 

assistance. Ozeama gave the instructional coach at her school a rating of 10 due to her 

relationship with him. She also stated that she would ask for assistance when needed.  If 

she saw the coach doing an interesting activity with another teacher, she did not hesitate 

to ask him to show her.  Peggy appreciated the assistance she received from the 

instructional coach concerning interactive writing once she asked for the coach‘s 

assistance. Nola requested feedback from the instructional coach on her guided reading 

lesson after discussing a dilemma she had with the feedback from an administrator.  For 

these three teachers, the relationship was an important aspect of becoming a more 
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successful teacher. The relationship between the instructional coach and teacher can be a 

reciprocal one. 

 

Implications  

Implications from this investigation can be generated for the education of 

teachers. Joyce and Showers (1995) state that teachers require ongoing, sustained 

professional development before they can implement new instruction. Under Reading 

First guidelines, instructional coaching may be considered that sustained professional 

development.  Given the great possibilities for transforming instruction, school and 

district stakeholders would be interested in the implications that surfaced in this study.  

Implications for hiring instructional coaches fall into two categories: the attributes an 

instructional coach should have and considerations an employer should take upon hiring 

an instructional coach. 

Attributes of an instructional coach 

The characteristics or attributes a coach must possess hold some importance with 

teachers in this study.  First, the coach must know that just as student ability and 

readiness levels vary, teachers vary in ability and readiness as well.  Teacher beliefs, 

experience and education are factors that vary from teacher to teacher and influence 

classroom instruction.  Coaches with experience working with diverse groups of teachers 

and students would make them more capable of addressing the diverse needs as they 

arise. Experience with the population that is being served means coaches would have a 

built up ‗tool box‘ of teaching strategies based on the behaviors of the students that 
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would help them make better instructional decisions. The main goal of coaching is to 

guide teachers in making the best instructional decisions based upon the responses 

received from students.  So, if coaches possess a diverse instructional knowledge base, 

they can better help teachers, students and schools improve.  

 Next, in order to address the diverse needs of every teacher, instructional coaches 

must know what those needs are. Knowing the needs of the teachers provides a basis for 

making decisions about how the instructional coach should proceed in their interactions 

with teachers. Reading First guidelines suggest that coaches use three data sources to 

identify professional development needs of teachers at the local campus level. The data 

sources are student assessment data, teacher questionnaires and conversations.  

Instructional coaches use the information gained from these data sources to plan to 

address the identified areas of need. If the needs of all of the teachers are assessed, no 

false assumptions can be made about the skill and knowledge level of each teacher.  

 Once the needs of all teachers are known, instructional coaches must design the 

most educative experiences to encourage change. Instructional coaches should start with 

communication that builds trust and develops relationships, but also push teacher 

thinking in the area of instructional improvement. The instructional coach should be 

transparent with their actions by discussing the professional development needs of the 

teachers and how those needs were determined. Keeping the instructional coaching 

actions transparent can only happen when the lines of communication are open between 

coach and teacher. 
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  After a level of trust has been established, higher risk level activities such as 

lesson modeling, observation and feedback within the classroom should be attempted. 

These activities produce the most teacher change and are apart of the complete coaching 

process that the Reading First coaching manual suggests coaches use when coaching 

teacher instruction within their own classrooms. The entire process encourages two-way 

communication between instructional coaches and teachers, reflective thinking and the 

coach‘s follow through with the entire process.   

This study found that instructional coaches must have varied experiences with 

diverse groups of teachers and students, be wiling to assess the professional development 

needs of all teachers, effectively communicate and be willing to strive for instructional 

change by using the coaching activities proven to be the most effective. 

Employer considerations 

 Implications for employers of instructional coaches are also significant.  

Supervisors of instructional coaches should be assured that coaches have a relevant 

knowledge base. If supervisors or administrators attempt to look for potential 

instructional coaching talent and expertise within their own schools, they may be more 

likely to find someone who knows the teacher and student population, has established 

positive relationships with students and staff within the school, and knows the high stakes 

testing culture that is so important to school ratings. If none of the local campus teachers 

show promise as an instructional coach, administrators could hire from within the district. 

Instructional coaches could be matched with the population they have experience serving. 

For example, if an instructional coach is needed at a high poverty or low SES school, 
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supervisors can ensure that the instructional coach has experience with that kind of 

student population before directing them to a particular campus. Thus, requiring the 

implementation of coaching on low SES school campuses to be carefully examined in 

order to portray nuanced versions of coaching.  These nuanced versions will inform 

current practice among teachers and coaches. 

Once instructional coaches are hired, they should have clear conversations with 

administrators and overseers about coaching duties and a clear plan to communicate it to 

teachers.  Some teachers have varying ideas of what a coach‘s job should be. If the 

expectations of the coach are communicated clearly to the staff, the likelihood of 

misunderstanding between teachers and instructional coaches will be decreased.  

Implications for teacher educators 

Implications for teacher educators lie in considerations about professional 

development and how we mentor preservice and inservice teachers. Teachers should 

understand the role an instructional coach has in professional development. Teacher 

preparation programs should provide opportunities for good instructional coaching to be 

observed. Teacher preparation programs will benefit as they prepare new teachers to 

enter the workforce and be mentored and coached. 

Implications for policy makers 

Finally, implications for policy makers include those of influencing positive 

educational legislation, overseeing expenditures of federal, state, and local funding, and 

possibilities for advancing the goals of professional development for teachers.  Policy 

makers may consider how resources could be utilized in educating teachers in an effort to 
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reach educational goals. Professional development providers and decision makers will 

benefit from a more complete understanding of the coaching endeavor and may affect 

how they advocate for coaching.  They may adopt a coaching model that is more likely to 

increase teacher instructional capacity and effectiveness. 

 

Limitations and Future Research  

 Qualitative research is valuable for investigating complex, sensitive, or nuanced 

issues. However, it has limitations, because the results are not generalizable to a larger 

population. Case studies showcase a variety of perspectives and variables in a bounded 

system (Yin, 2003; Stake, 1995).  In addition to results not being generalizable, 

recognition of additional limitations is important. 

 This study‘s limitations include the number of cases and the number of teacher 

participants involved. The sample size was small. Perceptions of eight teachers at two 

campuses were the phenomena of this study.  Therefore, care must be taken in 

interpreting the findings to be representative of all teachers.   

 Bias in this study is also important to consider. The district‘s external research 

administrator guided the selection of school sites.  Participants within each school site 

were chosen by administrators and given the opportunity to volunteer to be a part of this 

study. Principals may have chosen teachers they perceived to be able to speak positively 

about coaching on their campus.  

 Researcher bias also should be identified as a limitation. I have worked for 6 

years as a Reading First teacher and I am currently a Reading Specialist. I have had the 
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opportunity to work with instructional coaches in and out of the classroom.  Although I 

had preconceived notions about what an effective Reading First coach should know and 

be able to do, I sought to overcome that bias to the best of my ability. Thus, in order to 

adequately represent the voices of teachers in this study I used member checking and peer 

coding.  

 Last, it is also important to consider the power the researcher holds in conducting 

interviews. This power may have influenced participant responses to interview questions.  

Some of the interviews with teachers were group interviews. Although I made an effort to 

hear from each participant and solicit every viewpoint, some participants were more 

vocal than others.  Thus, I may not have completely captured certain teachers‘ opinions. 

Because of the growing interest in instructional coaching to increase the 

instructional capacity of teachers, further research efforts should be considered. Future 

research should be conducted with a larger sample of teachers at a variety of schools; 

specifically, schools with exemplary or recognized ratings. Some important questions to 

address are:  How can coaches create the kinds of interactions with teachers that 

encourage reflection in a high-stakes testing environment? Are there similar conceptions 

of coaching in higher performing and/or high SES schools? Should the conception of 

coaching be altered based on school performance? Does hiring coaches from within the 

school or district ensure greater effectiveness than hiring coaches from the outside?  

 

Conclusion 
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 To provide experiences truly educative in coaching, coaches and teachers must 

work together.   Coaches must know the internal processes in the teacher‘s mind to create 

an external process that matches it to create a worthwhile experience for teachers.  

Teacher perceptions and beliefs are what guide their instructional behavior.  To create 

teacher change, instructional coaches should conduct the kinds of professional 

development proven to be helpful in doing so.   To support this work, various 

stakeholders must understand the instructional coach‘s roles and responsibilities, allow 

teachers to reflect on their teaching practice through observations, conversations, and 

feedback about instruction, and through building relationships.   

 Despite some of the negative responses participants in this study made, they still 

believed in the possibility of making great instruction a reality through instructional 

coaching. Given the right conditions, instructional coaching can work. As Dewey 

(1938/1998) stated about education: 

What we want and need is education pure and simple, and we shall make 

surer and faster progress when we devote ourselves to finding out just 

what education is and what conditions have to be satisfied in order that 

education may be a reality and not a name or a slogan. It is for this reason 

alone that I have emphasized the need for a sound philosophy of 

experience (p.116). 
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Appendix A 

Focus Group Protocol 

1. What is the most important thing (positive or negative) you have learned as a result of 

coaching? 

2. Has the coaching support you received for planning and teaching lessons changed or 

stayed the same since the beginning of the year? 

3. What should the coach be doing to improve classroom instruction? 

4. What is your role in improving classroom instruction? 

5. How should you and the coach work together to improve instruction? 

6. How have you all worked together to improve instruction? Did it work? 

7. Did you build a relationship with coaches you have worked with? In what way? 
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Appendix B 

Personal Interview Protocol 

1. Describe the ideal coach.  

2. Describe your experiences with coaches. 

3. What do you view as the greatest strengths and weaknesses of coaching? 

4. Describe any observations and feedback received from coaches. 

5. How helpful were professional development sessions conducted by coaches? 

6. How does Reading First coaching impact your thinking and practice in the classroom? 

7. Please give specific examples of how coaching has improved student learning. 

8. Imagine you were getting a new coach next year. What advice would you give them? 

9. On a scale of 1-10, how important is coaching to your daily classroom teaching? 
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Appendix C 

Teacher _____________________ Room _______________ 

Observer ______________________________ 

Walkthrough Readiness 

 Student work displayed inside and outside of room and 

framed. 

 Daily schedule posted clearly inside and outside room. 

 Small group roster and schedule posted clearly near guided 

reading table. 

 Evidence of 1
st
 20 days of reading instruction. 

 Word wall active, updated and consistent across grade level. 

 Student expectations and weekly focus posted consistently 

across grade level. 

 Centers in place; students understand each center and are on-

task. 

 Small group instruction has begun. 

 Classroom libraries are organized and utilized by students. 

 Classroom expectations clearly posted and students’ 

compliance is evident. 
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