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ABSTRACT 

This Educational Leadership Portfolio (ELP) examines the instructional coaching 

program at St. Georges Technical High School in Middletown, DE. The high school is a 

vocational technical high school that prepares students for careers in a wide array of 

industries from the construction trades to biotechnology.  Students attending the school 

not only fulfill all their academic requirements to pursue higher education, but also are 

able to earn certifications in the field of the career area they choose.  Because of the 

diversity of instructors and programs in the school, an effort to provide personalized 

professional learning supports to all teachers was employed in 2015 to ensure learning 

opportunities tailored to their unique needs as practitioners.  

Teachers are a key variable in student achievement. For this reason, they must 

continually learn and grow in their professional practices to keep up with the needs of an 

ever-changing student population. The purpose of this ELP was to evaluate the 

instructional coaching supports put in place at the school and evaluate  the effectiveness 

of the coaching program as a way to address some of the gaps that exist between 

teachersô self-reported effectiveness and weaknesses in student performance. Through 

surveys and interviews, participants in the program were able to qualify the impact (if 

any) the coaching supports had on their professional practices.  

Analysis of this body of work garnered positive links between the instructional 

coaching supports available to staff and increases in teacher efficacy. Teachers actively 

using the program reported increased data usage, increased usage of research based best 

practices, and increased efficacy belief. This ELP details the successes of the program 
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while also discussing the shortcomings of the program, and offering recommendations to 

increase staff buy in.   



1 

 

   

Chapter 1  

INTRODUCTION  

The teaching staff at St. Georges Technical High School represents a wide range 

of teaching experiences.  As a vocational technical high school, 21 of the 67 classroom 

teachers are CTE teachers, professionals who have left industry to provide students with 

technical and vocational training and equip them to enter into the workforce in a specified 

area. Many of these Career & Technical Education teachers have not received formal 

pedagogical training of any kind. The staff requires a wide variety of personalized 

professional supports due to the students not performing as well in post-secondary 

opportunities as evidence suggests staff believes students will perform.  The staff has 

access to building level coaches; however, the question remains if the coaches are being 

utilized to their full potential and what (if any) impacts the coaching interventions are 

having on teacher performance. To address these questions the following needs to be 

explored at St. Georges Technical High School: 

(1) Understand what building level coaches think about their positions 

(2) Understand how staff views the instructional coaches and the resources 

available to them 

(3) Conduct a resource audit and identify areas of need 

(4) Examine alignment between instructional coaching goals and school goals  

A spring 2019 staff survey revealed that fifty-five percent of the staff has fewer 

than ten years of teaching experience.  Eighty-four percent of staff members feel that they 

set high learning expectations for the students they serve (Figure 1) and roughly 70% of 



2 

 

students within the school are recognized for honor roll each marking period; yet only 

48.51% of St. Georgesô students received a proficient score in ELA and 28.05% in Math 

on the SATs during the 2018ï2019 school year.  The schoolôs average SAT score is 951, 

slightly higher than the stateôs average SAT score of 948 and below the nationôs average 

SAT score of 965. 

 

Figure 1 2019 Staff survey teacher reflections on learning expectations  

 

The staff reflections in surveys and student recognition on honor roll in contrast to 

the achievement of the students on tests, like the SATs, are at odds with one another.  

Teachers believe they are preparing students for the challenges that await them upon 

graduation. Collaborations with both business partners and post-secondary educators 

have revealed similar trends: many of our students are not as equipped for life post-high 

school as we would like to believe.  Classroom practices and assessments both need to be 

examined alongside standards to ensure teachers address the appropriate grade level 

benchmarks in their lessons and assessments.  One of the most effective ways to target 
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each individual teachersô greatest professional needs is through personalized professional 

development opportunities (Huguet, et. al, 2014).  

 Personalized professional development can take many forms.  One of the most 

direct comes in the form of instructional coaching (Knight, 2007).  Instructional coaches 

sit down with teachers individually or in small groups, discuss areas of need, participate 

in goal setting, and provide supports around those goals. Individual teachers come to the 

table with a set of behaviors, beliefs, and being (Aguilar, 2013).  In coaching 

relationships, most of the time the coach and teacher are focusing on specific behaviors. 

However, in order to transform schools and cause a change in education as a whole, 

coaches also need to focus on ñbeing.ò Exploring nonverbal communication and 

emotions and understanding how these affect relationships, performance, and results 

allows the coach to influence deeper change than can be achieved by trying to simply 

address a pattern of behaviors (2013). In contrast, a teacherôs ñbeingò is different from 

their identity.  Identity deals with a teacherôs ability, age, education, marital status, 

language, race, religion, and socioeconomic status (ñHow educators can be more 

resilient,ò 2018). In coaching relationships, coaches must understand that to affect change 

they need to tap into the emotions teachers associate with their performance in the 

classroom and how those emotions have far reaching effects that impact those 

relationships, performance, and results. A teacherôs identity, in this scenario, is less 

central than their ñbeingò in interacting with teachers and providing the personalized 

support they need to grow their professional practice.  
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Instructional coaching allows teachers to receive one-to-one support that is 

characterized by a process of mutual adaptation, in which implementation was successful, 

and in which significant changes in participantsô attitudes, skills, and behaviors occurred 

(McLaughlin, 1976).  Lotan and Navarrete (1986) expanded this definition to include the 

adaptive process of an innovative program and its implementers, and the dynamic 

interaction between program developers and trainers, i.e., innovators on the one hand, 

and program implementers on the other.  While traditional professional development 

often consists of whole staffs of teachers receiving the same instruction in a large group 

setting, instructional coaching allows teachers to receive support that is specifically 

tailored to their individual goals and needs.  Teachers engaged in an instructional 

coaching relationship are encouraged to be seekers of knowledge rather than settled 

knowers (Henderson & Hawthorne, 2000), and student achievement is higher in the 

classrooms of teachers that interact with their coach regularly (Ross, 1992).  It removes 

the desires of both parties to act as ñexpertsò and encourages them to engage in genuine 

inquiry, seeking to define an issue occurring in the classroom and using research-based 

strategies to bring about change. Instructional coaching provides opportunities to address 

the problems St. Georges Technical High School is experiencing as it pertains to the gap 

between student achievement and staff efficacy beliefs because it provides pertinent, 

timely support to each individual teacher.  With the wide range of pedagogical and 

content needs present in the staff, coaching supports allow staff members to receive one-

to-one attention in a way that is embedded in their daily work.  
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During instructional coaching, the educator being served by a coach is the source 

of content for the ñcurriculumò of professional development (Schiro, 2013). The coach is 

able to view the teacher through various lenses and determine which strategies and 

supports to implement based on the unique needs of the teacher.  They understand that 

professional growth is unique, shared through authentic narratives, and embedded in peer 

acceptance and forgiveness (Henderson & Hawthorne, 2000). To address the disparity 

between students' achievement on standardized tests and the grades earned within the 

classrooms at St. Georges Technical High School, careful attention needs to be paid to 

the teachersô beliefs surrounding their own practices and how the instructional coaching 

program has impacted those beliefs.  

This educational leadership portfolio will be organized into the following 

chapters:  Chapter 2 focuses on the problem addressed, the organizational context, my 

role within the organization, and improvement goals.  Chapter 3 details the improvement 

strategies, rationale, steps in implementation, and resource allocation.  Chapter 4 includes 

the results of the improvement initiative.  Chapter 5 reflects on the implemented 

improvement efforts and lastly, Chapter 6 reflects on my personal leadership 

development throughout the ELP process.  
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Chapter 2  

PROBLEM ADDRESSED 

The National Center for Education Statistics reports 60% of individuals who 

begin a two or four-year college program complete their studies within six years.  In 

contrast, although somewhere between 60 and 75% of St. Georges graduates enroll in a 

higher education program (Figure 2) a smaller portion of those complete their programs.   

 
 

Figure 2 Percent of students enrolled in college the fall immediately after high 

school according to National Student Clearinghouse 

 

The schoolôs average SAT score of 951 sits below the national average SAT score of 965 

with only 48.51% of St. Georgesô students scoring a proficient score in ELA and 28.05% 

in Math during the 2018-2019 school year.  In contrast, over 70% of the student 

population of 1,126 is recognized as either honor roll or distinguished honor roll each 

marking period on average.  Twenty-one percent of the St. Georges class of 2016 who 
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enrolled in a post-secondary program required remediation in Math and 15% required 

remediation in English.  Only 13% earned the college readiness SAT score of 1550 or 

higher.  Thirty six percent of students in this same class who enrolled graduated from 

their post-secondary program within four years. One of the most troubling general trends 

in the schoolôs data is percent of students who actually complete two or four-year degrees 

within six years of graduation.  Thirty-four percent of graduates complete a degree within 

six years after graduation with 25% of graduates earning a 4-year degree and 9% earning 

a 2-year degree (Figure 3) compared to the 60% of individuals nationally who on average 

complete their programs according to the National Center for Education Statistics. 

 
 

Figure 3 Percent of high school class who completed a degree within six years by 

institutional level according to National Student Clearing House 

 

In contrast to this student data, 84% of teachers at St. Georges responded to a 

spring 2019 staff survey by saying they are confident in the high learning expectations 

they set for their students and are responsible for the marking period grades that award 

honor roll recognition to 70% of the student body.  
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To address the existing gap between teachers' perceptions and student 

performance, instructional coaching supports that offer personalized professional learning 

opportunities were implemented at St. Georges Technical High School in an attempt to 

address the professional needs of the staff and positively impact teacher efficacy.  When 

combining student performance data with the staff reflections, there is a disconnect.  

With 75% of students entering a two- or four-year program upon graduation and the other 

25% entering the workforce or eventually going back to school, one of the most natural 

areas of focus is whether or not the staff at St. Georges Technical Highschool are 

successful at providing the instruction students need to be both college and career ready.  

Organizational Context 

 

St. Georges Technical High School in Middletown, Delaware is part of the New 

Castle County Vocational Technical School District. The school district comprises four 

career and technical education-driven high schools that serve 4,694 students throughout 

the county. The student population of 1,126 students at St. Georges has the following 

demographics (Figure 4): 

 

 



9 

 

 

 

Figure 4 Student demographics 

 

Fifty-two percent of the population identifies as female with the other 48% identifying as 

male. One hundred and thirty-five students qualify as low-income (approx. 11%) and 141 

have an IEP, with 3 of those students qualifying for speech only, and an additional 59 

students have 504s.  Finally, 92% of students are on track with attendance based on last 

yearôs attendance rates. 

The teaching staff consists of 46 academic teachers, 21 career teachers, and 8 

Learning Support Coaches. An additional 8 paraprofessionals are employed as part of the 

Learning Support department to address the needs of students with 504s and IEPs. A 

recent staff survey shows that 55% of staff members have fewer than 10 years of teaching 

experience.  As a vocational technical high school, St. Georges employs teachers with a 

wide range of degrees and certifications.  While the 46 academic teachers all hold 

degrees in pedagogy, only one of the 21 career teachers has formal training in instruction. 

These instructors are brought directly out of industry to provide their work experience 

and knowledge of their field into the career and technical education classrooms.  Eighty-
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nine percent of the teachers are white, 8% are African American, 2% are Asian American 

and 1% is Latino. Fifty-seven percent of the teaching staff is female and 43% is male.  

Regardless of the lack of ethnic diversity in the teacher population, the variability in the 

staff regarding background and training suggests that there are a wide range of instructor 

needs present within the staff. A 2017 staff survey item asked staff members to rank their 

greatest areas of instructional need.  These included: help with classroom routines, using 

assessments to inform instruction, and goal setting. The most requested services were 

observing a fellow teacher, lesson modeling, and videotaping and reviewing lessons.  The 

school currently employs five coaches (2 technology coaches, 1 literacy coach, 1 math 

coach, and 1 instructional practices coach) that can support the staff in providing 

personalized supports that addresses the unique needs of the staffsô professional practices.  

This tailored support, geared directly towards practitionersô greatest areas of need, seeks 

to positively impact classroom practices in a way that will lead to greater teacher efficacy 

and ultimately translate to greater student success post-graduation. 

Organizational Role 

As the instructional coach at St. Georges Technical High School, my daily 

responsibilities include providing individualized support to staff members based on three 

layers of intervention.  The schoolôs principal provided a logical model detailing the 

expectations of my role. (Figure 5) 
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Figure 5 Instructional Coach Action Plan 

 

The layers of intervention embedded in the program include individual coaching, small 

group coaching, and staff wide coaching supports.   

The individual coaching supports have the coaches meeting with teachers 

individually to set goals, collect and interpret data, lesson plan, and write assessments.  

Additionally, coaches locate resources and provide non-evaluative feedback on research-

based classroom strategies to the collaborating teachers.  The last component of the 

individual coaching supports is the instructional coaches host an open-lab classroom. The 

small group coaching supports have the coaches training PLC facilitators.  To build 

capacity throughout the building, the coaches are focused on empowering more staff 

members to successfully lead and navigate key leadership opportunities.  Providing 

targeted intervention for groups with similar interests/needs is another small group 

support offered.  Finally, the coaches collaborate with cohorts for trial initiatives to 
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eventually decide whether or not a program will be run with the entire staff. The full staff 

coaching supports allow instructional coaches to design and implement school level 

professional development and collaborate with stakeholders on district level professional 

development.  Coaches seek to increase staff communication through weekly newsletters, 

LMSs, emails, etc.  

The Instructional Coaching program at St. Georges Technical High School was 

developed to meet teachersô needs to receive individualized support in professional 

development.  In an effort to meet a wide variety of educator needs and experiences, the 

coaching program was intended to allow teachers to request support for the unique needs 

or challenges they face in their professional practice.  Each of the unique individuals 

charged with classroom instruction comprises the target population for coaching support.  

Instructional coaching provides a wide range of supports that allow struggling educators 

and highly proficient educators alike to work through a cycle of inquiry that encourages 

reflection on practices and continual improvement.  Using the Harvard Data Wise Cycle 

of Inquiry educators are asked to utilize and reflect on student data and allow it to inform 

their practices (Boudett, City, & Murnane, 2013). The cycle asks educators to complete 

the following 8 steps (Table 1) and consistently work through the cycle subsequent times 

in an attempt to work towards continual improvement. 

Table 1 Data Wise cycle of inquiry created by Harvard University 

 

Step 1 Organize for collaborative work 

Step 2 Build assessment literacy 

Step 3 Create data overview 

Step 4 Dig into student data 

Step 5 Examine instruction  

Step 6  Develop action plan 
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Step 7 Plan to assess progress 

Step 8 Act and assess 

 
 

In the 2016ï2017 school year, positions for coaches were posted and filled. The 

building principal, along with the school based Powerful Development Team, designed 

the expectations of the positions and the principal was responsible for communicating 

those requirements with the coaches (Figure 5).  Once hired, the coaches were given the 

leeway to change and adapt parts of the program to better respond to the schoolôs and 

teachersô needs.   

The overarching goal of the Instructional Coaching Program is to provide an 

opportunity for educators to receive personalized support.  Increasing teacher 

effectiveness is vital in making St. Georges graduates more successful in their post-

secondary opportunities.  Because teacher development is most successful when it is 

intensive and job-embedded (Darling-Hammond and Richardson, 2009), enacting 

coaching supports is a practical way to ensure all St. Georgesô teachers have access to the 

professional learning they need.   

The premise of the Instructional Coaching Program is to provide an array of 

opportunities to connect teachers with ideas, feedback, support, best practices, and 

applicable research to better inform their practices.  Coaching is elective and teachers 

reach out to the coaches as they see fit.  In certain instances, coaching is initiated by the 

coach for a specific project or initiative; but the classroom teacher gets the final decision 

on whether or not to collaborate.  The issue remains that since coaching is not 

compulsory, the school worries that many teachers are not taking advantage of coaching 
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support.  Data on student achievement has been provided to staff members, and former 

students have been brought in to serve as a panel for a school wide professional 

development where teachers had the opportunity to discuss with the students their 

feelings regarding their preparedness for life after high school.  Additionally, as a career 

and technical high school, the school has a plethora of business partners that serve as 

placements for our co-oping seniors.  A selection of these business partners were brought 

on site and interviewed by staff members regarding trends they were seeing in St. 

Georgesô seniors and graduates. These opportunities served to launch discussions 

surrounding why instructors need to reevaluate the practices happening in the schoolsô 

classrooms to ensure SGTHS students are adequately prepared for life after graduation.  

 This is my fourth year as the instructional coach and my 12th at the school.  I hold 

a masterôs degree in Instruction: Teaching & Learning and have been trained and 

certified in Cognitive Coaching, as well as having been fortunate enough to attend many 

other conferences and professional learning opportunities both in and out of state geared 

towards understanding how to best support teachers in their professional practice. The 

professional experiences afforded me as both an instructor and a coach have provided me 

with a skill set that allows me to work alongside teachers, examine their instructional 

practices, goal set, and provide non-evaluative feedback that allows them to see their 

instruction through another set of eyes and adjust in the manner necessary to best serve 

their students.  

One of my main responsibilities in preparation for the 2019ï2020 school year was 

to collaborate with other building level coaches to design and implement a structure for 
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our professional learning communities (called ACEs) surrounding our instructional focus 

on literacy.  The proposed four-year structure (Appendix H) asks teachers to undertake an 

intensive reflection and action steps regarding the writing instruction being provided to 

students in our classrooms.  A basic overview (Appendix E) was provided to all staff 

members outlining the expectations for the first year under this literacy focus and the 

building level coaches collaborated on a separate document (Appendix E) to provide a 

more in-depth shared understanding of what each week entails. This professional learning 

structure serves as an important part of the ELP: highlighting the impact an instructional 

coach can have on data usage, planning strategies, alignment of strategies to needs, and 

ultimately seeking to positively impact teacher efficacy by equipping teachers with the 

skills and knowledge necessary to continuously grow in their practice.  This plan 

leverages a full staff support implemented to serve all members of the instructional team 

at St. Georges Technical High School. Additionally, small group supports and individual 

supports were offered to ensure teachers have access to a variety of supports that address 

their individual needs.  

Improvement Goals 

 To address the need for personalized professional development opportunities for 

the staff at St. Georges Technical High School the following goals were identified: (1) 

higher frequency and use of data for improved goal setting; (2) improved planning and 

implementation of appropriate strategies; (3) increased department usage and 

implementation of research-based practices and strategies; and (4) increased 

implementation of research-based strategies connected to the schoolôs challenges.  



16 

 

The first individualized coaching goal was higher frequency and quality use of 

data in goal setting.  The responsible utilization of data is vital in goal setting as it is 

necessary in understanding achievement and measuring growth towards established 

goals.  While teachers at the school have access to multiple sources of data, the question 

remains whether or not they feel adequately equipped to interpret the data in a way that 

allows them to set goals and accurately measure student progression towards those 

established goals. The push towards increased data usage at both the state and federal 

level has placed increased strain on teachers.  Murphy and Schiller (1992) argue that all 

staff must exist to assist teachers to be more effective.  That assistance will take many 

forms: change facilitation, helping teachers cope with the stresses of change, and offering 

support in curriculum design and teaching practices.  At St. Georges Technical High 

School, this data and goal setting support is seen most clearly in the training provided to 

the coaches who in turn utilize an array of techniques and supports when meeting with 

teachers individually and breaking down their student data to inform goal setting.  Data 

responsibilities are shared responsibilities.  Educators who do not serve in traditional 

classroom roles must share in the responsibility of helping teachers grow and change 

their practices to best meet student needs.  Instructional coaches can, and should, be an 

active part of data interpretation and assist teachers in analyzing and utilizing data to set 

goals for their students and themselves.  

Secondly, the instructional coaching supports sought to improve planning and 

implementation of appropriate strategies. Students are ever-changing and the body of 

research surrounding what is most effective in addressing their needs is constantly 



17 

 

growing.  Instructional coaches are a valuable support in providing continuous, job-

embedded training to teachers.  The only way to support teachers in the ever-changing 

landscape of education is to provide intensive forms of support (Devine et. al., 2013).  

This support must be deeper, more meaningful, and more consistent than the typically 

allocated professional development days that districts embed in their schedule.  If our 

students are to possess the higher-order thinking skills they need to succeed when they 

leave our schools, our educators need to possess higher-order teaching skills and deep 

content knowledge (Darling-Hammond, et. al., 2009). These higher-order teaching skills 

require individualized support to ensure each educator is receiving responsive, pertinent 

feedback and reinforcements as they seek to grow in their own content knowledge and 

pedagogical understanding. Hull, Balka, and Miles (2009) suggest that teacher growth in 

both planning and strategy implementation is linked to improving student achievement 

and that instructional coaching is an effective way to influence growth in both groups.  

Apart from providing strictly individual support, instructional coaches can also 

assist in increasing department usage and implementation of research-based practices and 

strategies. Through professional learning communities or other small group structures, 

Lewis, et. al. define the generation of learning cultures as building collective 

understanding and motivation (2008). Guidance from an instructional coach in generating 

these learning cultures and building collective understanding achieves what Sailors and 

Shanklin (2010) cite as the best safeguard against school failure - highly qualified 

teachers. Furthermore, highly qualified and empowered teachers tend to push those 

around them towards growth and increase the implementation and use of coaching roles 
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(Mangin, 2014) making coaching initiatives even more pervasive in classrooms 

throughout a school. One of the ways this goal was addressed at St. Georges Technical 

High School was utilizing coaches to train PLC facilitators.  With 83 staff members 

participating in the weekly PLC meetings, organized according to several identifying 

factors, the coaches met with the fourteen facilitators on a biweekly basis to review PLC 

agendas, provide resources, identify areas of need and troubleshoot issues.  This targeted 

capacity building sought to ensure that knowledge was shared, and future leaders were 

empowered and equipped to increase the number of leaders in the charge for improving 

student writing.  

Lastly, instructional coaching can lead to increased implementation of strategies 

connected to a schoolôs challenges.  This final goal was largely reflected in the way St. 

Georges Technical High School used their coaches to design and implement professional 

learning surrounding the challenges they saw in their student data.  Coaches were charged 

during the 2018ï2019 school year with designing the structure for the 2019ï2020 

professional learning communities centered around student writing - an area of need that 

has been identified through multiple data points. Mourshed et. al. (2010) concluded that 

78% of the schools they examined in 20 different global systems that experienced 

considerable change in student achievement focused on professional learning. Balancing 

this full-school approach with both individual and small group supports is how Woulfin 

and Rigby (2017) believe instructional coaches should function within a school 

community.  Coaches often carry out different responsibilities, and their content 

knowledge combined with their understanding of learning communities can support 
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improvement in both individual practices as well as systems-level goals (2017). Each of 

the identified goals shed light on the responsibilities and approaches used by coaches at 

St. Georges Technical High School to improve data usage, goal setting, planning, and 

implementation of appropriate strategies in individual, small group, and full staff settings.  
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Chapter 3 

 

IMPROVEMENT STRATEGIES  

 

An action research approach was used to evaluate the Instructional Coaching 

Program. This approach was chosen due to its ease of implementation into research 

conducted in a K-12 setting.  Action research focuses specifically on four phases: 

planning, implementation, observation, and reflection (Herr & Anderson, 2005).  These 

actions continue to spiral as the process repeats itself; the researcher gains new 

understanding through the reflection phase after the initial plan implementation, planning 

resumes, and new strategies are implemented to address the desired outcome.   Action 

research lends itself to educational research as it mirrors a similar pattern seen in 

instructional design.  Curriculums are planned and implemented in classrooms, students 

are observed and assessed, and the data collected is used to inform whether or not the 

desired results were achieved.  For the purposes of this ELP, an action research design 

was used to determine whether or not the program objectives set out for the instructional 

coaching program at St. Georges Technical High School are being achieved.  While the 

program offers three tiers of support: individual coaching supports, department level 

supports, and staff wide supports, this study explores whether or not the individual 

coaching supports provided to the teachers brought about the implementation of 

improved teaching strategies and increased teacher efficacy. While all four phases of 

action research were utilized throughout this study, the bulk of the study deals with the 

observation and reflection phases, as data collected from teachers (both participants and 

non-participants) in the instructional coaching program and the coaches themselves to 
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ascertain whether or not the program was meeting the goals it set during its 2015 

inception.  

To accomplish this, I designed this study to understand how teachers feel about 

the coaching program, how coaches view their roles in the school and the supports they 

receive, and determine what is working in the program, and what needs to be addressed. 

The design includes the following data points (Table 1): 

Table 2 Artifacts created for this ELP 

 

Item Description 

Logic Model 

 

Details the goals of the instructional 

coaching program at St. Georges 

Technical High School and highlights the 

inputs used to reach these goals. 

(Appendix B) 

Literature Review Synthesizes available research to make an 

argument for why instructional coaching 

should be utilized to equip teachers with 

the necessary skills and knowledge to 

effectively serve an ever-changing student 

population. (Appendix C) 

White Paper Provides organizational overview of 

conditions at St. Georges Technical High 

School and makes the case for how 

instructional coaching can be leveraged to 

provide individualized professional 

learning opportunities for staff members. 

(Appendix D) 

ACE Modules These modules were designed by the 

instructional coaches at the school and 

implemented with the staff to support 

cycles of inquiry and data informed 

decision making. While all instructional 

staff participated in these modules, they 

provided varying levels of support based 
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on teachersô needs. (Appendix E) 

Staff Survey, Interviews and Analysis The staff wide survey asked instructional 

staff anonymous questions regarding their 

perceptions of the instructional coaching 

program at St. Georges Technical High 

School. The interviews were conducted on 

4 teachers who have consistently utilized 

coaching supports for at least one year to 

seek correlation between their experiences 

with the coaching program and their 

persona efficacy beliefs. (Appendix F) 

Instructional Coach Interviews and 

Analysis 

These interviews, conducted on 2 of the 3 

instructional coaches in the school, asked 

coaches to share their own perceptions of 

their roles within the school, their efficacy 

beliefs surrounding their own practices, 

and their experiences and beliefs about 

support from the schoolôs administrative 

team. (Appendix F) 

Stakeholders Presentation This presentation provides a broad 

overview of the program, findings 

different exploratory research strategies 

turned up, and makes broad 

recommendations for how the 

instructional coaching program could be 

framed and implemented at another 

school. (Appendix G) 

 

Staff Survey 

The staff survey was sent out to the teaching staff at St. Georges Technical High 

School which comprises 46 academic teachers, 21 career teachers, and 8 Learning 

Support Coaches. An additional 8 paraprofessionals are employed as part of the Learning 

Support department to address the needs of students with 504s and IEPs.  Fifty-five 

percent of staff members have fewer than 10 years of teaching experience and as a 
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vocational technical high school, St. Georges Technical High School employs teachers 

with a wide range of degrees and certifications.  While the 46 academic teachers all hold 

degrees that incorporate formal pedagogical training, only one of the 21 career teachers 

has a degree that incorporates pedagogy. This creates a uniqueness in terms of teacher 

experiences and certifications. The instructional coaching program implemented at St. 

Georges Technical High School seeks to provide support for a staff where 30% of their 

classroom teachers come directly out of industry to provide students at the school with 

valuable career training, certification opportunities, and cooperative employment 

placements.  The staff survey was sent to 67 staff members that are considered 

instructional staff with 36 responsesða response rate of 54%.   

I sent the staff survey out via the learning management system Schoology on the 

schoolôs announcements page and staff members were aware that filling out the survey 

was not required, as it was linked with my doctoral work.   

Interviews  

I developed an interview to provide more qualitative feedback to the program 

evaluation.  To figure out whether or not the instructional coaching program at St. 

Georges Technical High School was meeting its program goals and impacting the 

efficacy of teachers who utilized the services, I believed the teachers utilizing the 

program needed an avenue to provide more complete feedback concerning their 

experiences with instructional coaching. I emailed four teachers who have all consistently 

worked with one of the coaches for over a year and all agreed to participate. I emailed the 

two instructional coaches and asked them to participate in an interview and both agreed.  
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Interviews were scheduled and conducted during the summer prior to the teachers 

returning to school for the 2020ï2021 school year.  The two instructional coaches 

interviewed have both been in their positions for five years and have spent the entirety of 

their time in coaching at St. Georges Technical High School and both are women who 

have served in other leadership roles in the school. One of the instructional coaches has 

been in education for over twenty years and still consistently teaches at least one course 

each semester.  The other instructional coach left the classroom in 2017 to be a full-time 

literacy coach.   Of the four teachers interviewed, one is a career and technical education 

teacher and the other three are academic teachers. Two of the four teachers have been in 

education for fewer than five years, whereas the other two have been in the classroom for 

more than ten years. One of the teacher participants (CTE teacher) is male while the three 

academic teachers are female.   

Teacher interviews were conducted and recorded via Zoom at a time agreed upon 

by the interviewee. The participants and I were the only parties involved in the 

interviews. Participants were informed they would be asked a series of 7 questions that 

asked them to candidly reflect on their experiences with receiving instructional coaching 

supports.  Participants were reminded that they could conclude the interview at any time 

and ask to be removed from the study with no negative ramifications. Each interview 

ranged from six minutes to eleven minutes depending on the responses given by the 

participants. The participants were asked to describe the nature of the support they 

sought, what the identified area of focus became during the coaching sessions, how they 
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felt about the supports they received, and the impact coaching had on both their 

classroom practices and efficacy beliefs (Appendix F).  

Coach interviews were conducted in much the same manner.  Interviews were 

recorded via Zoom and ranged between ten and thirteen minutes.  Coaches were asked to 

reflect on impactful professional learning they have led, building partnerships throughout 

the school, professional opportunities they have been afforded and how the 

administration team has or has not supported them, and their efficacy beliefs concerning 

their coaching (Appendix F).    

 

Analysis 

No predetermined codes were used for the survey, the teacher interviews, or the 

coach interviews.  Responses were transcribed and coded based on emerging themes and 

trends were identified across the three data points. The most consistently appearing 

responses are shared in the survey and interview analysis (Appendix F) 



26 

 

  

Chapter 4 

EFFICACY OF IMPROVEMENT STRATEGIES  

An analysis of the survey and interview data obtained from participants in the 

instructional coaching program was completed and can be seen in its entirety in 

Appendix F. The overarching goal of the Instructional Coaching Program is to provide 

opportunities for educators to receive personalized support.  The long-term goal for the 

coaching program is increasing teacher effectiveness.  Strategies were designed to 

provide opportunities for coaching supports to educators in the building.  These include 

individual coaching supports through meeting with teachers individually to set goals and 

collect and interpret data to guide towards best practices as well as fostering an 

environment of observation and collaboration by hosting an Open Lab Classroom.  

Likewise, department level support allows instructional coaches to train PLC facilitators 

on strategies that coincide with our schoolôs literacy focus. Lastly, staff wide supports 

allow instructional coaches design and implement staff wide professional development 

with a focus on increasing staff to staff communication by utilizing the weekly 

newsletter. 

The premise of the Instructional Coaching Program is to provide an array of 

opportunities to connect teachers with ideas, feedback, support, best practices, and 

applicable research to better inform their practices.  As educators, we expect our students 

to continually learn and grow.  The Instructional Coaching Program provided at St. 

Georges Technical High School is designed to allow educators to continually learn and 

grow in their own professional practices.   
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The following seven assumptions formed the basis of the program theory for the 

Instructional Coaching Program at St. Georges Technical High School in the New Castle 

County Vo-Tech School District: 

Table 3 Instructional coaching program theory created for St. Georges Technical 

High School 

 

Assumption 1 Individual Coaching Supports will lead 

to an increased availability of individual 

coaching supports, leading to an increased 

opportunity for participation in individual 

coaching, leading to: 

a. improved goal setting  

b. improved implementation 

of appropriate strategies  

c. increased use of data.   

These three intermediate objectives lead to 

improved planning, and improved 

teaching strategies. 

Assumption 2  Individual Coaching Supports will lead 

to increased opportunity for peer-to-peer 

observations, leading to increased 

exposure to research-based strategies, 

leading to improved implementation of 

appropriate strategies.  Improved 

implementation of appropriate strategies 

will lead to improved planning, leading to 

improved teaching strategies.  

Assumption 3 Department Level Supports will lead to 

increased availability of department level 

coaching supports, leading to an increased 

opportunity for participation in coaching 

supports, leading to decreased teacher 

isolation, leading to an increased 

collaboration between teachers with 

common courses.  Increased collaboration 

between teachers with common courses 

will lead to increased department usage of 

research-based classroom practices and 
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strategies, leading to improved teaching 

strategies. 

Assumption 4 Department Level Supports will lead to 

increased availability of department level 

coaching supports, leading to increased 

opportunity for participation in coaching 

supports, leading to increased proficiency 

in building leaders, leading to increased 

PLC instruction on research-based 

classroom practices and strategies.  

Increased PLC instruction on research-

based classroom practices and strategies 

will lead to increased department usage of 

research-based classroom practices and 

strategies, leading to improved teaching 

strategies. 

Assumption 5 Staff Wide Supports will lead to 

increased availability of school wide 

coaching supports, leading to an increased 

opportunity for participation in school 

wide coaching supports, leading to an 

increased staff awareness of available 

supports and learning opportunities, 

leading to an increased implementation of 

strategies connected to schoolôs 

challenges.  Increased implementation of 

strategies connected to schoolôs challenges 

will lead to improved teaching 

strategies.  

Assumption 6 Staff Wide Supports will  lead to 

increased availability of school wide 

coaching supports, leading to increased 

opportunity for participation in school 

wide coaching supports, leading to 

Increased cross content collaboration, 

leading to decreased educator isolation.  

Decreased educator isolation will lead to 

increased staff awareness of available 

supports and learning opportunities, 

leading to increased implementation of 

strategies connected to schoolôs 
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challenges.  Increased implementation of 

strategies connected to schoolôs challenges 

will lead to improved teaching 

strategies. 

Assumption 7 Support for Coaches will lead to 

increased access to professional 

development, leading to increased 

opportunity for participation in coach 

professional development, leading to 

increased implementation of research 

based coaching strategies, leading to 

increased responsiveness to individual 

needs of those utilizing coaching services.  

Increased responsiveness to individual 

needs of those utilizing coaching services 

will lead to increased implementation of 

strategies connected to schoolôs 

challenges, leading to improved teaching 

strategies.  

 

        The focus of this ELP is specifically on the individual coaching supports offered 

through the coaching program at St. Georges Technical High School and how teachers 

were impacted by their collaborations with the instructional coaches.  The collected data 

suggested that instructional coaching impacted teacher efficacy in a positive way. 

Participants in the study shared that working with a coach allowed them to engage in 

more comfortable conversations around their professional practices, increase the amount 

of collaboration with a peer they actively engaged in, receive and implement timely 

feedback, gain confidence in their classroom and professional practices, and experience 

improved efficacy beliefs.   This feedback aligns with much of what the research says 

about the impact coaching has on teacher performance. Woulfin & Rigby (2017) found 

that even though coaches perform different responsibilities depending on the 
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school/district they serve, they support improvement in both individual practices as well 

as systems level goals. This is vital according to Devine, et. al. (2013) who found that the 

only way to effectively support teachers in the ever-changing landscape of education is to 

provide intensive forms of support. All staff exist to assist teachers to be more effective, 

by facilitating change, by helping teachers cope with the stresses of change, and by being 

proactive in addressing changes in curriculum design, teaching practices, and changes 

(Murphy & Schiller, 1992).  Instructional coaching positions are designed to ensure 

teachers have access to resources that will allow them to proactively improve their 

teaching practices and respond to the challenges they face. 

Concerning the implementation of the improvement strategies, all were 

implemented but had to be moderately adapted in response to the Covid-19 pandemic that 

led to the closure of schools in March 2020.  With teachers and students in remote 

settings, some of the goals the teachers had set in their collaborations with the 

instructional coaches needed to be adapted to address the new challenges that virtual 

instruction brought.  Open lab classrooms did not continue past March (they were 

successfully implemented from Fall 2016ïMarch 2020) and the one-on-one coaching 

conversations that typically occurred weekly or biweekly with each participating teacher 

during the fall were reduced in the spring. From March forward, the coaching 

collaborations became much more focused on getting research-based best practices into 

the hands of the teachers and focusing on ensuring they were able to (1) understand what 

quality virtual learning environments look like, (2) how to navigate technology tools that 

foster increased student engagement, and (3) prioritizing the remainder of their curricula.   
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The intended outcome for each of these strategies is improved teaching strategies 

(Figure 6).  

 

Figure 6 Logic model for instructional coaching program created for St. Georges 

Technical High School 

 

Through the data collected from staff members in both the survey and the interviews, 

several staff members voiced the positive impact coaching collaborations had on their 

teaching practices, specifically, the strategies they use in instruction.  Interview 

participants mentioned questioning strategies, chunking strategies, discussion techniques, 

and grouping strategies to name a few.  Participants shared that the implementation of 
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these strategies came as a byproduct of collaborating with a coach who was able to share 

their ideas and expertise during the planning stage, support the teacher during the 

implementation stage, and was there for reflection as the teacher thought about next steps 

and what adjustments needed to be made to more effectively reach the students they 

serve. No interviewees included any negative side effects of their coaching collaborations 

but in the staff wide survey, several respondents worried about the role the coaches serve 

in the school.  One of the unplanned findings of the study is the need to consistently and 

effectively communicate the roles of the coaches to the whole staff on a regular basis to 

seek to combat misunderstandings that linger.   
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Chapter 5 

REFLECTIONS ON IMPROVEMENT EFFORTS  

The overall approach has been met with successes and simultaneously exposed 

areas for improvement. I set out to determine through this ELP the impact of the 

instructional coaching program at St. Georges Technical High School by determining (1) 

understanding what building level coaches think about their positions; (2) understanding 

how the staff views the instructional coaches and the resources available to them; (3) 

conducting a resource audit and identifying areas of need; and (4) examining alignment 

between instructional coaching goals and school goals.  

 The coaches themselves believed they were making an impact and largely 

credited their relationships with and support from the administrative team as a key factor 

in their success. While both of the interviewees shared that they wished their numbers 

were higher in terms of teachers they were collaborating with, they also believed that 

those they do work with have seen measurable and significant gains in their practices.  

Additionally, both agreed that it is not physically possible for three instructional coaches 

in a building to be able to meet with every single teacher on a regular basis required to 

bring about measurable gains in each classroom.  With that said, they believe that 

because of the circumstances provided to them by decisions made by school leadership 

(flex time in schedules, autonomy in supporting teachers through goal setting, 

observations, and feedback, and confidentiality) they continue to make an impact in the 

classrooms in which they are invited throughout the building.  
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Regarding the perceptions of the coaching program held by the staff at St. 

Georges Technical High School, teachers who were more intimately involved with the 

services the program offered were more likely to have more positive attitudes towards the 

program than those who did not use the services provided.  All of the interviewees 

remarked about the positive impacts the program had on their practices, but in the staff 

wide survey, there clearly emerged some apprehension towards utilizing the coaching 

program and collaborating with an instructional coach. Interviewees shared that in 

reaching out to a coach, an individual has to be willing to accept vulnerability, as they 

share their classrooms and practices with a peer and seek to identify areas of need and 

address weaknesses.  The data received from the staff wide survey agreed; time and fear 

of vulnerability contributed highly to teachers hesitating to reach out to an instructional 

coach and collaborate.  

The coach interviews in particular were helpful with the resource audit and 

identifying areas of need for the program.  Both coaches shared that availability of 

resources was one of the most positive things about their roles.  Specifically, that the 

administration team goes out of their way to ensure the coaches have access to the 

trainings, conferences, books, educational tools, etc. that they need to do their job well.  

Those resources provide building level coaches opportunities to access research-based 

best practices to share with teachers in their support of classrooms as well as grow in 

their understanding of quality instructional coaching.  

 The instructional coaching program does have a degree of flexibility in terms of 

individual goals set for teachers, but the alignment between the goals of the program and 
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those of the school is strong. The coaching program identified as its main goals: (1) 

improved goal setting, (2) improved implementation of appropriate strategies, and (3) 

improved data usage.  These goals have been broad enough and provide enough 

flexibility that they continually point teachers and collaborating coaches towards quality 

instruction, regardless of whether the instructional focus in a given year is on reading, 

writing, mathematical reasoning skills, or any other. Over the last four years, the school 

has selected different aspects of literacy as its instructional focus each year.  Regardless 

of how the instructional focus shifts from year to year, the principles of goal setting, 

implementation of appropriate strategies and improved data usage directly support best 

practices.   

 The overall approach was successful in determining whether or not the program 

was successfully reaching its the improvement goals.  The main aim of this ELP was to 

determine if the instructional coaching program at St. Georges Technical High School 

was meeting its goals in improving teacher practices. Participants who elected to work 

with the instructional coaching program were able to self-report through surveys and 

interviews the impact they believed collaborating with an instructional coach had on their 

practices. However, due to the small sample size and the fact that the data is self-

reported, findings from this study cannot be generalizable or used to make correlational 

claims.  They can and should be used by the school to inform their goals and make 

adjustments moving forward.   

The interviewees shared that the goal setting process allowed them to feel part of 

the improvement process taking place in their own classrooms and empowered them as 
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decision makers.  One interviewer shared explicitly that often in post-conferences with an 

administrator, goal setting feels like a mandate and she instinctively goes into crisis 

management mode where she is seeking to explain herself and her practices instead of 

deeply thinking about how her practices could improve.  Collaborating with a coach gave 

her a certain degree of autonomy where she could talk through her classroom practices 

and feel proactive in addressing her areas of weakness as opposed to reactive when an 

evaluation turns up a concern. Likewise, interviewees shared that having a non-evaluative 

partner to work with allowed them to learn new strategies and ways of doing things to 

better meet the needs of the learners in their classrooms. Another interviewee shared that 

his understanding of appropriately scaffolding materials for students has increased 

exponentially through his collaboration with an instructional coach.  As someone who did 

not come into the classroom with any formal pedagogical training, he knew the content 

he was responsible for, but in many cases felt as if his delivery fell short.  Utilizing the 

coaching services provided by the coaching program increased his knowledge of 

appropriate ways to provide instruction to his students. Another interviewee shared that it 

was through her collaborations with her coach that she was able to learn about new ways 

of conducting Socratic seminars that would increase student engagement and make the 

seminars more productive learning experiences. She noted that having a coach who could 

share these strategies with her was vital since she was already feeling overwhelmed by 

the regular job responsibilities teachers have to manage.  While knowing what to do in a 

classroom is important, the importance of knowing how to measure whether your 

strategies are having the desired effect cannot be understated.  Specifically, the CTE 
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teacher shared that for him, one of the greatest measures of success is seeing his students 

working successfully in the field.  Through the improvements in his classroom, he is able 

to watch the successes of his students who have graduated his program and receive 

feedback directly from business partners that speaks to the preparation he has provided 

students during their time in his classroom.  Throughout the years, he has seen a higher 

number of graduates of his program successfully land and navigate the career area and he 

attributed that largely to the time and effort he has put into his collaborations with an 

instructional coach. The increasing number of successful students speaks to the changes 

he has made in his classroom and provides a valuable data set that allows him to track his 

effectiveness as a CTE instructor.  

 The program is meeting its intended goals regarding the way it is serving teachers 

who elect to utilize the services.  Teachers involved in the program have positive views 

on the program, how it has impacted their practices, and ultimately what it has done for 

their personal efficacy beliefs. While the program is by no means without flaws and there 

is room for improvement, the interviews shed light on the fact that the specific goals laid 

out by the program back in 2015 are being addressed through the services the 

instructional coaches are providing to the schoolôs teachers. 

Additionally, another highlight is the way the coaches perceive the support they 

receive from the administrative team.  Overwhelmingly in the interviews, the coaches 

consistently emphasized that they are able to do their jobs because of the support, 

flexibility, and resources the administrators provide them.  Coaches feel prepared and 

confident in leading teachers in goal setting, providing support around research-based 
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best practices, and modeling responsible data usage. The interviews of the teachers 

collaborating with the coaches included evidence that backs this claim. Teachers believed 

the coaches they collaborated with were able to effectively support them in each of these 

areas and make a marked impact on their practices.  

The flaw in the program appears to emerge when examining some of the survey 

data that was sent to the entire staff.  Some staff members voice apprehension about 

collaborating with an instructional coach.  This could be due to many reasons, but it 

raises the question whether communication around the program and services offered 

could be more effective. There will always be a natural pause for many instructors when 

it comes to the willingness to collaborate with a coach, due to scheduling and time 

constraints, fear of vulnerability, or even an assumption that they will not benefit from 

such a collaboration. However, the school and those involved in the program should 

examine communications and see what other avenues could be utilized to ensure staff is 

aware of what the program is, what the roles of the coaches are, and maybe most 

importantly, what the roles of the coaches are not.  In the staff survey data, it becomes 

clear that some staff are still under the assumption that the instructional coaches are an 

arm of the administration, acting as ñspiesò and reporting back to individual teachersô 

supervisors.  While this is a common misconception that many instructional coaching 

programs face, addressing this issue continues to be something that needs to be addressed 

by the administrative team and the instructional coaches regarding the program at St. 

Georges Technical High School.  This clear and consistent communication will seek to 
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combat that misconception from growing into something more widely accepted by the 

staff at large.  

Schools or districts looking to put an instructional coaching program into place 

should consider the order in which they roll out components of the coaching program. At 

St. Georges Technical High School, we advertised positions and applicants were hired 

without first helping teachers understand the justification for these positions and 

explaining the model prior to posting the positions.  It may have alleviated the 

apprehension expressed by staff members in the survey if we had first worked to get them 

invested in the program. Other schools looking to implement a similar program should 

pay careful attention to hiring practices and clearly defining the qualities they need in an 

instructional coach. Additionally, other teacher leaders can be invaluable additions to a 

hiring panel as they will have a clear understanding of how an internal candidate is 

perceived and regarded by the full staff.  This could provide some clarity to the question 

of how well received the instructional coach will be by the teachers they are hired to 

serve.  In the case of an external candidate, references, previous experiences, and specific 

questions regarding collaboration should be asked to ascertain as much as possible about 

the candidatesô interpersonal skills. Lastly, it cannot be understated the importance of the 

instructional coach knowing what their job expectations are.  The ambiguity of these 

roles can contribute to some of the hesitancy other teachers feels towards collaboration 

and many instructional coaches themselves feel at a loss sometimes in these roles as they 

struggle to define what their exact job responsibilities are (Aguilar, 2013).  These roles 

require for school administrators, the coach, and the staff to all have a clear picture of the 
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function and supports offered by the instructional coach with flexibility being available in 

the way these responsibilities are to ensure the coach is able to be responsive to staff 

needs.  

 The largest challenge in the context of this ELP in determining the success of the 

program was the Covid-19 pandemic, which led to school closures in March. 2020 This 

changed some of the work in this ELP, as some of the teachers who had originally agreed 

to be interviewed were no longer options as they sought to navigate a new virtual 

learning environment.  Originally, the proposed number of interviewees was ten to twelve 

and that was reduced to a total of six (four teacher interviews and two instructional coach 

interviews).  Additionally, some of the artifacts had to be tweaked to work in a virtual 

setting.  Screencasts took the place of live presentations to ensure that school closure 

guidelines were met, and information was still disseminated. The data I was able to attain 

still allowed me to reflect on whether or not the instructional coaching program was 

meeting the goals it had established, but this ELP would have benefited from a larger 

sample size.  Additionally, the sample could have been more diverse in terms of the 

dedication the teachers had to collaborating with an instructional coach.  All staff 

members had the opportunity to respond to the staff survey, but the teachers who were 

interviewed all had very established relationships with the instructional coaching 

program.  While they are diverse in many regards (content area, experience, gender, race) 

all six of the teachers interviewed have long standing and established relationships with 

their coaches. Due to the Covid-19 closures, several teachers who were newer in their 

relationship with their coaches did not respond to requests for an interview or were 
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overwhelmed by the transition to virtual instruction and chose not to participate.  The 

lack of less established coaching relationships played a role in the data collected from the 

interviews. The teachers who did have these established relationships and chose to move 

forward with the interviews have persevered through anywhere between 6 months and 3 

years of collaborating consistently with their coach on a regular basis.  Being able to 

interview someone who was new in their collaboration or even someone who had 

collaborated with a coach for a time but then did not continue that collaborative process 

would have provided an additional perspective to the interview data that would have been 

valuable and allowed me to learn more about what some of the drawbacks or negatives to 

such a collaboration could be.  

 Another important item to note is that I served as the instructional practices coach 

at St. Georges Technical High School through most of the time this ELP was being 

completed. This meant that I was able to have some influence on the goals, initiatives, 

and practices of the instructional coaching program and worked to align my research with 

some of the things being focused on at the school level.  This undoubtedly had an 

influence on ensuring I was able to meet many of the goals I had set out for myself at the 

onset of this ELP process.  This had both positives and negatives on the action research 

process. Positively, I was intimately connected with the program and the individuals 

involved and had the ability to make adjustments to the available instructional coaching 

supports as necessary to better meet the needs of the staff.  It also allowed me flexibility 

throughout the process to adapt my artifacts and data collection tools based on what was 

happening in the school during the Covid-19 shutdowns. Conversely, the challenges of 
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action research revolve around the control the researcher has over the way the study 

develops. Multiple times throughout the process I had to question whether I was 

overstepping my dual role as researcher and instructional coach and consistently ensure I 

was allowing the study to develop organically and not overly influence the results.  The 

goals for the instructional coaching have been consistent since its conception; however, 

with the breadth of those goals (improved goal setting, improved instructional strategies, 

improved data usage) there was a lot of leeway for me to be able to shape and suggest 

things as they aligned with my vision. I am sure this is part of any action research but 

knowing where exactly that line is located is difficult at times and raises questions about 

the work that is being done. I would absolutely encourage someone in a similar position 

to really rely on their coworkers.  The professional relationships I leaned on in 

collaboration with the instructional coaching program were invaluable as they were 

sounding boards and always sought to ensure that the supports we were offering our staff 

were the right supports for our school community, not just the supports that would most 

easily fit into my ELP. 

 One of the recommendations I would make to someone else trying to solve a 

similar problem is to be realistic and focus on one specific aspect of the program you are 

trying to evaluate.  I spent a lot of time at the beginning of this process trying to address 

the coaching program as a whole and including all aspects of it.  In the end, I spent the 

majority of my time focusing on just the individual supports the instructional coaches at 

St. Georges Technical High School offered to teachers, and largely ignoring the small 

group and staff wide supports.  To do the entire program would be so large the quality of 
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the analysis would surely have suffered. Another thing I would recommend is 

consistently looking for success.  In both my own analysis and the interviews given by 

the other two instructional coaches, it was easy for us to focus on the shortcomings of the 

program and servicesð namely, the relatively small sample size.  All three of the 

schoolôs instructional coaches have lamented through the last three or so years that we 

wish more individuals at the school were actively collaborating with an instructional 

coach; and while this is still true, listening and transcribing all of the interviews where 

teachers talk about how they are genuinely changed as a practitioner because of their 

collaborations through the program reminded me to see the good.  We have had more 

teachers reach out to coaches, and we have gained traction every year.  It is easy to wish 

you were further down the road, but I think there is incredible value in seeing that 

positive impact and focusing on that when you wish you were doing more.  Additionally, 

I think it is a reminder of reality.  It would not be possible for the three of us to have deep 

and impactful conversations with every single teacher in the building every single week 

or even by-weekly would not be possible in a program that is under 4 years old.   

 Looking forward, future research that would further this study include examining 

the connection between teacher efficacy and student achievement. A limitation with this 

study in utilizing self-reported teacher data is that while it allows for understanding how 

the teachers view the supports they are receiving through the instructional coaching 

program at St. Georges Technical High School, it does not measure if these self-reported 

feelings translate to student success. Links between the coaching supports and teacher 

efficacy can and should be used to inform the appropriate stakeholders of how teachers 



44 

 

are receiving the program and provide a clearer picture of what needs to be addressed to 

improve the program, however measuring the impact this increase in teacher efficacy has 

on student achievement would validate whether or not the coaching program is ultimately 

having the intended effectð empowered teachers and successful students.  

 The problems that were uncovered by this research are not deeply entrenched 

issues as much as reminders for why consistency in communication is invaluable.  I think 

in many fields, education is not exempt, there comes a point where you feel like you have 

over communicated an issue in every way possible.  The reality is, there will always be 

people in your organization that are not fully aware of or are fostering misconceptions 

about some of the initiatives that exist. In the case of an instructional coaching program, 

it is important to constantly address the purpose of the supports, the role the coaches play 

in the building, and provide evidence for how utilizing these supports aligns with the 

schools' goals and instructional focus.  
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Chapter 6 

REFLECTIONS ON LEADERSHIP DEVELOPMENT  

Since beginning the program, I have been exposed to an enormous amount of 

research and supports in place through the University of Delaware that allowed me to 

increase my understanding about the responsible use of data and research.  My ability to 

navigate digital library services and locate and use research has grown considerably and I 

find myself more comfortable with the process of researching than before I began the 

program.  This increased ability in navigating research has also led to an increased 

incorporation and implementation of research based best practices in both my time in the 

classroom and as an instructional coaching role, as well as my current role as a district 

specialist. Being able to more confidently approach research, glean from it the desired 

information, and allow it to impact my practices and those of the teachers I support has 

meant an increase in effectiveness in individuals throughout the New Castle County Vo-

Tech School district.  

 Another thing that has improved since beginning the program is my writing.  I 

have benefited greatly from the feedback of professors and advisors along the way and 

having diverse perspectives providing insight has allowed me to more effectively 

communicate with a broader audience and understand more deeply the role that audience 

plays in written communication. Stylistically, the writing I did in both EDUC 827 and 

EDUC 846 that focused on data was the most challenging, yet the most rewarding as it 

taught me how to communicate numbers and statistical analyses in a way that I had never 

previously had to do.  While my job does not require me to use this style of writing often, 
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it has impacted the way I present data to groups of educators as we analyze student 

outcomes and set goals for the future.  

Likewise, courses like EDUC 720 and EDUC 839 forced me to look at education 

through the lenses of different policies and expand my understanding of the diverse roles 

policy makers play in educational organization and decision making; an area where I 

previously had a much more limited understanding.  This has translated into an increased 

understanding of why school districts function the way they do and allowed me to have a 

better handle on why policies are enacted, and how they will affect my district and our 

staff and students. I have seen this play out in multiple ways as we navigate the Covid-19 

pandemic, and schools and districts are impacted by both local and state policies; 

specifically, policies that involve funding and access to educational resources meant to 

enhance virtual and hybrid instruction. 

As a problem solver, I have become more efficient and decisive.  Coupled with 

my ability to more easily and effectively navigate pertinent information, I find myself 

empowered to make decisions and execute the necessary tasks to bring those decisions 

into fruition. I am more concise in my communication and have a better understanding of 

how to present information well to create a compelling case for why an educational 

problem should be addressed with a degree of urgency. Not only has my previously 

stated awareness of the audience increased in my writing, but I also find that this same 

awareness has translated into other forms of communication as well. Specifically, as I 

transitioned into a new role as a district specialist two weeks prior to the stay-at-home 

order in March, I found that my ability to communicate effectively with teachers district 
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wide was of utmost importance, and the honing of those skills that occurred during my 

time in the University of Delawareôs Ed. D. program allowed me to do so effectively 

under the circumstances.  

My process for problem solving has become more streamlined and effective as 

well.  With my increased understanding of data usage and processes to solve problems, I 

have set steps I tend to take when familiarizing myself with a problem, measuring its 

impact on my organization, and beginning the planning and implementation process for 

any new initiatives to address the problem.  I am more direct in goal setting and whereas 

prior to the program, I tended to consistently try to address every part of a problem 

simultaneously, I have learned to identify specific pieces of a problem I want to address 

and set goals that are both manageable and measurable.  Likewise, I am more equipped to 

collect, measure, and evaluate the outcomes of the steps I am taking to meet the goals I 

have set.  My understanding of what pieces of data I need to collect, as well as techniques 

for how to analyze the data and understand correlation and causation, has improved and 

this has translated into my work with teachers in coaching scenarios.  

My scope of understanding problems has broadened and one of the most 

beneficial things about the program was when we were allowed to present our problems 

and artifacts to a small group of peers for feedback and questions.  Collaborating with 

people outside of my organization, and especially those outside of the K-12 world, was 

invaluable and allowed me to look at my organizationôs challenges through outside 

perspectives.  Those questions are ones I frequently refer back to when approaching other 

problems, to see if they can push me to think in different ways and uncover something 
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new. By nature, I have always been a capacity builderðI want to incorporate many 

different individuals into the work I am doing so that faculty and staff work together to 

address things that concern our students.  I think people who are part of the work are 

more likely to buy into initiatives and try to meet goals than those just told what to do. I 

think this has become more prevalent in my practices throughout the course of this 

program, as I have seen the value that comes from incorporating diverse perspectives to 

better addresses the needs of all individuals involved.  

Goal setting is another area where I see growth.  I have always liked setting goals, 

whether in my personal or professional life, yet I have found the process of the logic 

models in EDUC 863 exceptionally helpful, in that it gave me a format to follow and 

tools to use in problem solving.  Additionally, it forced me to look at goals in smaller 

steps, instead of just naming the goal and trying to figure out how to accomplish it.  The 

logic models allowed me to take a goal and make it into smaller, measurable steps easily 

be shared with others I am collaborating with, making progress monitoring more 

straightforward.  Timelines are easier to share with supervisors when you can tell them 

where exactly you are, as you work towards a goal. Communication between team 

members becomes more streamlined when everyone on the team is able to identify where 

you all are in progressing towards your end line. It also allowed me to more clearly 

conceptualize how multiple short-term goals can all coincide to support a larger goal like 

a school- or district-wide instructional focus. I have continued to use the technology 

platforms introduced to me throughout my time in the program, even once I have passed 

the class.  Venngage, Qualtrics, LucidCharts, and others are programs I had never heard 
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of or utilized prior to the Ed. D. program, and they are programs I have consistently gone 

back to and utilized in other areas of my professional life.  

 As a partner, my horizons have been expanded.  As I stated previously, I do think 

being able to collaborate with people outside of not only my organization but also those 

outside of K-12 education has allowed me to see and approach problems and solutions 

differently. The reality of working in a high school setting, as I do, is trying to prepare 

students for the challenges that await them in the next chapter of their lives.  Being able 

to consistently hear from people who worked in higher education allowed me to ask 

questions and reflect on how our district is preparing students for their potential next 

steps in their academic careers.  I was able to network with others in the program and I 

feel confident that my professional connections have increased in breadth as a result of 

the Ed. D. program. My time in the program also coincided with a chance in role in the 

district, so some of the changes in my inclusion of new and/or multiple stakeholders was 

a natural byproduct of different job expectations; however, I do believe that my ability to 

think about stakeholders both within and outside of my organization was furthered 

through the ELP process.  Because I have seen how my own ELP was improved by the 

insights of others, I am increasingly aware of and likely to reach out to a more diverse 

group of stakeholders in my day in and day out responsibilities than previously. Working 

in a vocational technical school district, business partners are an incredibly important part 

of the work that we do and understanding how to set up and execute opportunities for 

collaboration will continue to be an integral part of the work I do. Overall, I believe that 

the Ed. D. program at the University of Delaware has expanded my knowledge, but more 
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importantly has left me more equipped as an educator to identify and successfully 

execute improvement initiatives that will have long term and lasting impacts on both my 

organization and the students we proudly serve.  
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Appendix A 

PROPOSAL 

Personalized professional development can take many forms.  One of the most 

direct comes in the form of instructional coaching.  Instructional coaches sit down with 

teachers individually or in small groups, discuss areas of need, participate in goal setting 

and provide supports around those goals. Individual teachers come to the table with a set 

of behaviors, beliefs, and being.  In coaching relationships, most of the time the coach 

and teacher are focusing on specific behaviors. However, in order to transform schools 

and cause a change in education as a whole, coaches also need to focus on ñbeing.ò 

Exploring ñlanguage, nonverbal communication, and emotions and how these affect 

relationships, performance, and resultsò allows the coach to influence deeper changes 

than can be achieved by trying to simply address a pattern of behaviors (Aguilar, 2013). 

In contrast, Aguilar states that a teacherôs ñbeingò is different from their identity.  Aguilar 

states that identity deals with a teacherôs ability, age, education, marital status, language, 

race, religion, and socioeconomic status (ñHow educators can be more resilient,ò 2018). 

In coaching relationships, coaches must understand that to affect change they need to tap 

into the emotions teachers associate with their performance in the classroom and how 

those emotions have far reaching effects that impact those relationships, performance, 

and results. A teacherôs identity, in this scenario, is less central than their ñbeingò in 

interacting with teachers and providing the personalized support they need to grow their 

professional practice.  
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Instructional coaching allows teachers to receive one-to-one support that is 

characterized by a process of mutual adaptation (Flinders & Thornton, 2017) which 

McLaughlin defined as the process by which implementation was successful, and in 

which significant changes in participantsô attitudes, skills, and behaviors occurred 

(1976).  Lotan and Navarrete (1986) expanded this definition to include ñthe adaptive 

process of an innovative program and its implementers, and the dynamic interaction 

between program developers and trainers, i.e., innovators on the one hand, and program 

implementers on the other.ò  While traditional professional development often consists of 

whole staffs of teachers receiving the same instruction in a large group setting; 

instructional coaching allows teachers to receive support that is specifically tailored to 

their individual goals and needs.  Teachers engaged in an instructional coaching 

relationship are encouraged to be ñseekers of knowledge rather than settled knowersò 

(Henderson & Hawthorne, 2000) and student achievement is higher in the classrooms of 

teachers that interact with their coach regularly (Ross, 1992).  It removes the desires of 

both parties to act as ñexpertsò and encourages them to engage in genuine inquiry, 

seeking to define an issue occurring in the classroom and then using research-based 

strategies to bring about change. Instructional coaching addresses the problems that my 

organizational context, St. Georges Technical High School, is experiencing as it provides 

pertinent, timely support to each individual teacher.  With the wide range of pedagogical 

and content needs present in the staff, coaches would allow staff members to receive one-

to-one attention in a way that is embedded in their daily work.  
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During instructional coaching, the educator being served by a coach is the source 

of content for the ñcurriculumò of professional development (Schiro, 2013). The coach is 

able to view the teacher through various lenses and determine which strategies and 

supports to implement based off of the unique needs of the teacher.   They understand 

that ñteachers can grow from narrow technicians into visionary professionals.  They 

understand that professional growth is unique, shared through authentic narratives, and 

embedded in peer acceptance and forgivenessò (Henderson & Hawthorne, 2000). To 

address the disparity between studentsô achievement on standardized tests and the grades 

earned within the classrooms at St. Georges Technical High School, careful attention 

needs to be paid to the teachersô beliefs surrounding their own practices.   

 

Organizational Context 

 

St. Georges Technical High School in Middletown, Delaware is part of the New 

Castle County Vocational Technical School District. The school district is comprised of 

four career and technical education-driven high schools that serve 4,694 students 

throughout the county. The student population of 1,126 students at St. Georges has the 

following demographics (Figure 1): 
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Figure A1 School-based demographic data 

 

Fifty two percent of the population identifies as female with the other 48% identifying as 

male. One hundred and thirty-five students qualify as low-income (approx. 11%) and 141 

have an IEP with 3 of those students qualifying for speech only and an additional 59 

students have 504s.  Finally, 92% of students are on track with attendance based on last 

yearôs attendance rates. 

The teaching staff is comprised of 46 academic teachers, 21 career teachers, and 8 

Learning Support Coaches. An additional 8 paraprofessionals are employed as part of the 

Learning Support department to address the needs of students with 504s and IEPs. A 

recent staff survey yielded results that 55% of staff members have fewer than 10 years of 

teaching experience.  As a vocational technical high school, St. Georges Technical High 

School employs teachers with a wide range of degrees and certifications.  While the 46 

academic teachers all hold degrees in pedagogy, only one of the 21 career teachers has 
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formal training in instruction. These instructors are brought directly out of industry to 

provide their work experience and knowledge in their field in the career and technical 

education classrooms.  Eighty-nine percent of the teachers are white, 8% are African 

American, 2% are Asian American and 1% is Latino. Fifty-seven percent of the teaching 

staff is female and 43% is male.  Regardless of the lack of ethnic diversity in the teacher 

population, the variability in the staff regarding background and training suggests that 

there are a wide range of instructor needs present within the staff. A 2017 staff survey 

item asked staff members to rank their greatest needs.  These included: help with 

classroom routines, using assessments to inform instruction, and goal setting. The most 

requested services were observing a fellow teacher, lesson modeling, and videotaping and 

reviewing lessons.  However, it should be noted that all options were requested by 

teachers.  This is key in understanding the diversity of staff needs and need to provide 

personalization in professional development opportunities.   

Despite the fact that over 30% of classroom instructors at St. Georges Technical 

High School lack a background in pedagogy, a spring 2019 survey showed that 84% of 

the staff stated that they believe they set high learning expectations for all students and 

are confident in the instruction they are providing in their classrooms, yet only 48.51% of 

St. Georgesô students received a proficient score on the SATs in ELA and 28.05% in 

Math during the 2018-2019 school year.  The schoolôs average SAT score is 951, slightly 

higher than the stateôs average SAT score of 948 and below the nationôs average SAT 

score of 965.  Of the graduating class of 2016, 70% of students enrolled in college.  Of 

these, 21% required remediation in Math and 15% required remediation in English.  This 
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same group of students only had 13% of their graduating class that reached the college 

readiness SAT score of 1550 or higher.  Finally, only 36% of the students in the 

graduating class of 2016 who enrolled in college graduated within four years.  When 

combining student performance data with the staff reflections, there is a disconnect. The 

majority (84%) of the staff believe they have high learning expectations for students. On 

average, 800 of the 1,126 are recognized for Honor Roll and Distinguished Honor Roll 

each semester.  With 75% of students entering a two- or four-year program on graduation 

and the other 25% entering the workforce or eventually going back to school (Figure 2 

and Figure 3), one of the most natural areas of focus is whether or not St. Georges is 

successful at providing the instruction the students need to be both college and career 

ready.  

 

 
Figure A2 Student enrollment data 
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Figure A3 College enrollment 

 

Most troubling is the percentage of students who actually complete two or four-year 

degrees within six years of graduation.  Thirty-four percent of graduates complete a 

degree within six years after graduation with 25% of graduates earning a 4-year degree 

and 9% earning a 2-year degree (Figure 4 & Figure 5). 

 

 

 

 
 

Figure A4 Degree completion rates 

 



60 

 

 
Figure A5 College enrollment 

 

These data suggests that students graduating from St. Georges Technical High School are 

not as prepared for post-secondary opportunities as evidence suggests teachers would like 

to believe.  Data use and analysis is vital in creating a case for why there is a disconnect 

between classroom practices and how those translate to real world preparation for 

students attending the school.  The school currently employs five coaches (2 technology 

coaches, 1 literacy coach, 1 math coach, and 1 instructional practices coach) that can 

support the staff in providing personalized supports that addresses each of the 46 

academic teachers, 21 career teachers, 8 Learning Support coaches and 8 

paraprofessionalsô unique needs in their professional practices.  This tailored support 

geared directly towards practitionersô greatest areas of need could result in improved 

classroom practices, which could then translate to greater student success post-

graduation.  
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Organizational Role 

 

As the instructional coach at St. Georges Technical High School, my daily 

responsibilities include providing individualized supports to staff members based on three 

layers of intervention.  These layers of intervention include: 

 Individual Coaching Supports:  

o Meet with teachers individually to set goals, collect and interpret data, 

lesson plan, write assessments 

o Locate resources and provide non-evaluative feedback on research-based 

classroom strategies 

o Host an open-lab classroom 

 Small Group Coaching Supports: 

o Train PLC facilitators 

o Provide targeted interventions for groups with similar interests/needs 

o Collaborate with cohorts for trial initiatives 

 Full Staff Coaching Supports: 

o Design and implement school level professional development and 

collaborate with stakeholders on district level professional development 

o Increase staff communication through weekly newsletters, LMSs, emails, 

etc.  

 

The Instructional Coaching program at St. Georges Technical High School was 

developed to meet teachersô needs to receive individualized support and professional 
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development.  In an effort to meet a wide variety of educator needs and experiences, the 

coaching program was intended to allow teachers to request support for the unique needs 

or challenges they face in their professional practice.  Each of the unique individuals 

charged with classroom instruction comprises the target population for coaching 

support.  Instructional coaching provides a wide range of supports that allow struggling 

educators and highly proficient educators alike to work through a cycle of inquiry that 

encourages reflection on practices and continual improvement.  Using the Harvard Data 

Wise Cycle of Inquiry, educators are asked to utilize and reflect on student data and allow 

it to inform their practices. 

In the 2016ï2017 school year, positions for coaches were posted and filled. The 

building principal, along with the Powerful Development Team of the school, designed 

the expectations of the positions and the principal was responsible for communicating 

those requirements with the coaches.  Once hired, the coaches have been given the 

leeway to change and adapt parts of the program to better respond to the schoolôs needs.   

The overarching goal of the Instructional Coaching Program is to provide an 

opportunity for educators to receive personalized support.  Increasing teacher 

effectiveness is vital in making St. Georges graduates more successful in their post-

secondary opportunities.  Because teacher development is most successful when it is 

intensive and job-embedded, enacting coaching supports is a practical way to ensure all 

St. Georgesô teachers have access to the professional learning they need.   

The premise of the Instructional Coaching Program is to provide an array of 

opportunities to connect teachers with ideas, feedback, support, best practices, and 

https://datawise.gse.harvard.edu/data-wise-improvement-process
https://datawise.gse.harvard.edu/data-wise-improvement-process


63 

 

applicable research to better inform their practices.  Coaching is elective and teachers 

reach out to the coach as they see fit.  In certain instances, coaching is initiated by the 

coach for a specific project or initiative, but the classroom teacher gets the final decision 

on whether or not to collaborate.  The issue remains that since coaching is not 

compulsory, many teachers are not taking advantage of coaching support.  Data on 

student achievement has been provided to staff members, and former students have been 

brought in to serve as a panel for a school wide professional development where teachers 

had the opportunity to discuss with the students their feelings regarding their 

preparedness for life after high school.  Additionally, as a career and technical high 

school, the school has a plethora of business partners that serve as placements for our co-

oping seniors.  A selection of these business partners were visited at their sites, 

interviewed and recorded for the staff, and others were brought in to speak with staff 

members regarding trends they were seeing in St. Georgesô seniors and graduates. These 

opportunities have served to begin building a case for why as instructors we need to 

reevaluate the practices happening in our classrooms to see what else can be done to 

ensure SGTHS students are adequately prepared for life after graduation.  

 This is my fourth year as the instructional coach and my 12th at the school.  I hold 

a masterôs degree in Instruction: Teaching & Learning and have been trained and 

certified in Cognitive Coaching, as well as having been fortunate enough to attend many 

other conferences and professional learning opportunities both in and out of state geared 

towards understanding how to best support teachers in their professional practice. The 

professional experiences afforded me as both an instructor and a coach have provided me 
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with a skill set that allows me to work alongside teachers, examine their instructional 

practices, goal set, and provide non-evaluative feedback that allows them to see their 

instruction through another set of eyes and adjust in the manner necessary to best serve 

their students.  

One of my main responsibilities in preparation for the 2019ï2020 school year was 

to collaborate with other building level coaches to design and implement a structure for 

professional learning communities (called ACEs) surrounding the instructional focus on 

literacy.  This proposed 4 year structure asks teachers to undertake an intensive reflection 

and action steps regarding the writing instruction being provided to students in our 

classrooms.  A basic overview was provided to all staff members outlining the 

expectations for the first year under this literacy focus and the building level coaches 

collaborated on a separate document to provide a more in depth shared understanding of 

what each week entails. This professional learning structure serves as an important part of 

the ELP; highlighting the impact an instructional coach can have on data usage, planning 

strategies, alignment of strategies to needs and ultimately seeking to positively impact 

teacher efficacy by equipping teachers with the skills and knowledge necessary to 

continuously grow in their practice.  This structure serves as the full group support being 

implemented at St. Georges Technical High School. Additionally, as can be seen in the 

artifacts, small group supports, and individual supports will be offered as well to ensure 

teachers have access to a variety of supports that address their individual needs.  

 

 

https://docs.google.com/document/d/12kYzD66EtS1KI4GNHO0KQYAHSBbmuxja6iygL_OyURw/edit?usp=sharing
https://docs.google.com/document/d/1_-AksKACAUJHVfVGxhXyhmNDJHSY1m7l6rwt-oIxb9M/edit?usp=sharing
https://docs.google.com/document/d/1pxXpRldLQ1fZZa1TtUYOVQad5EOTmHsVoNrfciINlQ4/edit?usp=sharing
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Problem Statement 

 Students are not performing as well in post-secondary opportunities as evidence 

suggests the staff believes.  Nationally, the National Center for Education Statistics 

reports 60% of individuals who begin a 2 or 4-year program complete their studies within 

six years.  In contrast, 52% of St. Georges students embarking on a higher education 

program complete their programs.  The schoolôs average SAT score of 951 sits below the 

national average SAT score of 965, yet on average over 70% of the student population of 

1,126 is recognized as either honor roll or distinguished honor roll each marking 

period.  Eighty-four percent of teachers responded to a spring 2019 staff survey by saying 

they are confident in the high learning expectations they are setting for their students. To 

address the existing gap between teachersô perceptions of student performance and what 

the data suggest, personalized professional learning opportunities supported by the 

utilization of instructional coaching supports should be used at St. Georges Technical 

High School to address the professional needs of the staff and positively impact teacher 

efficacy.  

Improvement Goals and Strategies  

 To address the need for personalized professional development opportunities for 

the staff at St. Georges Technical High School, I have identified the following goals: (1) 

higher frequency and use of data for improved goal setting, (2) improved planning and 

implementation of appropriate strategies, (3) increased department usage and 

implementation of research-based practices and strategies, and (4) increased 

implementation of research-based strategies connected to the schoolôs challenges. 



 

 

Table A1 Goals 

 

Goal Strategies Resources Needed Evidence to Collect/Measures 

of Success 

Higher Frequency and Quality 

Use of Data for Improved Goal 

Setting 

 

Individual Coaching Supports 
meet with teachers individually 

to set goals, and collect and 

interpret data to guide towards 

best practices 
 Increase the availability 

and access options of 

individual coaching 

support 

 Increase individual 

participation of staff 

members receiving 

coaching support 

 fostering an 

environment of 

observation and 

collaboration by hosting 

an open lab classroom 

 Increase peer to peer 

observations 

 Increase exposure to 

research-based 

strategies 

 Release time for building 

level coaches  

 Assigned section of class (1 

Block) for building level 

coaches 

 Budget for 

books/conferences/ 

professional development 

opportunities  

 Master schedule that 

provides one section of an 

academic class assigned to 

coach and periods of release 

time where coaches can meet 

with individual teachers  

 Budget line item dedicated to 

professional development of 

coaches  

 Staff survey providing 

baseline for teacher perceptions 

of efficacy (specific items 

dedicated to data use) 

Improved Planning and 

Implementation of Appropriate 

Strategies 

Individual Coaching Supports 
meet with teachers individually 

to set goals, and collect and 

 Release time for building 

level coaches  
 Master schedule that 

provides one section of an 

academic class assigned to 

coach and periods of release 

6
6 



 

 

interpret data to guide towards 

best practices 
 Increase the availability 

of individual coaching 

support 

 Increase individual 

participation of staff 

members receiving 

coaching support 

 fostering an 

environment of 

observation and 

collaboration by hosting 

an open lab classroom 

 Increase peer to peer 

observations 

 Increase exposure to 

research-based 

strategies 

 Assigned section of class (1 

Block) for building level 

coaches 

 Budget for 

books/conferences/ 

professional development 

opportunities  

time where coaches can meet 

with individual teachers  

 Budget line item dedicated to 

professional development of 

coaches  

 Staff survey including items 

dedicated to planning practices 

and implementation of research-

based strategies 

 Interviews with teachers 

receiving coaching support 

reflecting on planning practices 

and implementation of research-

based strategies 

Increased Department Usage 

and Implementation of 

Research Based Practices and 

Strategies 

Department Level Coaching 

Supports 
Train PLC facilitators on 

research-based strategies that 

coincide with schoolôs 

instructional focus 
 Increase availability of 

department level 

coaching supports 

 Increase participation in 

coaching support 

 Decrease teacher 

isolation  

 Access to PLC time - 

instructional coaches need 

autonomy to plan and 

implement PLC agenda 

aligned with the school's 

instructional goals and best 

practices 

 Internal and external vetting 

committees  

 Facilitators - coaches need 

staff members who are 

willing to facilitate PLCs 

 Planned and implemented 

PLC structure  

 Facilitator survey focusing 

on facilitator efficacy 

 Budget line items showing 

funds spent on vetting 

committees/facilitators  

 Minutes from department 

level PLCs regarding 

implementation of research-

based strategies that coincide 

6
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 Increase collaboration 

between teachers  

 Increase proficiency in 

building leaders 

 Increase PLC 

instruction on research-

based classroom 

practices and strategies 

 Budget for reimbursing 

facilitators for summer and 

after school training 

 Budget for professional 

development for PLC 

facilitators   

 Budget for paying internal 

and external vetting 

committees of the PLC 

structure/curriculum/resour

ces  

with schoolôs instructional 

focus 

 Individual interviews asking 

teachers and facilitators to 

reflect on training and 

implementation of research-

based strategies supporting 

instructional focus 

Increased Implementation of 

Strategies Connected to 

Schoolôs Challenges 

 

Staff Wide Support 
design and implement staff 

wide development  
 Increase availability of 

school wide coaching 

supports 

 Increase participation in 

school wide coaching 

supports 

 Increase cross content 

collaboration 

 Decrease educator 

isolation 

 increase staff 

communication by 

utilizing weekly 

newsletters 

 Increase staff awareness 

of available support and 

learning opportunities 

 

 Access to PLC time - 

instructional coaches need 

autonomy to plan and 

implement PLC agenda 

aligned with the school's 

instructional goals and best 

practices 

 Access to weekly 

newsletters 

 Budget for professional 

learning for building level 

coaches 

 Vetting team for final 

survey and interview 

questions - ensure 

alignment  

 

 Planned and implemented 

PLC structure  

 Facilitator survey focusing 

on facilitator efficacy 

 Budget line items showing 

funds spent on professional 

learning opportunities for 

building level coaches  

 Weekly newsletters 

including ñCoachesô 

Cornerò showing 

communication with staff 

 Individual interviews 

asking all appropriate staff 

members to reflect on ACE 

structure alignment to and 

support for schoolôs 

instructional goal 

6
8 



 

 

Support for Coaches 
Provide coaches with 

professional development 

opportunities to improve 

coaching practices  
 Increase access to 

professional 

development 

 Increase participation in 

coach professional 

development 

 Increase 

implementation of 

research based coaching 

strategies 

 Increase responsiveness 

to individual needs of 

those utilizing coaching 

services  

6
9 
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The first goal individualized coaching support at St. Georges Technical High School 

seeks to meet is higher frequency and quality use of data in goal setting.  The responsible 

utilization of data is vital in goal setting as it is necessary in understanding achievement 

and measuring growth towards established goals.  While teachers at the school have 

access to multiple sources of data, the question remains whether or not they feel 

adequately equipped to interpret the data in a way that allows them to set goals and 

accurately measure student progression towards the established goals. The push towards 

increased data usage at both the state and federal level has placed increased strain on 

teachers.  Murphy and Schiller (1992) argue that all staff must exist to assist teachers to 

be more effective.  That assistance will take many forms: change facilitation, helping 

teachers cope with the stresses of change, and offering support in curriculum design and 

teaching practices.  At St. Georges Technical High School, this data and goal setting 

support is seen most clearly in the training provided to the coaches who in turn utilize an 

array of techniques and supports when meeting with teachers individually and breaking 

down their student data to inform goal setting.  Data responsibilities are shared 

responsibilities.  Even educators who do not serve in traditional classroom roles must 

share in the responsibility of helping teachers grow and change their practices to best 

meet student needs. Instructional coaches can, and should, be an active part of data 

interpretation and assist teachers in analyzing and utilizing data to set goals for their 

students and themselves.  
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Secondly, the instructional coaching supports seek to improve planning and 

implementation of appropriate strategies. Students are ever-changing and the body of 

research surrounding what is most effective in addressing their needs is constantly 

growing.  Instructional coaches are a valuable support in providing continuous, job-

embedded training to teachers.  The only way to support teachers in the ever-changing 

landscape of education is to provide intensive forms of support (Devine et. al., 

2013).  This support must be deeper, more meaningful, and more consistent than the 

typically allocated professional development days districts embed in their 

schedule.  Darling-Hammond et. al. (2009) argues, ñIf we want young people to possess 

the higher-order thinking skills they need to succeed in the 21st century, we need to help 

our educators possess higher-order teaching skills and deep content knowledge.ò These 

higher-order teaching skills require individualized support to ensure each educator is 

receiving responsive, pertinent feedback and reinforcements as they seek to grow in their 

own content knowledge and pedagogical understanding. Hull, Balka, and Miles (2009) 

suggest that teacher growth in both planning and strategy implementation are linked to 

improving student achievement and that instructional coaching is an effective way to 

influence growth in both groups.  

Apart from providing strictly individual support, instructional coaches can also 

assist in increasing department usage and implementation of research-based practices and 

strategies. Through professional learning communities or other small group structures, 

Lewis et. al. define the generation of learning cultures as building collective 

understanding and motivation (2008). Guidance from an instructional coach in generating 
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these learning cultures and building of collective understanding achieve what Sailors and 

Shanklin (2010) cite as the best safeguard against school failure - highly qualified 

teachers. Furthermore, highly qualified and empowered teachers tend to push those 

around them towards growth and increase the implementation and use of coaching roles 

(Mangin, 2014) making coaching initiatives even more pervasive in classrooms 

throughout a school. One of the ways this goal is being addressed at St. Georges 

Technical High School is utilizing coaches to train PLC facilitators.  With 83 staff 

members participating in the weekly PLC meetings that are organized according to 

several identifying factors, the coaches are meeting with the fourteen facilitators on a 

biweekly basis to review PLC agendas, provide resources, identify areas of need and 

troubleshoot issues.  This targeted capacity building seeks to ensure that knowledge is 

shared, and future leaders are being empowered and equipped to increase the number of 

leaders in the charge for improving student writing.   

Lastly, instructional coaching can lead to increased implementation of strategies 

connected to a schoolôs challenges.  This final goal is largely reflected in the way St. 

Georges Technical High School uses their coaches to design and implement professional 

learning surrounding the challenges they see in their student data.  Coaches were charged 

during the 2018-2019 school year with designing the structure for the 2019-2020 

professional learning communities centered around student writing - an area of need that 

has been identified through multiple data points. Mourshed et. al. (2010) conclude that 

schools who experience considerable change in student achievement focus on 

professional learning. Balancing this full-school approach with both individual and small 
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group supports is how Woulfin and Rigby (2017) believe instructional coaches should 

function within a school community.  Coaches often carry out different responsibilities, 

and their content knowledge combined with their understanding of learning communities 

can support improvement in both individual practices as well as systems-level goals 

(2017). Each of the identified goals shed light on the responsibilities and approaches used 

by coaches at St. Georges Technical High School to improve data usage, goal setting, 

planning, and implementation of appropriate strategies in individual, small group, and 

full staff settings.  

 

Artifact Narrative and Timeline  

I propose the following artifacts to measure the impact of instructional coaching 

on teachers at St. Georges Technical High School.  Each of the artifacts serves to either 

clarify the role and work of the coaches, qualify teacher beliefs concerning their own 

performance, or provide qualitative feedback concerning how teachers believe coaching 

support impacted their practices.  



 

 

Table A2 Proposed artifacts 

# Artifact  Type Audience Description Action Steps Plans for IRB Timeline Status 

1 Logic Model Administrative 

Document 

Administration 

& Instructional 

Coach 

Contains 

overview of 

short term, 

midrange, and 

long term goals 

for 

responsibilities 

assigned to 

instructional 

coach.  

Created during 

summer 

2016.  Revised 

annually.  

 Summer 2019 Complete 

2 Literature 

Review 

Synthesis 

Document 

ELP 

Committee 

Provides 

context for 

issue within the 

available 

research  

Completed 

during doctoral 

coursework 

 Dec/Jan 2020 Complete 

3 White Paper Informational 

Document 

Faculty/Staff Provides 

overview for 

the importance 

of personalized 

professional 

development, 

the role 

instructional 

coaches play, 

the connections 

to teacher 

efficacy, and 

contextual 

specifics for 

why it is an 

important 

resource at St. 

Georges 

Created in 

preparation for 

spring semester 

- inform staff 

members of 

available 

coaching 

supports and 

create both 

context and 

sense of 

urgency  

 Dec 2020 Complete 

7
4 

https://docs.google.com/document/d/1hiL6gdjbP-l3ggcJkM0QQmRG_PS8p_BQo3S28EKwRyI/edit?usp=sharing
https://docs.google.com/document/d/1nSMnqy72p7huYkbQAEEjWyqYUmUE0iBZn1iUHe_IBV0/edit?usp=sharing
https://docs.google.com/document/d/1nSMnqy72p7huYkbQAEEjWyqYUmUE0iBZn1iUHe_IBV0/edit?usp=sharing
https://drive.google.com/file/d/1B0o9GSX5kep_xko-0-a_KrnLRyCR4keI/view?usp=sharing


 

 

Technical High 

School  

4 2019-2020 

ACE Modules 

 

One Sheet 

 

Overview 

 

(separate into 

multiple parts - 

include summer 

trainings?) 

Programmatic 

Document - 

PLC structure 

and resources 

Faculty/Staff Organizes 

PLCs on a 

macro level but 

allows for 

differentiation 

within groups 

to address 

individual 

needs on a 

micro level.  

 

Provides 

trainings, 

resources and 

benchmarking 

opportunities 

for staff 

members as 

they seek to 

grow in their 

professional 

practice 

concerning the 

way we instruct 

and support the 

student writing 

process.   

Design 

completed 

during 2019 

summer and 

vetted by 

multiple 

partners (both 

internal and 

external). 

 

Interviews/surv

ey/focus groups 

will need to be 

done to provide 

reflections from 

facilitators and 

participants 

upon 

completion. 

 2019-2020 

School Year 

Complete in 

design 

 

Staff usage in 

process  

5 Staff survey, 

interviews, and 

analysis 

Programmatic 

Document ï 

Survey and 

interviews 

Faculty/Staff This survey 

includes 

questions 

teacher efficacy 

and their 

perceived 

enactment of 

curriculum. 

Interview 

Completed 

during 2018-19 

school year. 

 Spring 2019 Complete  

7
5 

https://docs.google.com/document/d/1_-AksKACAUJHVfVGxhXyhmNDJHSY1m7l6rwt-oIxb9M/edit?usp=sharing
https://docs.google.com/document/d/1_-AksKACAUJHVfVGxhXyhmNDJHSY1m7l6rwt-oIxb9M/edit?usp=sharing
https://docs.google.com/document/d/1_-AksKACAUJHVfVGxhXyhmNDJHSY1m7l6rwt-oIxb9M/edit?usp=sharing
https://docs.google.com/document/d/1pxXpRldLQ1fZZa1TtUYOVQad5EOTmHsVoNrfciINlQ4/edit?usp=sharing
https://docs.google.com/document/d/1pxXpRldLQ1fZZa1TtUYOVQad5EOTmHsVoNrfciINlQ4/edit?usp=sharing
https://docs.google.com/document/d/1pxXpRldLQ1fZZa1TtUYOVQad5EOTmHsVoNrfciINlQ4/edit?usp=sharing


 

 

questions deal 

with 

perceptions of 

coaching 

supports and 

impacts on 

efficacy beliefs 

 

6 Instructional 

coach 

interviews and 

analysis 

Programmatic 

Document ï 

Analysis 

Administration 

 

Faculty/Staff 

Analyzes 

results from 

instructional 

coach 

interviews  

Used for staff 

ELP purposes 

to analyze 

coachesô 

efficacy beliefs 

and perceptions 

around their 

roles  

 Jan 2020 Complete 

7 Stakeholders 

presentation 

Informational 

presentation 

Administration 

at other schools 

Provides high 

level overview 

of program, 

basic results, 

and 

recommendatio

ns for 

adaptation and 

implementation 

Using 

screencast, 

presentation 

was recorded 

for Covid-19 

compliance 

 Summer 2020 Complete 

 

7
6 
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Artifact 1: Logic Model  

The Logical Model was designed during the 2016ï2017 school year and provides 

an overview of the responsibilities held by the instructional practices coach.  Activities 

are defined, and short term, midrange, and long-term goals are discussed.  With 

instructional coaches fulfilling such a wide array of responsibilities and roles depending 

on the school they are housed in, I felt it was important to start with the logic model to 

provide readers an overview of the responsibilities assigned to the instructional coaching 

role at St. Georges Technical High School.  Each summer, the instructional coach revises 

and updates the logic model and meets with their supervisor (Principal) to ensure both 

parties are in agreement concerning the role.  

 

Artifact 2: Literature Review  

The literature review is a review of selected literature related to the importance of 

personalized professional development, the role an instructional coach can play in that 

personalization, and how that professional learning can impact teacher efficacy 

beliefs.  The goal of the review is to provide empirical evidence for the importance of 

supporting educators in ways that are uniquely tailored to their professional practice 

needs and suggest that instructional coaches are a powerful and at times underutilized 

tool in that process. The end goal is increased levels in teacher efficacy beliefs which 

could suggest potential future gains in student performance.  
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Artifact 3: White  Paper 

Key findings from the literature review will be paired with appropriate school 

data.  Graphics will be focused on student achievement at St. Georges and the disconnect 

between that data and teacher reflections on their own performance.  For context, staff 

overwhelmingly report confidence in their enactment of required curriculums and 

rigorous classroom practices; however, graduates require fair amounts of remedial 

coursework and data reports suggest many of our students do not complete their 2- or 4- 

year degree in the 6 years following graduation.  The audience will be teachers at the 

school and the case for the importance of continued, sustained, and personalized 

professional learning will be made along with the suggestion that several of the schoolsô 

resources (building level coaches) could be better utilized.  

 

Artifact 4: ACE Modules  

The ACE Modules will be included in detail to show one of the ways instructional 

coaches can provide support for the staff at large.  Summer work, trainings for both the 

coaches and ACE facilitators will be included as well as feedback from the vetting 

committees. Overall structure and organizational materials will be highlighted as well as 

examples of teacher and student work that is used throughout the school year in the PLC 

framework. One of the main foci of the literature review will be highlighting the different 

ways that instructional coaches can support a school  with individual supports, small 

group supports, and full staff/large group supports all being viable options as ways to 
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enact change through the provision of personalized professional development.  The ACE 

modules will highlight an example of such work.  

 

Artifact 5: Staff Survey, Interviews, and Analysis 

Accompanying the survey and interviews, an analysis this is included that looks at 

different subsections of staff members where appropriate (i.e., academic teachers vs. CTE 

teachers vs. Learning Support Coaches vs. Instructional Paras).  Correlations between 

certain subgroups with reporting on teacher efficacy will be sought and reflections on 

overall school climate will be used to determine if patterns can be observed between 

negative/positive reporting on school climate and overall efficacy.  

 

Artifact 6: Instructional Coach Interviews and Analysis 

Coach interview questions will be designed that allow instructional coaches to 

reflect on their efficacy beliefs, their role in the school, and their relationship with 

administration. Once the interviews are completed, transcripts will be coded, and data 

will be analyzed to identify emerging trends and themes.  

 

Artifact 7: Stakeholders Presentation 

 A recorded presentation will provide a high-level overview of the instructional 

coaching program at St. Georges Technical High School. Due to concerns with Covid-19, 

this presentation was not conducted in a live setting, yet it provides teacher testimonies 
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and seeks to provide guidelines for adoption and implementation in another building in 

the district.



81 

 

 

REFERENCES  

 

Aguilar, E. (2013). The art of coaching: effective strategies for school transformation.  

San Francisco: Wiley.  

 

Boudett, K. P., City, E. A., & Murnane, R. J. (Eds.). (2013). Data Wise: a step-by-step  

guide to using assessment results to improve teaching and learning, Revised and 

expanded edition. Cambridge, MA: Harvard Education Press. 

  

Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S.  

(2009). Professional learning in the learning profession, 9. Washington, DC: 

National Staff Development Council. 

 

Devine, M., Houssemand, C., & Meyers, R. (2013). Instructional coaching for  

teachers: A strategy to implement new practices in the classrooms. Procedia - 

Social and Behavioral Sciences, 93, 1126-1130. doi:10.1016/j.sbspro.2013.10.001 

 

Flinders, D. J., & Thornton, S. J. (2017). The curriculum studies reader. New York:  

Routledge, Taylor & Francis Group.   

 

Henderson, J. & Hawthorne, R. (2000). Transformative curriculum leadership. Upper  

Saddle River, NJ: Merrill-Prentice Hall. Chapter 2: The Art of Transformative 

Teaching 

 

How Educators Can Become More Resilient This School Year. (2018). Retrieved  

December 21, 2019, from Greater Good website: 

https://greatergood.berkeley.edu/article/item/how_educators_can_become_more_r

esilient_this_school_year 

 

Hull, T., Balka, D., & Miles, R. (2009). A guide to mathematics coaching: Processes  

for increasing student achievement. Thousand Oaks, Calif.: Corwin. 

 

Lewis, S., Passmore, J., & Cantore, S. (2016). Appreciative inquiry for change  

management: Using ai to facilitate organizational development (Second ed.). 

London: Kogan Page. 

 

Lotan, R. A., & Navarrete, C. (1986). The process of mutual adaptation: a study of an  

innovative process. San Francisco, CA. 

 

Mangin, M. M. (2014). Capacity Building and Districtsô Decision to Implement  

Coaching Initiatives. Education Policy Analysis Archives, 22 (56).   

 

https://udel.instructure.com/courses/1386966/files/66792782/download?wrap=1
https://udel.instructure.com/courses/1386966/files/66792782/download?wrap=1
https://greatergood.berkeley.edu/article/item/how_educators_can_become_more_resilient_this_school_year
https://greatergood.berkeley.edu/article/item/how_educators_can_become_more_resilient_this_school_year


82 

 

McLaughlin, M. (1976). Social program implementation. In Implementation as  

mutual adaptation: Change in classroom organization (pp. 167-180). Elsevier. 

doi:10.1016/B978-0-12-756850-8.50012-X 

  

Mourshed, M., Chijioke, C., & Barber, M. (2012). World of school education: How  

the world's most improved school systems keep getting better. New Delhi: Manas 

Publications. 

  

Murphy, J. & Schiller, J. (1992). Transforming Americaôs schools. LaSalle, IL: Open  

Court. 

  

Ross, J. (1992). Teacher Efficacy and the Effects of Coaching on Student  

Achievement. Canadian Journal of Education / Revue Canadienne De 

L'éducation, 17(1), 51-65. doi:10.2307/1495395 

 

Sailors, M., and Shanklin, N. L. ñGrowing Evidence to Support Coaching in Literacy  

and Mathematics.ò The Elementary School Journal, 2010 3(1), 1-6.  

 

Schiro, M. (2013). Chapter 1. Curriculum theory: Conflicting visions and enduring  

concerns, Thousand Oaks, CA: Sage Publishers. 

 

Woulfin, S. L., & Rigby, J. G. (2017). Coaching for Coherence: How Instructional  

Coaches Lead Change in the Evaluation Era. Educational Researcher, 46(6), 

323ï328.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  



83 

 

Appendix B  

LOGIC MODEL  

 

Goal Activities  Short Term    Midrange Long Term 

The Coachesô 

Corner 

The instructional coaches 

will provide information that 

aligns to the instructional 

focus that will be posted in 

the Hawk Highlights 

Ensure that the 

Coaches corner is 

completed for the 

Hawk Highlights 

weekly. 

Include multi-media 

representations that align 

with the instructional 

focus. 

Include engaging 

material that calls for a 

response from the staff. 

Walkthroughs 

The Instructional coaches 

will continue to use the 

ñmicroslicingò method to 

visit teachers in the 
classroom. These visits 

occur at least three times and 

each visit requires a 10-30 

minute follow up meeting.  

Collaboratively (2x2) 

visit one classroom per 

week. 

Collaboratively (2x2) visit 

two classrooms per week. 

Collaboratively (2x2) 

visit three classrooms 

per week. 

ACE 

 (StGôs PLCs) 

The instructional coaches 
will develop ACE, train 

facilitators, and collect 

meaningful data. 

Complete the ACE 
modules and 

thoroughly 

communicate the ACE 

structure with all 

stakeholders 

Maintain the ACE modules 
(updates and revisions), 

continue to train 

facilitators, follow up on 

missing assignments and 

communicate with admin, 
and evaluate submissions. 

Use this yearôs data and 
submissions to assess 

where we are as a staff 

and make plans to 

move forward. 

Professional 

Development 

The instructional coaches 

will work collaboratively 

with administrators, digital 

coaches, and other 

stakeholders. 

Develop PD that 

continues to build on 

the 2018-2019 PD by 

pulling in StG alumni 

and business partners. 

Assess the needs of the 

school to continue to 

develop professional 

development that is 

tailored to the staff and 
instructional focus. 

Assess the needs of the 

school to continue to 

develop professional 

development that is 

tailored to the staff and 
instructional focus. 

Content-

Specific 

 Goals 

The department chair will 

conduct monthly 

walkthroughs on each of the 

department members and 
include a snapshot of what is 

happening in the classes in 

the monthly report. 

Ensure walkthroughs 

are independently 

completed and 

included for each 
department members 

in the monthly report.  

Lead department level 

conversations around grade 

level alignment, pacing, 

and benchmarking of 
grading.  

Use peer walkthroughs 

to better align grade 

levels and department 

practices.  
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Appendix C 

LITERATURE REVIEW  

Abstract 

Research has found teachers to be key variables in student achievement.  For this reason, 

teachers must continually learn and grow in their professional practices to keep up with 

the needs of an ever-changing student population.  As adult learners, teachers require 

personalized support tailored to their areas of need. Instructional coaching offers those 

personalized supports and can be leveraged to increase equitable access to high quality 

teachers for all students and have a positive impact on teacher self-efficacy and student 

outcomes.  

Introduction  

 

 Instructional coaching has become a more prevalent piece of the narrative 

surrounding teacher improvement and professional development. With teachers playing 

such an important part in student achievement, schools and districts are allocating more 

resources towards ensuring they have access to personalized professional development 

that occurs consistently throughout the year rather than relegating it to a set number of 

predetermined days on the calendar. This shift in practice is providing ongoing 

opportunities for teachers where they have more control over their professional 

learning.  While instructional coaching has its challenges and flaws, it seeks to capitalize 

on teachers as a vital input in student success and provide them with the professional 

supports necessary to target their individual areas of need.  Each teacher has their own 

unique set of challenges and struggles that cannot be fully addressed in more traditional 
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forms of professional development.  Instructional coaching seeks to view and support 

teachers as individual practitioners and meet their own unique set of needs to improve 

their professional practices.  This in turn aims to provide students with access to a more 

highly skilled teaching force that can help them successfully navigate the challenges that 

exist in their own learning.   This literature review focuses on understanding why 

instructional coaching is an effective tool for teacher development and seeks to identify 

and explore impacts instructional coaching supports have on teacher performance and 

efficacy beliefs. 

Complexity/Demands of Teaching 

 

The state of education in the United States is troubled. Student performance in the 

nation is falling further behind that of other first world nations. Internationally, the US 

stands in the middle of the pack on science, math and reading scores. The 2015 

Programme for International Student Assessment scores revealed American high school 

students ranked 38th out of 71 countries in math and 24th in science (DeSilver, 

2017).  Lack of access to educational resources and highly qualified teachers plagues 

many students and contributes to an increasing lack of equity within our school 

system.  The gap between those who ñhaveò access to a high-quality education and those 

who ñhave notò is becoming seemingly more pronounced as districts cope with the ever-

changing pressures of keeping up with studentsô needs while balancing budgets and 

trying to combat teacher retention problems like low teacher efficacy, burnout, and 

changes in teacher responsibilities. While instructional coaching cannot fix every issue 

education faces, it does offer some promising steps that can improve existing challenges.  



86 

 

Low Teacher Efficacy 

 

 Yoo (2016) supports the assumption that teachersô self-efficacy beliefs are related 

to student achievement. Chemers, Hu, and Garcia (2001) define teacher self-efficacy as 

confidence that equips the teacher with expertise and transferable skills to help students 

perform well academically. Teachers with low efficacy beliefs frequently possessed poor 

classroom management, absence of strong teaching and learning emphasis, a belief that 

low achieving students would continue to be low achieving, and difficulty sparking 

student engagement and learning. On the other hand, teachers with high efficacy beliefs 

were found to have a deep understanding and mastery of classroom management, high 

focus on teaching and learning, the belief that all students are capable of learning and 

growing, and the ability to bring learning to life and capture the attention of all 

learners.  (2016).  Affecting an individualôs intrinsic beliefs is no small task; however, 

instructional coaching seeks to aim at several of the beliefs teachers with low efficacy 

beliefs possess.  Classroom management can be taught.  Mindsets can be shifted.  Highly 

engaging instructional strategies can be learned.  While learning these skills and 

techniques do not guarantee a shift in efficacy beliefs, it is not without reason that 

believing more equipped teachers would have higher efficacy beliefs concerning their 

ability to affect change and positively impact student achievement.  

Burnout 

 

 Teacher retention is problematic.  In a 2017 report, Carver-Thomas and Darling-

Hammond found that roughly 100,000 classrooms will be led by a professional who is 

not fully qualified to teach.  Many districts face ongoing teacher shortages and 90% of 
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teacher openings are created by teachers who leave the profession altogether 

(2017).  While some retire, roughly two thirds of those who vacate teaching positions do 

so due to dissatisfaction with the profession itself. Teacher attrition in the United States is 

almost double that of places like Finland, Singapore, and Ontario, Canada - all known for 

their high student achievement levels. To make the picture even more bleak, turnover 

rates are 50% higher in Title I schools and 70% higher for teachers in schools with the 

highest populations of students of color (2017).  This places both Title I schools and 

those with high minority populations at an even greater disadvantage, as research has 

shown that high turnover rates negatively impact student achievement (2017).  To fill the 

vacated gaps, schools find themselves hiring unqualified teachers to simply fill the 

void.  Uncertified teachers are most common in schools where higher numbers of 

students qualify for free and reduced lunch.  Many of them embark on alternative paths to 

certification, yet alternatively certified teachers are 25% more likely to leave their 

schools than those who took the traditional route to certification.  This allows the cycle of 

teacher attrition to continue.  Instructional coaching can better assist and equip teachers 

with the skills and support necessary to successfully navigate those early years of 

teaching and build stamina that will help them throughout their career. Hull, Balka, and 

Miles (2009) suggest a link between enhancing teachersô practices and improving student 

achievement and believe that instructional coaching is an effective way in which to 

influence growth in both groups.  

Changes in Teacher Responsibilities 
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Teacher responsibilities are in flux.  They are expected to exhibit an in-depth 

knowledge of their content area, correctly use data to inform instruction, prepare students 

for high stakes testing, and show mastery of standards all while supporting the different 

learning needs of each of their students.  On top of that, teachers must understand and 

apply changes in pedagogy and therefore remain continually learning and growing in 

their classroom practices.  

For this reason, many believe public school itself needs to be reimagined (Morel 

& Cushman, 2012).  The demands on teachers have continued to increase throughout the 

last several decades, and sadly, education has become a somewhat transient career.  This 

combination of a labor force that is continually changing with a student population that 

has more diversity places both students and teachers in a difficult situation.  Fewer highly 

qualified teachers serving a student population with ever changing needs results in an 

increasing gap between how students should be served and how they are actually being 

served. Academic achievement has the potential to change social equity in the United 

States, and therefore it is imperative that all students have access to highly qualified 

educators (Sailors & Shanklin, 2010).  Instructional coaches frequently partner with 

teachers as they seek to navigate the management of multiple reform initiatives as well as 

new instructional practices.  

 

 

Teachers as Key Variables in Student Achievement 

 

Some scholars claim that the single safeguard against school failure is highly 

qualified teachers (Sailors & Shanklin, 2010) with an ever-growing body of research 
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suggesting that teacher expertise makes a significant impact on student achievement 

(Grant, 2020).  Cornett and Knight (2009) identify teachers as the primary variable 

affecting student achievement within classrooms.  It is therefore imperative that all 

students in the United States have access to teachers that are able to help them overcome 

many of the learning barriers that are deeply entrenched in the American educational 

system. 

Ensuring that highly qualified teachers are present in our schools is an ongoing 

process.  Teachers, even those with many years of experience, need to continuously 

update their knowledge, skills and beliefs over time to innovate changes in curricula and 

to incorporate instructional materials and approaches that best serve studentsô 

individualized and collective needs (Looney, 2011).  Under the No Child Left Behind Act 

of 2001, ñstates and districts [are required] to provide high-quality professional 

development for teachers as a primary means of increasing the likelihood that the quality 

of instruction and student achievement will improveò (as cited by Carlisle & Berebitsky, 

2010).  Stagnancy is the enemy of responsive teaching.  New knowledge on what makes 

effective teaching is ever evolving as it responds to the changes being seen in 

students.  Teachers cannot be effective unless they continually seek out and apply new 

understandings surrounding student learning and well-being and employ responsive, 

relevant, and sustaining practices into their classrooms to best serve their students. 

One way to help teachers be successful in the ever-changing landscape of 

education, is to provide intensive forms of support (Devine et. al., 2013).  Murphy and 

Schiller (1992) suggest that ñall staff exist to assist teachers to be more effective, by 
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facilitating change, by helping teachers cope with the stresses of change, and by being 

proactive in addressing changes in curriculum design, teaching practices, and changes.ò 

Teachers are the key in serving students and providing them with the skills and 

knowledge necessary to be successful citizens in the 21st century.  The access they have 

to students and the role they play in their learning means that resources and support for 

teachers is of utmost importance.  A 2010 study conducted by Mourshed, Chijioke and 

Barber found that out of the 20 global systems they examined, 78% of those who 

experienced considerable change in student achievement focused primarily on 

professional learning for teachers. With teachers being arguably the single most 

important input in student success, it is therefore vital for appropriate resources and 

attention be directed to ensuring all students have equitable access. 

Instructional Coaching  

 

One way that teachers can receive the individual support they need to grow in 

their professional practice is by having access to and collaborating with instructional 

coaches.  Sailors and Shanklin (2010, p.1) define coaching as, ñsustained classroom-

based support from a qualified and knowledgeable individual who models research-based 

strategies and explores with teachers how to incorporate these practices using the 

teacherôs own students.ò  Knight (2018) clarifies the role of instructional coaches and 

argues that their primary purpose is to collaborate with teachers; aiming to get a clear 

picture and understanding of current classroom realities.  Once these realities have been 

established, the coach and the teacher work to identify goals, select teaching strategies to 

implement, monitor progress towards established goals, and continually problem-solve 
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until the goals are met.   Coaches often carry out different responsibilities, and their 

content knowledge combined with their understanding of learning communities can 

support improvement in both individual practices as well as system-level goals (Woulfin 

& Rigby, 2017). These responsibilities are largely defined by Thurlings and den Brok as 

being broken into three main categories: ñcoaching, wherein individuals support another 

individual, reciprocal or non-reciprocal, in achieving individual goals; collaborating, 

wherein larger groups (than in coaching) collaborate on a shared goal and/or product; and 

assessment, wherein individuals assess another individualôs performance in either 

formative or summative ways (2017, p. 554).ò   

Principles of Coaching 

 

Regardless of the form of coaching being implemented, Knight (2018) provides 

seven partnership principles that inherently define what quality coaching looks like: 

equality, choice, voice, dialogue, reflection, praxis, and reciprocity (Table C1).  Coaching 

should ultimately establish teachers and coaches as partners and seek to make targeted 

interventions in classroom practices that ultimately lead to more effective teacher 

performance.  

 

Table C1Partnership Principles 

Principle What it Looks like in Practice 

Equality The instructional coach and teacher set goals, make instructional 

decisions, and reflect on the implementation of strategies together 
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Choice The coach provides options to the teacher they are collaborating with 

ultimately position the teacher to be the final decision maker regarding 

goals and adopted practices 

Voice The thoughts, feelings, and expertise of the teachers matter, and they are 

a vital part of the conversation between teacher and coach 

Dialogue Reciprocal dialogue is a hallmark of successful coaching relationships 

where all parties actively engage in the conversation 

Reflection Both teacher and coach jointly muddle through what they know, what 

they have observed, and together try to make sense of it all and form a 

collective understanding.  

Praxis The application of both knowledge and skills to the work is 

essential.  Focusing on praxis ensures that coaching is productive, 

meaningful and helpful to both students and teachers. 

Reciprocity Both teacher and coach are empowered through this authentic 

relationship that ultimately seeks to improve classroom practices and 

provide students with greater access towards highly skilled teachers 

providing quality instruction. 

 

 

Harvard researcher Atul Gawande has written that coaching may be the single 

most effective intervention designed for human performance when done well 

(2011).  Additionally, Teemant (2014) suggests that coaching serves as a way to create 

self-efficacy in educators, stifle teacher burnout, and improve student achievement 

scores.  

Models of Instructional Coaching 

 

 Different models of instructional coaching exist, and within those models' 

subsets.  Four to consider are Jim Knightôs Impact Cycle (2007), Elena Aguilarôs 

Cognitive Coaching (2007), and Diane Sweeneyôs Student Centered Coaching (2017) 
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, and online professional learning networks, as discussed by Parsons, et. al (2019).  

Table C2 Coaching Models 

Coaching 

Model 

Basic Tenets Basic Role of the Coach 

Impact Cycle 3 Part Coaching Cycle  

 Identify a goal 

 Identify a teaching 

strategy to meet the goal 

 Teacher and coach learn 

about the strategy, 

implement, and adjust 

as necessary until goal 

is met 

 

 Equality in coaching 

relationship 

 Teacher maintains both 

voice and choice 

 Dialogue throughout 

application of pedagogy 

 Coach provides resources as 

needed 

 Non-threatening support, 

does not seek to challenge 

teachers through use of data 

Cognitive 

Coaching 

 Improve teacher 

practices by focusing on 

deeply embedded 

thoughts and beliefs 

 Focus on how teacher 

practices can impact 

student achievement 

 

 Coach partners with teacher 

on setting improvement 

goals, identifying research-

based strategies, and 

measuring success with 

student data 

 Coach serves as both 

thought partner and 

accountability partner 

Student 

Centered 

Coaching 

 Coach and teacher 

partner on student 

learning 

 Focus is on student 

achievement rather than 

teacher practices 

 Coach and teacher partner 

on student achievement data 

 Formative and summative 

assessments used to monitor 

progress towards mastery 

 Coach supports teacher in 

moving students towards 

goals  

Professional 

Learning 

Networks 

 Variety of formats: 

informal PD networks, 

interactive and live 

webinars on a focused 

topic, on-demand 

courses 

 Depends on structure of 

PLC 

 Could include roles such as: 

course design and 

organization, facilitator, or 

providing direct instruction  
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 Enables learners to have 

thoughtful and sustained 

engagements in the 

online community  

 Teachers must be 

willing participants, and 

they must have space to 

share both their 

questions and expertise 

 Online PD is job-

embedded and flexible 

with teachers able to 

experience meaningful 

interactions  

 

While both similarities and differences exist in each of these models, many schools 

and/or districts employ coaching programs that incorporate principles of each of these 

models to best meet the needs of their teachers and strengths and weaknesses of their 

coaches in an attempt to make their staffs more efficacious.  

The Link Between Coaching and Self-Efficacy 

Teacher self-efficacy has been shown to be an important factor in student 

learning. Self-efficacy refers to an individualôs perceptions of their ability to influence 

events in an environment (Varghese et al., 2016). When explicitly defining teacher self-

efficacy, Guskey & Passaro (1994, p.4) narrow the definition, ñteachersô beliefs or 

convictions that they can influence how well students learn, even those who may be 

considered difficult or unmotivated by influences beyond teachersô control such as home 

environment, intelligence, and other external factors.ò  Teachers with higher self-efficacy 

are more motivated, more resilient when faced with obstacles, believe they can perform 

at higher levels, and have higher outcome expectations (Eun, 2018).  Impacting teachersô 
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self-efficacy beliefs is a vital goal in any form of professional learning due to the 

connections it has to all other areas of teacher performance. With its focus on the 

individual teachersô perceptions, beliefs, and practices, instructional coaching is a 

relevant and meaningful way to drastically improve teacher self-efficacy. In addition to 

teacher self -efficacy, Cornett and Knight (2009) argue that coaching results in impacts 

on the following items: student test scores, teacher efficacy, teacher complex thinking, 

teacher career satisfaction, professional school climate, teacher collaboration, 

professional assistance available to teachers, personal benefits to teachers and others in 

the community.  A teacherôs sense of self-efficacy is an invaluable and crucial contributor 

in predicting student success (Eun, 2018).  

To really address teacher efficacy and ensure coaching impacts teachersô beliefs 

about their own performance and effectiveness, coaching must be designed for 

impact.  Jim Knight (2018) cites Peter Sengeôs (1990) beliefs about learning:  

Real learning gets to the heart of what it means to be human.  Through learning 

we recreate ourselves.  Through learning we become able to do something we 

were never able to do.  Through learning we reperceive the world and our 

relationship to it.  Through learning we extend our capacity to create, to be part of 

the generative process of life.  There is within each of us a deep hunger for this 

type of learning. (pp.13-14) 

 

When coaches can tap into individual practitionersô hunger for learning, it can take 

coaching relationships from surface coaching to deep coaching. Surface coaching 

involves superficial reflections on lessons or practices and brings about little change 

(Knight, 2018). Teachers are not fully immersed in the deep work of setting student-

focused goals and collaborating with their coach until those goals are met.  
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Comparatively, in deep coaching teachers are guided through the goal setting 

process (2018).  Instructional strategies are identified, implemented, and adapted until the 

established goals are met.  In surface learning, minor adjustments are made for a while, 

until eventually they fade into the background.  In deep coaching, significant changes are 

made because teachers are able to challenge their assumptions about how and why they 

do what they do in their classrooms.  The cyclical process of implementing strategies, 

reflecting, adjusting, and trying again to meet established goals allows teachers to get to 

the core of understanding how student learning is impacted by their own professional 

practices.  Such knowledge is powerful, and directly impacts teacher efficacy beliefs 

surrounding the ability to impact student growth.  

Elements of Successful Professional Development 

 

Desimone and Pak (2017) offer a framework that focuses on five key features of 

professional development design. The elementsð content focus, active learning, 

coherence, sustained duration, and collective participationðthrough a series of 

qualitative studies, were found to be trademarks of successful professional development 

opportunities.  Regardless of the coaching model implemented, good instructional 

coaching incorporates the following elements:



 

 

Table C3 Desimone & Pakôs framework 

Element Definition of Element How can Instructional Coaching 

Achieve this Element? 

Content focus Explicit focus on the content area and 

how the skills/knowledge affect student 

learning. 

Embed discussions and activities in a 

specific subject area. 

Active learning Departure from ñsit and getò PD 

structures - teachers could observe a 

master teacher, be observed in their 

own classrooms and receive interactive 

feedback, lead discussions, 

collaboratively view student work in the 

area being discussed, etc.  

One on one interactions between 

teacher and coach, real-time and 

ongoing feedback. 

Coherence Professional development should be 

aligned with curriculum, content 

standards, and daily lessons.  

Coaches can help teachers as they 

navigate the implementation of new 

instructional practices and balance the 

sometimes competing demands of 

multiple initiatives and reforms.  

Sustained duration 20 hours or more of contact hours is 

suggested for measurable effects of 

professional learning. 

Coaching is ongoing throughout the 

year, departure from one-shot 

workshops, multiple types of contact 

between teacher and coach (one on one 

settings, grade level meetings, 

administration of student assessment, 

school-based tasks, etc.). 

9
7 



 

 

Collective participation Interactions with other teachers 

throughout the school assist in 

developing a shared vision, 

responsibility for student learning, 

expectations, commitment and trust. 

Coach can work collaboratively with 

learning teams or community circles 

where the coach can serve in more of 

an advisory role as teachers embark on 

implementing new instruction strategies 

or gaining deeper understanding of 

ways to reconstruct their practices. 

9
8 
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With its roots in research-based ideas of effective professional development, instructional 

coaching serves as a teacher improvement strategy that is both authentic and 

implementable; directly aligning with the individual teacherôs needs as well as the 

schoolôs area of focus.  Leinhardt et al. (1995) describes this as the ñcoherent wholeò of 

teaching practices. Multiple, interrelated strands exist in teaching; each of them 

interdependent on one another.  It is impossible to separate them out into concrete skills, 

techniques or knowledge.  The interplay of each of these components is what makes 

highly effective practices powerful; and professional learning must capitalize on how to 

move teachers forward in their understanding and implementations of these 

practices.  However, it is also what makes designing high-quality professional learning 

opportunities dedicated to teacher development incredibly challenging. Both teaching and 

learning involve movement in several directions simultaneously, recognizing the 

multicausal processes at work (1995).  Designing learning opportunities that provide 

sustained support to teachers while they work through these interrelated teaching 

practices is not something that can be accomplished in traditional professional 

development days.  This suggests that instructional coaching and associated activities 

offer promise for promoting reflection and practice improvement among teachers 

(OECD, 2019). 

 

 

Establishing the Culture of Coaching Partnerships 
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The hiring of an instructional coach is not a guarantee to an increase in teacher 

efficacy or student growth.  In fact, in many cases the employment of instructional 

coaches has had little impact on a school.  This is arguably due to oversights in 

understanding how to establish a culture that welcomes instructional coaching. Knight 

(2007) encourages instructional coaches to approach teachers, as adult learners, 

differently than they approach students.  For coaching to be successful, Knight believes 

all coaches must employ approaches that are based on equality, choice, voice, dialogue, 

reflection, praxis, and reciprocity. The coach must always keep in mind that teachers and 

teacher voice must be the cornerstone of any program because they will be the direct 

actors in their own professional development.  Imposing agendas in professional growth 

will not have the desired result because teacher commitment to be agents of their own 

change is vital (Gonzalez et. al., 2002).  Additionally, Opfer & Pedder (2011) suggest 

that the best way to influence any type of sustained teacher change is through engaging 

the individualôs already existing learning orientations and beliefs.  The coach must be 

adept at navigating the desire for autonomy in the adult learner, while simultaneously 

understanding student needs and be able to help guide teachers towards the changes in 

their practices that will ultimately translate into student success.  To accomplish this, 

Wells (2014) proposes that improving teachersô feelings of empowerment may lower the 

defensive barriers they have erected and ultimately lead to less resistance to change in 

their teaching practices.  Teachers are more likely to take ownership of their activities 

when they are equal co-creators in the process (Sweeney & Harris, 2017). By 

approaching coaching with a partnership mentality where the coach comes alongside the 
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teacher and the two work in conjunction with another with the end goal of supporting 

students, coaching can positively impact teachersô practices and have a positive impact 

on both teacher efficacy and student achievement.  

Capacity building can significantly increase the implementation and use of 

coaching roles (Mangin, 2014).  Teachers who feel empowered as leaders and believe 

they are able to affect their school may be more willing to collaborate with an 

instructional coach in their classrooms. Additionally, communication is key when 

beginning any kind of instructional coaching program. The more informed a staff is 

regarding a coaching initiative, the more likely they are to accept the coaching supports 

and understand the benefits of utilizing a coach. Sadly, in many cases coaches have been 

left to essentially create their own roles with little or no support from research on 

coaching practices (Sailors & Shanklin, 2011).  This effectively leaves coaches on their 

own to gain the trust and cooperation of teachers.  According to the Alabama Association 

of Professors of Educational Leadership, this results in an inefficient system where the 

valuable resources provided by an instructional coach are misappropriated and the coach 

is limited to discrete curricular and instructional decision making rather than addressing 

school climate and issues related to social justice that impact access and opportunities for 

both teachers and students (2019). To address this, district administrators must 

persuasively define coaching and the need for it as an instructional tool to support 

classroom teachers who serve on the front line in serving students.  

Buy-In 
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One of the most critical steps in implementing any kind of instructional coaching 

initiative is ensuring that teachers have bought into the type of personalized support 

coaches can provide.  To combat fears and misperceptions concerning instructional 

coaches simply being spies for administration or only necessary for struggling teachers, 

communication needs to be explicit, and school needs to have a deeply ingrained culture 

of learning in place.  This allows all educators to share an understanding that continuous 

growth is sought in pedagogical practice - thereby normalizing teachers seeking out extra 

support and knowledge.  Lewis (2008) argues that generating learning cultures involves 

building collective understanding and motivation.  Schools and districts implementing an 

instructional coaching program must carefully consider how to approach this collective 

understanding as it has an enormous influence on buy-in and whether or not teachers will 

utilize the instructional coaches.  One way to accomplish this is through appreciative 

inquiry which encourages participants to focus on what is working within their individual 

system, identify those strengths, and build upon them (2008).  Understanding 

appreciative inquiry within the context of a school or district means that questions are 

asked, relationships are fostered, and capacity is built for collaboration and change.  Any 

real, substantive change requires all members of a school or district to have a firm grasp 

on what their reality is, to be able to identify the changes they want to see in their 

organization, and finally possess the skills, resources, and support to bring that change to 

fruition.  When this type of mindset exists in a school, instructional coaches can flourish 

and provide vital skills and knowledge to the professional growth of classroom teachers. 

They are seen as simply a resource dedicated to bringing about the shared goals and 
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visions of the school through professional learning.  This professional learning, whether 

supported directly by a coach or not, must acknowledge and support the interaction 

between individual and institutional goals.  Teacher professional development has 

traditionally been viewed as the development of the individual practitioner with little 

focus on institutional accountability.  Professional learning must be viewed as a coupling 

between the individual educators in the building, and the overall goals and needs of the 

school community at large (Labone & Long, 2016).  Viewing a school through this lens 

requires that instructional coaching not be viewed as an extra initiative, but rather an 

integral part of shifting the current reality to the projected outcome.  

To this end, schools should focus on integrating their instructional coaches in 

their professional learning structure. All school based professional learning should be 

organized in a way that is ongoing, sustained, and job embedded through a process of 

continual collaboration.  This collaboration, largely around analyzing student work, 

allows coaches and teachers the opportunity to develop a shared understanding of what 

high quality work looks like, address misconceptions, and identify successful 

instructional strategies (Darling-Hammond & Richardson, 2009). Webb (2005) found 

that professional learning is most effective when it is job embedded, continues on a daily 

basis, seeks practical outcomes, and focuses on making knowledge collective. This shift 

to active, embedded professional learning also implies a different understanding of 

knowledge.  Teachers are not expected to be ñcontainersò of knowledge in the way they 

have been previously (Webster-Wright, 2009), and breaking down barriers and allowing 

teachers to understand that teaching is a continual exercise in growth and adaptation 
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removes stigmas surrounding professional learning and makes their collaborations with 

instructional coaches powerful and impactful.  It also allows professional learning to be 

more focused on an action research model, to the benefit of both teachers and 

students.  Deppler (2007) states that professional learning ñappears to flourish with a 

combination of expert input supported by collaborative and evidence-informed 

investigation and critical discussion.ò  The critical discussion piece is where many 

professional learning initiatives fall short and where instructional coaching 

shines.  Teachers need the opportunity to discuss, plan, implement, and reflect on how 

key pedagogical concepts impact their classrooms.  Those components of critical 

discussion that are so important to professional growth are naturally embedded in the 

practices and learning cycles implemented by instructional coaches. While professional 

development of the past focused on the input of experts, the more that is learned about 

professional learning, the more emphasis is placed on ensuring educators have a safe 

place to collaborate, interpret data, and discuss best practices - all things that can occur 

organically with the employment of an instructional coach.            

Small Steps 

 

While dedicated coaching positions are not always possible due to unit counts and 

budgetary constraints, schools can still implement coaching initiatives in their 

buildings.  Porras, Diaz, and Nieves (2018) conducted a study in elementary schools in 

Colombia and followed pre-service and in-service teachers through the implementation of 

reverse mentoring and peer coaching.  The study found that both pre-service and in-

service teachers benefitted from these initiatives and were able to identify areas of growth 
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in their teaching tools, techniques, and strategies with their students.   The benefits of 

sustained and meaningful conversations specifically driven by individual teachersô 

practices with their students cannot be underestimated. While dedicated instructional 

coaching positions have an array of advantages not necessarily seen in reverse mentoring 

and peer coaching, it is important to note that the concept of coaching is one that is rich 

in rewards and should be explored by all schools and districts as a means of providing 

personalized support and dedicated time to the growth of all teachers.  

For schools that can hire full or part time coaches, two of the most popular 

coaching positions utilized by schools are instructional coaches and data coaches.  Both 

have been utilized as a school improvement strategy throughout the years and as these 

coaches help teachers appropriately use student data, apply new information and 

strategies to classroom practices, facilitate constructive dialogue, and identify 

instructional practices (Huguet, et. al., 2014), teacher skills and knowledge around these 

areas improve.  However, schools should be mindful of the resources dedicated to the 

growth and development of coaches.  Just as teachers must constantly grow and improve 

through the support offered by high-quality and personalized professional learning 

opportunities, so too coaches need to have access to consistent professional learning that 

equips them with the skills and knowledge necessary to be able to navigate interactions 

with teachers as adult learners and have a positive impact on teachersô classroom 

practices.  

Role of Building Level Leadership 
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Concerning administration, principals and assistant principals should be seen as 

active participants in the role of teacher development and support of instructional 

coaches.  Those same meaningful discussions and supports that move teachersô practices 

forward in any type of professional learning setting must also be an integral part of the 

evaluation process.  A 2015 study revealed that 64% percent of the variability in 

principals' pre-conference supervisory effectiveness was accounted for by discussing how 

students will be engaged in their learning during instruction; 65% of the variability in 

principals' post-conference supervisory effectiveness was accounted for by building 

teachers' capacity to self-reflect about teaching (Mette et. al., 2015). This suggests the 

importance of teachers and principals working together to provide engaging instruction to 

drive increased student achievement while implementing school reform and improvement 

efforts. It also shows how interconnected the practices of instructional coaches can be in 

school improvement efforts.  Whereas administrators must balance many other 

responsibilities within a school community, the primary focus of instructional coaches is 

instructional practices.  Coaches simply have more of the time dedicated explicitly to 

classroom practices than administration does.  Still, principals should support and reflect 

on instructional strategies with their teachers in a way that allows the teachers to make 

changes to and continually improve their practices.  When combined with the efforts of 

coaches, teachers are receiving instructional support from multiple people in multiple 

roles.  Currently in many schools, principals are simply formal evaluators who play a 

very small role in guiding teachers along in improving their professional 

practice.  Research suggests this model is deeply flawed and places both the teachers and 
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the students at a disadvantage. Allowing principals to play a more informal role in 

teacher development by providing formative feedback along with their summative 

evaluations of a teacherôs performance enhances the amount and type of feedback and 

support an instructor receives.  It is in this vein that principals should arrange systems 

with time and space for coaches to collaborate with both administrators and teachers to 

model practices and broker ideas for professional learning that is both coherent and 

contextualized for the student and staff population (Woulfin & Rigby, 2017).  The 

support of coaches as well as collaboratively supporting teachers alongside them allows 

administrators to play a vital role in teacher development.  

Even with collaboration between administrators and coaches to support teacher 

development, challenges still remain.  One such challenge that exists within a model of 

teacher evaluation that seeks to serve both formative and summative roles is the reaction 

of the teachers.  Teachers cannot be forthcoming about their deficiencies and also hide 

those deficiencies simultaneously.  When faced with a formal evaluation, in many cases 

self-preservation will prevail and teachers will seek to conceal the problematic areas of 

their practice (Marchant, et. al., 2015). For this reason, teacher support must be carefully 

crafted so teachers feel comfortable receiving non-evaluative support that will ultimately 

help them be more successful when the time comes for summative evaluation of their 

classroom performance.  To fulfill this non-evaluative role in teacher development, 

instructional coaches can serve a critical role in providing additional support in classroom 

instruction.  Lacking formal evaluative power, instructional coachesô main responsibility 

is to find ways to best support teacher growth and practices and when leveraged 



108 

 

correctly, serve as a powerful tool of individualized professional development.  If a 

teacher can be honest with their instructional coach regarding their areas of pedagogical 

weakness, the instructional coach and the teacher can work together to identify and 

implement strategies that seek to bring about the desired growth; thereby, resulting in 

better practices that could translate to better formal evaluations. Teachers, like students, 

have different needs and different experiences.  While there is much research surrounding 

scaffolding and differentiation for students, less exists detailing why teachers should be 

supported with the same considerations paid to their unique needs.  By building school 

level or district level capacity through the training and use of instructional coaches, 

schools and districts can seek to provide highly focused support to their staff that will 

correlate to greater teacher efficacy.   

For coaching to be effective, conditions for coaches to engage in purposeful and 

strategic work must exist. Alignment with various facets of evaluation and instructional 

reforms must be clearly defined and articulated to all staff members by administration 

and supported continuously to ensure the coaches are not seen as administrators, but 

rather a carefully crafted support system that assists teachers in becoming increasingly 

effective practitioners.  Elena Aguilar argues in The Art of Coaching (2013) that 

everything is connected...what systems thinkers call the óprimacy of the whole.ô 

Everything is connected in space and time; every action has a reaction and influences 

other pieces of the whole now and in the future. We are all bound to each other by 

invisible webs of interrelated actions. From within this belief, there is no single person to 

blame for whatôs not working; weôre all connected, we all share responsibility.ò  This 
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belief suggests that when exploring the impact coaching can have on an individual 

teacher or staff/district at large, it is imperative that coaching not be viewed in a vacuum, 

but within the context of the other factors at play within a school.   

Importance of Non-Threatening Feedback 

 

Non-evaluative feedback and support surrounding the evaluation process is one of 

the ways for coaches to partner with teachers.  By the nature of their positions in schools, 

instructional coaches are one group that are a bit more removed from students (DeWitt, 

2015) and their outside perspective can serve to help teachers understand what is 

happening in their classrooms.  This can encompass everything from classroom 

management to instruction to data analysis.  The perspective of a coach is valuable to the 

evaluation process as coaches can support teachers during the process in a way 

infrequently seen from administration.  Due to the nature of instructional coaching 

positions, coaches are able to dedicate large portions of their day to classroom support. 

Not only is student achievement higher in classrooms of teachers who interacted more 

extensively with their coaches, but student achievement is higher in the classrooms of 

teachers with higher teacher efficacy beliefs (Ross, 1992).  As previously discussed, 

teachers with higher self-efficacy are more motivated, more resilient when faced with 

obstacles, believe they can perform at higher levels, and have higher outcome 

expectations (Eun, 2018). Each of these characteristics has a powerful impact on both 

teacher and student performance within a classroom and positive links have been shown 

between instructional coaching and teacher efficacy.  Teachers who interact with their 

coaches on a regular basis often feel more prepared and equipped to respond to the needs 
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of students in their classrooms.  It can be argued that the consistent non-evaluative 

feedback, support, and collaboration provided in an instructional coaching relationship 

allows teachers to see their classroom from an outside perspective, work through issues, 

and feel more equipped to respond to challenges as they arise.  Here, a disparity arises 

between teachers who believe that they have very little control over student learning and 

those who believe they can affect change in learners.  The first group, those with low 

efficacy beliefs would perceive additional classroom support from an instructional coach 

as simply a compliance issue; whereas teachers who are empowered to believe they can 

effectively affect change in the lives of their students would see coaching support as 

another way to improve their practice and continue their professional growth (Ross, 

1992) 

The role of the coach varies and is defined differently by individual 

schools/districts.  While in many cases, coaches do not serve in any type of formal 

evaluative role, they do support multiple aspects of the evaluation process (Woulfin & 

Rigby, 2017).  Small scale studies have found that the effectiveness of formative teacher 

evaluation and development was largely dependent upon the manner in which feedback is 

provided and whether or not teachers receiving the feedback had the opportunity to 

discuss the feedback and reflect on teaching methods (Looney, 2011).  In short, feedback 

needs to be timely and specific to ensure teachers are able to receive the feedback and 

implement recommended changes into their practice.  This means coaches can and should 

play a supporting role in teacher development.  By providing teachers access to more 

regular feedback than administrators can possibly give due to the nature of their 
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positions, instructional coaches can support teacher growth and have a positive impact on 

their evaluations.  The conversation surrounding teacher evaluation is ongoing and there 

is much to be said concerning using these evaluations as a tool for teacher 

improvement.  Coaches can support teachers in developing shared understandings of 

evaluation and instructional reforms as well as model practices for teachers to employ in 

their own practices (Woulfin & Rigby, 2017).  However, one of the major issues facing 

coaches is defining how they fit in as part of a coherent system that links evaluation 

policy, ambitious standards, and instructional improvement. Evaluation can, and should, 

be used adaptively to support an educatorôs practice; yet until evaluation is wielded as an 

instrument for professional development as well as assessment, resistance to coaching 

support will often persist (2017).  

Obstacles 

 

Despite the fact that instructional coaching of in-service teachers seeks to 

facilitate the growth of teachers as educators, many obstacles can prevent this from 

happening well. Pedagogical understandings as well as individual beliefs can be affected 

through well designed professional learning opportunities.  When done correctly, these 

opportunities provide space and time for teachers to grow their professional practices.  To 

do this, professional learning opportunities must involve a great deal of self-reflection on 

different dimensions for reflective review (Richards & Farrell, 2005).  Sadly, this is not 

always the case.  When coupled with the fact that teachers often resist change when they 

are offered too little support, many professional learning opportunities fall short and do 

not bring about the teacher development sought.  Making matters more difficult, research 
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suggests that the majority of skills required of teachers are not easily transmitted in a set 

number of training days (OECD, 2019).  Many districts throughout the nation employ a 

professional learning model that identifies and dedicates a certain number of school days 

to professional learning that often consist of university-affiliated courses, centrally or 

locally provided trainings, and/or online activities. While there is merit to these 

resources, they do not address the fact that professional learning must make specific 

connections to an individual teacherôs practice (Timperly, et. al., 2007).  Professional 

learning dedicated to teacher development must be designed and implemented in such a 

way that teachers are engaged in a cycle of self-reflection and receive an appropriate 

amount of sustained support.   

Leveraging Coaching as a Means to Overcoming Obstacles 

 

To overcome many of the obstacles that come with implementing professional 

learning opportunities focused on teacher development, schools and districts should 

consider instructional coaching.  Because of its deeply personal design, coaching allows 

individual teachers to receive support on tailored areas of need. Collaborating with their 

coaches, teachers are able to identify specific areas of practice they want to 

address.  Through sustained interactions with their coaches and a constant cycle of data 

analysis, intervention design and implementation, and further data analysis, teachers and 

coaches interact on a regular basis that address the need for specific connections to their 

own classrooms (Timperly, et al., 2007) previously discussed. These coaching supports 

must be both thorough and vigorous and represent a stark departure from a one size fits 

all approach to professional learning.   
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By ensuring teachers have access to this type of personalized support, schools 

have a better chance of retaining a high-quality, effective teaching staff and thereby a 

better chance of reaching their students.  With teachers being identified as the single best 

safeguard against school failure (Sailors and Shanklin, 2010) it makes sense for 

significant investments to be made into teacher development.  The stronger a teaching 

staff, the greater the impact they will have on their students.  ñIf we want all young 

people to possess the higher-order thinking skills they need to succeed in the 21st 

century, we need to help our educators possess higher order teaching skills and deep 

content knowledgeò (Darling-Hammond et. al., 2009). While it is virtually impossible to 

prepare students for everything, they will encounter in an ever-changing world, when we 

focus our attention on supporting true learning and innovation instead of rote 

memorization tasks, students will be more adaptable and better equipped to handle the 

challenges they will face.  To do this, their teachers need to consistently and consciously 

craft classrooms and learning opportunities that enable students to foster the skills they 

will need upon graduation.     

Teachersô practices will not improve because of exposure to learning theories and 

evidence alone; but rather through numerous observations, demonstrations, opportunities 

to practice, and authentic feedback (Joyce & Showers, 2002).  This deeply practical style 

of professional learning cannot be accomplished in dedicated days sprinkled periodically 

throughout a school year. For this reason, schools and districts need to consider the 

employment of instructional coaches as a way to provide the individualized support and 

learning opportunities their staff members need. However, consideration should always 
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be paid to the characteristics an individual coach possesses when considering their impact 

on a staff.  Two of the intrapersonal skills that are most important in understanding a 

coachôs reported impact on teachersô practices are the coach's content knowledge and 

interpersonal expertise. The content knowledge allows the coach to have a degree of 

perceived credibility to those receiving support whereas the interpersonal skills allowed 

the coach to successfully work with adult learners (Huguet et. al, 2014). When highly 

skilled coaches are able to support teachers in their classrooms, coaching can be used 

successfully to overcome many classroom obstacles. 

Conclusion 

 

The role of coaching, for many years, existed based on an intuitive feeling that 

putting a knowledgeable coach in a classroom with a teacher would result in improved 

teacher practices and increased student learning (Sailors & Shanklin, 2010).  However, it 

is no longer unproven. The research and support for the role of coaches in education has 

continued to gain credibility as the narrative surrounding the impacts of the role a coach 

has on teachersô professional practices has grown deeper and richer.  With so much 

evidence highlighting the need for changes to the traditional model of professional 

learning opportunities, districts and schools are now employing instructional coaches in 

increasing numbers. By employing instructional coaches, districts are able to provide a 

form of personalized professional learning for their staff that is able to positively impact 

teachersô sense of efficacy and make them more effective in their classroom practices. 

However, this is not where the conversation ends. The employment of instructional 

coaches and the provision of access to personalized professional learning does not 
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translate to results.  There still exists the question of whether or not this form of PD is 

realizing its full potential in any given situation. Asking questions like (1) how do 

building level coaches view their position and role in their building/district? (2) how does 

the staff view the instructional coach(es) and the resources they provide? (3) what 

resources are available and what areas of need exist? and (4) how do the goals of the 

instructional coaching program align with the school wide established goals? provide 

greater clarity and understanding of what specific impacts instructional coaching are 

having on a school community and shed light on what areas of the instructional coaching 

program can be improved.
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Appendix E ACE MODULES 

Table E1 

 

LEGEND  
A Meeting = Green 
B Meeting = Blue 

Online Meeting = Red 
ACE Tech Day = Yellow 

Department Meeting = Orange 

 

DATE  MEETING 

TYPE 
TASK  DELIVERABLES  

Sept 10, 

12, 17 or 

19 

A Meeting Rollout of structure for 2019-

2020 school year 
 

Sept 24 Department/ 
Cluster 

Meeting 

Content of meeting determined by CATL and Cluster Chairs 

Oct 8  A Meeting Reflection  Please bring your cell phone & 

computer to this meeting! 

Oct 10 ACE Tech 

Day 
TBD 

Oct 22 Online Reflection, and two (2) optional 

readings 
Must complete reflection via 

discussion post 

Oct 24 Department/ 
Cluster 

Meeting 

 Content of meeting determined by CATL and Cluster Chairs 

Oct 29 A Meeting Discuss and generate the ñIdeal 

St. Georges Writerò 
Participants will leave their 

ñstudentò with facilitators 

Nov 5 Online Reflection You will post your response in 

a Schoology assignment.  

Nov 7 ACE Tech 

Day 
TBD 

Nov 12 A Meeting Explicit instruction regarding the 

writing process 
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Nov 19 B Meeting Use of exemplars to discuss 

editing and revision 
Graphic organizer.  This will be 

provided to you at the meeting.  

Nov 21 Department/ 
Cluster 

Meeting 

 Content of meeting determined by CATL and Cluster Chairs 

Dec 3 Online Complete the reflection and at 

least half of the graphic organizer 

provided. 

You will post your document in 

a Schoology assignment. 

Dec 5 ACE Tech 

Day 
TBD 

Dec 10 A Meeting Share out both structural and 

instructional strategies used in 

classrooms. 

Completion of graphic 

organizer from December 3rd.  

Dec 17 Online Upload three (3) student 

examples and respond to two (2) 

reflection questions. 

One Schoology assignment and 

one discussion post. 

 
Please bring three hard copies 

of your three student 

exemplars  to the Jan 7th 

meeting 

DATE  MEETING 

TYPE 
TASK  DELIVERABLES  

Dec 19 Department/ 
Cluster 

Meeting 

 Content of meeting determined by CATL and Cluster Chairs 

Jan 7 B Meeting Working in groups of 3-4, you 

will compile a list of skills based 

on a collection of student work.  

Complete and submit the 

graphic organizer provided. 

Jan 9 ACE Tech 

Day 
TBD 

Jan 14 A Meeting Introduction to both ñWriting to 

Learnò and ñLearning to Writeò 
 

Jan 23 Department/ 
Cluster 

Meeting 

Content of meeting determined by CATL and Cluster Chairs 
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Jan 28 Online Reflection  Please upload your reflection to 

the Schoology assignment. 

Feb 4 A Meeting Review resources 

regarding  explicit writing 

instruction at the secondary level 

Complete the reflection 

assignment on Schoology. 

Feb 6 ACE Tech 

Day 
TBD 

Feb 11 Online Instructional materials focused on 

ñLearning to Writeò  
Submit an Exit ticket vis a 

Schoology assignment 

Feb 18 B Meeting Participants will review the 

materials provided and conduct a 

whole group discussion. 

 

Feb 20 Department/ 
Cluster 

Meeting 

Content of meeting determined by CATL and Cluster Chairs 

Feb 25 Online Revision of an upcoming writing 

task to employ ñLearning to 

Writeò strategies 

You will upload both your 

original lesson plan and your 

revised lesson plan to a 

Schoology assignment.  

 
Bring two (2) hard copies of 

the new lesson plan to the 

March 10th meeting. 

Mar 10 B Meeting Cross-curricular feedback on 

upcoming lesson plans 
Begin collecting student data 

and be ready to discuss by 

March 24th 

Mar 12 ACE Tech 

Day 
TBD 

Mar 17 Online Finalize materials for ñLearning 

to Writeò lesson 
You will upload your work to a 

Schoology assignment. 

Mar 24 B Meeting Reflection on the implementation 

of ñLearning to Writeò lesson 
Complete a 3-2-1 exit ticket. 

DATE  MEETING 

TYPE 
TASK  DELIVERABLES  

Mar 26 Department/ Content of meeting determined by CATL and Cluster Chairs 
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Cluster 

Meeting 

Mar 31 Online Submit 3-4 example responses 

from ñLearning to Writeò lesson 

and answer the reflection 

questions. 

You will upload your students' 

responses exemplars and 

respond to a reflection question 

on Schoology. 

Apr 2 ACE Tech 

Day 
TBD 

Apr 7 A Meeting Review ñLearning to Writeò 

models 
 

Apr 21 Online Explore instructional materials 

related to ñWriting to Learnò 
 

Arp 23 Department/ 
Cluster 

Meeting 

 Content of meeting determined by CATL and Cluster Chairs 

May 5 B Meeting Review specific content/CTE 

examples of ñWriting to Learnò 

and begin the process of 

implementing in individual 

classrooms   

 

May 7 ACE Tech 

Day 
TBD 

May 12 Online Finalize materials to implement 

ñWriting to Learnò lesson 
You will upload your work to a 

Schoology assignment. 

May 19 Online Submit 3-4 example responses 

from ñWriting to Learnò lesson 

and respond to the reflection 

question  

You will upload your student 

responses and complete your 

reflection via Schoology. 

May 21 Department/ 
Cluster 

Meeting 

Content of meeting determined by CATL and Cluster Chairs 

May 26 B Meeting Reflection  Complete a 3-2-1 reflection. 

Jun 2 ACE Celebrations! 

 

 

ACE Writing Goals + KUDs 

https://docs.google.com/document/d/12kYzD66EtS1KI4GNHO0KQYAHSBbmuxja6iygL_OyURw/edit?usp=sharing
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Facilitatorôs Groups 

 

Face-to-Face Meetings Introducing ACE Plan for 2019-2020 School Year 

 

September 10: Schumacher and Erdosy/Mauger and Mrs. Rodgers 

September 12: Klinefelter and Poore/Kelly and Mrs. Rickner 

September 17: Immediato and Kudlick/Schaefer and Diodati 

September 19: Craighton and McGonigal  

 

 

Table E2 ACE Overview 

 

Date + LEQ Task Rationale Needs 

September 24 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 

September 26 ACE Tech Day  
Use/Delivery of 

AMP assessments 

YEAR 1: Educators will see themselves as writers and teachers of writing and 

understand the differences between writing to learn and learning to write. 

Writer Reflection  

October 8 

 

LEQ : Who am I as 

a writer? 

A Meeting: 

Participants will 

reflect on their own 

personal written 

communication.  Afte

r reviewing, 3-4 text 

messages to different 

people who hold 

various relationships 

with the texter, 

participants will 

reflect and answer the 

following question: 

What conclusion 

This task should 

get participants 

into thinking 

about the minutiae 

of writing. Even if 

they do not 

currently see 

themselves as 

teachers of 

writing, they do 

hold some 

expectations 

about quality 

writing. 

Participants will 

need to bring 

their cellphones 

in order to select 

text messages and 

example email 

correspondence. 

Facilitators will 

present a t-chart 

that questions, 

ñWhat does 

quality, 

professional 

correspondence 

https://docs.google.com/document/d/1ImbBEXnfaL3niyXSBm5dMrQMFL_uUtpLbk6LcJj_UWc/edit?usp=sharing
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would you draw about 

yourself as a writer? 

look like v. poor 

correspondence?ò

  

 

October 10 

ACE Tech Day  Use/Delivery of 

AMP assessments 

 

October 15 ACE Cancelled Due to PSAT 11 

Date + LEQ Task Rationale Needs 

 

October 22 

 

LEQ: How do 

people in your 

content or CTE area 

write? 

 

Online: Participants 

will rely on their prior 

knowledge to discuss 

the following 

question: How do 

people in your field of 

study or profession 

write? 

This will allow 

participants to 

explore their 

current views 

about the writing 

they should be 

preparing their 

students for in 

their classroom. 

N/A 

October 24 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 
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October 29 

 

LEQ: What skills 

and content would 

the ideal StG writer 

understand and use? 

A Meeting: Groups 

will discuss and 

generate the ñIdeal 

StG Student Writerò 

Participants will 

create a vision 

that incorporates 

CTE and 

academic needs. 

An actual image 

will be required so 

that participants 

can add the skills 

and adjectives 

around the picture 

November 5 

 

LEQ: Who am I as 

a writer? 

Online: After 

reflecting on yourself 

as a writer, consider 

how well you align 

with the vision of the 

ñIdeal StG Student 

Writerò. What are 

your individual 

strengths and 

weaknesses as a 

writer?  

 

Participants will 

reflect on their 

own abilities as it 

pertains to the 

ideal student they 

will have a hand 

in developing. 

This reflection 

will allow them to 

begin to explore 

their own areas of 

need in the 

mastery of 

writing.  

  

A Schoology 

assignment needs 

to be developed for 

participants to post 

their responses. 

 

November 7 ACE Tech Day  TBD 

Explicit Writing Instruction   

Date + LEQ Task Rationale Needs 

November 12 

 

LEQ: What does 

the writing process 

look like in action? 

A Meeting: 

Participants will 

engage in direct, 

explicit instruction 

regarding what the 

writing process looks 

like.  

 

(Should include both 

editing and revision 

The purpose is to 

give instructors a 

varied look at 

how writers go 

through the 

process to meet 

their individual 

needs and the task 

requirements.  

Instructional 

materials, which 

may include video, 

infographics, 

and/or articles, will 

be prepared for 

facilitators to use 

during the session. 
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and differences 

between the two) 

Date + LEQ Task Rationale Needs 

November 19 

 

LEQ: How do 

proficient writers 

employ the writing 

process? 

B Meeting: 

Participants will 

review exemplars that 

need both editing and 

revision. Participants 

should be paired or 

grouped with 

members of their 

cross-curricular team. 

Not only will 

participants note the 

changes that need to 

be made, but also the 

necessary skills and 

knowledge needed to 

make those 

appropriate changes.  

 

At the end, facilitators 

should collect the 

completed graphic 

organizers as well as 

the student exemplars. 

Participants need 

to go through the 

process 

intentionally to 

consider what 

they might be 

assuming students 

know how to do. 

An expert writer 

goes through the 

writing process 

seamlessly, so this 

will serve as a 

reminder of all the 

necessary skills 

that go into 

quality writing.  

Facilitators will 

need content/CTE 

area writing 

exemplars that 

contain both 

grammatical and 

logical errors.  

 

Created and posted 

a G.O. that 

requires 

participants to 

consider the skills 

and concepts 

necessary to make 

edits and 

revisions.  

 

The graphic 

organizers and 

exemplars need to 

be printed for the 

facilitators. 

 

November 21 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

 

Department 

Meeting 

N/A 
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November 26 ACE Cancelled: Happy Thanksgiving Break!! 

December 3 

 

LEQ: How does 

my employment of 

the writing process 

help to develop the 

ideal StG writer? 

Online: Participants 

will reflect on writing 

tasks that take place in 

their classrooms. Each 

participant will 

respond to the 

following question: 

How do I 

employ/incorporate 

the writing process for 

my students? 

This will allow 

participants to 

consider their own 

classroom 

practices 

regarding the 

writing process. It 

is expected that 

participants will 

present a range of 

practices in the 

classroom.  

A Schoology 

assignment needs 

to be developed for 

participants to post 

their responses. 

(This might be a 

G.O. that includes 

a category called 

ñWhat I doò and a 

second category 

called ñWhat I will 

tryò, which can be 

started beforehand, 

but will be used in 

the Dec 10th 

meeting.)  

 

Date + LEQ Task Rationale Needs 

December 5 ACE Tech Day  TBD 

December 10 

 

LEQ: How does 

my employment of 

the writing process 

help to develop the 

ideal StG writer? 

A Meeting: 

Participants will share 

out the structural or 

instructional strategies 

they use in the 

classroom. This is an 

opportunity to 

exchange ideas across 

classrooms and grade 

levels and 

content/CTE areas.  

Because there will 

be a range in 

practice, this is a 

good place for 

instructors to gain 

additional ideas 

regarding how to 

incorporate the 

writing process.  

Participants will 

complete the 

second half of their 

GO, ñWhat I will 

tryò column. 

 

By Dec 20th (the 

Friday the 

following week), 

participants will 

need to actually try 

their selected 

strategy and be 

prepared to 

provide examples 

and reflect on the 

work.  
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December 17 

 

LEQ: How does 

my employment of 

the writing process 

help to develop the 

ideal StG writer?  

Online: Participants 

will upload results 

from their ñWhat I 

Will Tryò, which 

needs to be completed 

no later than Dec 

20th. Participants will 

include: 

 Strategy used 

 3 student 

examples 

 A reflection on 

what the 

results imply 

for their next 

steps 

Participants will then 

reflect on the 

question: ñBased on 

the vision of the óIdeal 

StG Writerô how do 

my practices and 

course contribute to 

developing students? 

 

 

 

Participants get an 

opportunity to 

consider their own 

work and where 

they fit in, in the 

bigger picture. 

 

Two Schoology 

assignments need 

to be developed for 

participants to post 

their responses. 

 

Include an 

announcement that 

prompts 

participants to 

select a prompt 

that can be revised 

and used within the 

next two weeks 

 December 19 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 

Date + LEQ Task Rationale Needs 
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 January 7 

 

LEQ: How do 

proficient writers 

employ the writing 

process? 

B Meeting: 

Participants will 

review and reflect on 

quality writing. 

Participants will be 

asked to bring 3 

examples of student 

writing to compare 

against the exemplars 

that will be provided. 

Working in groups of 

3-4, participants will 

compile a list of skills 

that respond to the 

question: What do the 

writers of the 

exemplars do that our 

students fail to 

(struggle to do) in 

their own writing? 

Participants need 

specific areas of 

focus in order to 

successfully 

improve student 

writing outcomes. 

For many 

instructors, asking 

them to improve 

writing will be too 

vague without 

giving them 

logical and 

feasible targets for 

their work. 

Participants have 

been prompted to 

bring three copies 

of three (3) writing 

exemplars to use 

with their group.  

 

Since this is a face-

to-face meeting, 

teachers should 

submit their list at 

the end of the 

session. 

Facilitators will 

deliver these 

responses to the 

instructional 

coaches upon 

completion.  

January 9 
ACE Tech Day  TBD 

January 14 

 

LEQ: How do the 

goals for  Learning 

to Write tasks differ 

from goals for 

Writing to Learn?  

A Meeting: 

Participants will 

review materials that 

define writing to learn 

vs. learning to write. 

In this session, the 

goal is for the 

participants to 

leave with a basic 

understanding that 

simply assigning 

writing instruction 

does not actually 

teach students 

how to write. 

A presentation that 

includes videos 

and instructional 

materials 

January 21 ACE Cancelled due to School-based PD Day 

January 23 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 
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January 28 

 

LEQ:  How do I use 

explicit instruction 

to guide my 

students to quality 

writing? 

Online: Reflecting on 

the written work that 

you complete in your 

course, where do you 

explicitly teach 

writing skills 

necessary for your 

content or CTE area 

and grade level? 

Participants will 

begin to review 

and discuss their 

own instructional 

practices. Ideally, 

this will allow for 

instructors to see 

that they are 

assigning writing 

tasks as opposed 

to providing 

intentional 

instruction. 

A Schoology 

discussion board 

needs to be 

developed for 

participants to post 

their responses. 

 

Facilitators will 

receive a compiled 

list of strategies/ 

practices being 

used to share with 

their groups during 

the next meeting.  

Date + LEQ Task Rationale Needs 

February 4  

 

LEQ:  How do I use 

explicit instruction 

to guide my 

students to quality 

writing? 

 

A Meeting: 

Participants will 

review models of 

what explicit writing 

instruction looks like 

in the secondary 

classroom.  

StG instructors 

did work around 

GRR in the 2016-

2017 school year 

but have not 

explicitly 

discussed it since 

then. The 

conversation 

around explicit 

instruction for 

writing can be 

murky for all 

instructors across 

all content and 

CTE areas. This 

continued look at 

explicit 

instruction is 

supposed to help 

provide a clearer 

picture.  

Teacher channel or 

YouTube videos of 

teachers providing 

instruction. If 

possible, what 

explicit instruction 

looks like from a 

lesson plan 

standpoint. 

 

This module 

includes a lot of 

strategies for 

teachers to 

reference for their 

own edification.   

February 6 ACE Tech Day  TBD 

Learn to Write  
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February 11 

 

LEQ:  How do I use 

explicit instruction 

to guide my 

students to quality 

writing? 

Online: Participants 

will explore a series 

of instructional 

materials that focus 

on ñLearning to 

Writeò instructional 

strategies and best 

practices. 

Now that they 

know the 

difference 

between Learning 

to Write and 

Writing to Learn, 

participants will 

focus on the 

learning portion 

first.  

Facilitators will be 

provided with a 

variety of articles 

and videos that 

show what Learn 

to Write can look 

like in the 

classroom. 

 

This session ends 

with an exit ticket 

question. 

February 18 

 

LEQ: How does the 

fluidity of the 

writing process 

allow students to 

learn from their 

written errors? 

B Meeting: 

Participants will 

explore a series of 

instructional materials 

that explore the 

necessity of revision. 

Specifically, 

participants will be 

exposed to the ñWhyò 

of revision and 

explore a variety of 

ways to embed 

revision into their 

instructional plans. 

 

Critical to detail that 

revision is not about 

telling students what 

they need to change, 

but about asking the 

appropriate questions. 

Meaning instructors 

should question why 

students chose certain 

actions or how they 

can improve 

something as opposed 

to explicitly telling 

them what to do. We 

want our students to 

It would be a 

misrepresentation 

of the process if 

ñLearning to 

Writeò was not 

directly connected 

to the writing 

process. Even 

with educators 

serving as models 

and providing 

guided practice, 

learners will still 

need to go 

through the 

revision process 

to become 

proficient writers 

in any 

content/CTE area 

Facilitators will be 

provided with a 

variety of 

instructional 

materials that serve 

to provide explicit 

instruction as well 

as a model of the 

work in progress. 

 

Two discussion 

questions provided 

to allow for whole 

group discussion 

regarding revision 

and learning. 
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think critically about 

their own writing 

choices. 

 

Date + LEQ Task Rationale Needs 

February 20 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 

February 25 

 

LEQ: How do I use 

explicit instruction 

to guide my 

students to quality 

writing? 

Online: Participants 

will revise an 

upcoming writing task 

to employ ñLearning 

to Writeò strategies 

and best practices. 

Participants will be 

asked to upload their 

original lesson plan as 

well as their revised 

version (participants 

have to show the 

changes in their 

lesson plans)  

Participants have 

put their new 

learning into 

action. The 

implementation of 

this work will 

give them a 

starting place to 

reflect on their 

own learning and 

the learning of 

their students.  

A Schoology 

assignment for 

participants to 

upload their work. 

March 3 ACE Cancelled due to SAT  

March 10 

 

LEQ: How do I use 

explicit instruction 

to guide my 

students to quality 

writing? 

B Meeting: In cross-

curricular groups, 

participants will 

discuss their lesson 

plans and receive 

feedback from others.  

Because this is 

participantsô first 

implementation of 

ñLearning to 

Writeò, it is 

important for 

them to talk 

through his/her 

plan and receive 

feedback. 

Facilitators do not 

need physical 

materials, but they 

should be prepared 

to answer 

questions and keep 

participants on 

task. 

 

Announce: This 

task needs to be 

completed with 

student data ready 
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to discuss by 

March 24th  

March 12 ACE Tech Day  TBD 

March 17 

 

LEQ : How do 

proficient writers 

employ the writing 

process? 

Online: Participants 

will finalize the 

necessary materials to 

implement their first 

ñLearning to Writeò 

lesson. In this session 

participants will 

submit:  

 Finalized 

lesson plan 

 Prompt 

 Model or 

planned 

collective 

activity 

 Outline (if 

applicable)  

 A goal for the 

assignment 

 Intended 

implementatio

n date 

To fully address 

participantsô need 

for planning time, 

it is being built 

into the PD to 

support their 

efforts. 

A Schoology 

assignment for 

participants to 

upload their work. 

Date + LEQ Task Rationale Needs 

March 24 

 

LEQ: How do 

proficient writers 

employ the writing 

process? 

B Meeting: 

Participants will share 

the strategy they used 

and discuss the 

following reflection 

questions: What went 

well? What will you 

change for the next 

implementation? 

This meeting 

serves as an 

opportunity to 

strategy share. It 

would be 

impossible for 

each teacher to 

utilize every 

strategy, so 

sharing outcomes 

and obstacles will 

give participants a 

Teachers should 

leave a 3-2-1 exit 

ticket. 

 

3 possible next 

steps for your 

instructional 

practices regarding 

writing instruction 

2 questions that 

remain for you 
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bigger picture of 

possibilities.  

1 win as a result of 

this work 

March 26 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 

March 31 

 

LEQ: How do 

proficient writers 

employ the writing 

process? 

Online: Participants 

will submit 3-4 

example responses to 

their lesson plans. 

These examples 

should serve as three 

typical responses as 

opposed to the 

traditional high-

medium-low model 

used previously.   

Participants need 

an opportunity to 

reflect on student 

results and the 

implication of 

those results. 

Two Schoology 

assignments for 

participants to 

upload their work 

and a separate one 

answer the 

reflection question, 

which will be 

LEQ.  

 

April 2 ACE Tech Day  TBD 

Write to Learn  

April 7 

 

LEQ : What purpose 

does writing have in 

the learning 

process? (How can 

writing reveal what 

a student has 

learned/understood?

) 

A Meeting: 

Participants will 

review ñWriting to 

Learnò models that 

will help to answer 

the question of ñWhyò 

this form of writing is 

necessary for the 

learning process. 

Participants will 

most likely be 

more comfortable 

with Writing to 

Learn because it 

follows a more 

ñtraditionalò 

understanding of 

why students 

write. However, 

they should still 

receive a uniform 

reason of why it 

needs to be done 

that is applicable 

to all content/CTE 

areas. 

Facilitators will be 

provided with a 

presentation that 

reviews the 

difference between 

ñLearning to Write 

vs Writing to 

Learnò as well as 

looks at ñWriting 

to Learnò tasks 

across various 

content/CTE areas. 
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Date + LEQ Task Rationale Needs 

April 21 

 

LEQ :  How can 

students use writing 

to engage in the 

invention and/or 

critical thinking 

process? 

Online: Participants 

will explore a series 

of instructional 

materials that focus 

on ñWriting to Learnò 

instructional strategies 

and best practices. 

Participants need 

to repeat the same 

cycle previously 

completed to gain 

the same 

opportunity for 

learning before 

implementation.  I

t is important that 

these examples 

show a range in 

depth of thinking. 

Facilitators will be 

provided with a 

variety of articles 

and videos that 

show what Writing 

to Learn strategies 

are 

available/applicabl

e 

April 23 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 

April 28 No ACE Scheduled due to District PD Day 

May 5 

 

LEQ : How can 

students use writing 

to engage in the 

invention and/or 

critical thinking 

process? 

B Meeting: 

Participants will 

review some 

content/CTE specific 

examples of ñWriting 

to Learnò and begin 

the process of 

planning their own 

implementation of 

Writing to Learn 

activities in the 

classroom. 

Participants will 

be in their alike 

groups to begin 

the process of 

thinking about 

how 

to  implement 

Writing to Learn 

in their 

classrooms 

Facilitators will 

serve as a support 

during these 

meetings. In 

preparation for 

next weekôs online 

work, there will be 

a series of articles, 

videos, strategies, 

and/or graphic 

organizers that 

participants can 

use a resource 

through this 

planning process.  

May 7 ACE Tech Day  TBD 

Date + LEQ Task Rationale Needs 
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May 12 

 

LEQ : How can 

students use writing 

to engage in the 

invention and/or 

critical thinking 

process? 

Online: Participants 

will finalize the 

necessary materials to 

implement their first 

ñWriting to Learnò 

lesson. In this session 

participants will 

submit:  

 Finalized 

lesson plan 

 Graphic 

Organizer (if 

applicable) 

 A goal for the 

assignment 

 Intended 

implementatio

n date 

To fully address 

participantsô need 

for planning time, 

it is being built 

into the PD to 

support their 

efforts. 

The resource 

materials provided 

in the previous 

week will continue 

to be available to 

help guide 

instructorsô work.  

 

A Schoology 

assignment for 

participants to 

upload their work. 

May 19 

 

LEQ : How can 

writing improve the 

understanding of 

content area or CTE 

information? 

Online: Participants 

will submit 3-4 

example responses to 

their lesson plans. 

These examples 

should serve as three 

typical responses as 

opposed to the 

traditional high-

medium-low model 

used previously.   

Participants need 

an opportunity to 

reflect on student 

results and the 

implication of 

those results. 

A Schoology 

assignment for 

participants to 

upload their work. 

 

Exit Ticket: After 

having gone 

through the 

ñWriting to Learnò 

process, how can 

writing improve 

the understanding 

of content area or 

CTE information? 

May 21 

Dept/Cluster 

Meeting: CATL 

Members determine 

the content of these 

meetings. 

Department 

Meeting 

N/A 

Date + LEQ Task Rationale Needs 
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May 26 

 

LEQ : How can 

students use writing 

to engage in the 

invention and/or 

critical thinking 

process? 

B Meeting: 

Participants will share 

the strategy they used 

and discuss the 

following reflection 

questions: What went 

well? What will you 

change for the next 

implementation? 

This meeting 

serves as an 

opportunity to 

strategy share. It 

would be 

impossible for 

each teacher to 

utilize every 

strategy, so 

sharing outcomes 

and obstacles will 

give participants a 

bigger picture of 

possibilities.  

Teachers should 

leave a 3-2-1 exit 

ticket. 

 

3 possible next 

steps for your 

instructional 

practices regarding 

writing to learn 

activities 

2 questions that 

remain for you 

1 win as a result of 

this work 

June 2 ACE Celebrations! 
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Appendix F 

STAFF SURVEY, TEACHER INTERVIEWS, COACH INTERVIEWS & 

ANALYSIS  

Staff Survey Questions 
 

1. How long have you been teaching? 

1. 0-3 years 

2. 4-9 years 

3. 10-15 years 

4. 16+ years 

 

 

1. Have you participated in any type of coaching previously?  Please explain. (open ended) 

 

 

1. Of these options, which do you feel would be most beneficial to you in an individualized 

coaching scenario? (You will be dragging them into the order that reflects your beliefs) 

a. Observing a fellow teacher 

b. Lesson modeling 

c. Videotaping and reviewing lessons you have used 

d. Help with classroom routines and management 

e. Using assessments to inform instruction 

f. Goal setting 

 

 

1. How many times in the last two years have you reached out to an instructional practices or 

instructional technology coach in the building? 

a. I have not reached out to a coach in the building in the last two years 

b. 1-5 times 

c. 6+ times 

 

 

1. What do you see as the positives that can come from collaborating with a coach? (open 

ended) 

 

 

1. What do you see as the hindrances to collaborating with a coach? (open ended) 

 

 

1. How often do you look at instructional data to inform your teaching practices? 

a. Daily 

b. Weekly 

c. Monthly 

d. Yearly 

e. Never 

 

 

1. Another set of ears and eyes in the classroom is a welcomed presence that can help me 

identify and solve problems 

a. Strongly disagree 
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b. Somewhat disagree 

c. Neither agree nor disagree 

d. Somewhat agree 

e. Strongly agree 

 

 

1. Meeting with an instructional coach would improve my professional practice 

a. Strongly disagree 

b. Somewhat disagree 

c. Neither agree nor disagree 

d. Somewhat agree 

e. Strongly agree 

 

 

1. How effective would you say you are as an educator? 

a. Ineffective 

b. Slightly Effective 

c. Moderately Effective 

d. Very Effective 

e. Highly Effective 

 

 

1. I feel I can always learn and grow as an instructor 

a. Strongly disagree 

b. Somewhat disagree 

c. Neither agree nor disagree 

d. Somewhat agree 

e. Strongly agree 

 

 

 

1. I am willing to openly discuss my classroom, instructional, and/or behavioral challenges in 

an effort to seek help 

a. Strongly disagree 

b. Somewhat disagree 

c. Neither agree nor disagree 

d. Somewhat agree 

e. Strongly agree 

 

 

1. When I have a problem, I am quick to reach out to the appropriate St. Gôs staff member 

and/or resources for help 

a. Strongly disagree 

b. Somewhat disagree 

c. Neither agree nor disagree 

d. Somewhat agree 

e. Strongly agree 

 

 

Teacher Interview Questions 

 
1. Briefly describe the nature of the coaching supports you sought out. 
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1. Are there any additional examples? 

2. Why did you decide to utilize coaching support? 

2. What did you and the coach determine to be your area of focus during the coaching 

session(s)? 

3. How did you feel about the support you received from the coaching during the 

session(s)? 

4. How did you feel about the support you received in the classroom after the initial 

session? 

5.  Describe the impact coaching supports have had on your classroom practices. 

6. Describe the impact coaching supports have had on your personal efficacy beliefs. 

 

 

Coach Interview Questions 
1. How have you led impactful professional learning? 

2. How have you built partnerships throughout the school that facilitate student 

learning? 

3. Briefly describe the professional learning opportunities that have been provided to 

you during your time as an instructional coach. 

4. How do you feel about the supports you have received from administration? 

5. How do you feel about the impact you have had on teachers within the school. 

6. Briefly describe your beliefs concerning your efficacy as an instructional coach.  

 

 

Introduction  

 To gain further insight into the effectiveness of the instructional coaching 

program at St. Georges Technical High School, staff survey data was collected, and 

interviews were conducted to hear from those affected by the program. Full staff surveys 

were sent out to gather reflections on teacher professional practices and provide further 

contextualization for the environment in which the instructional coaching program was 

implemented.  The staff surveys were sent to all staff members involved in classroom 

instruction throughout the school regardless of whether or not they ever utilized coaching 

supports.  Several of the open-ended survey questions sought to see what barriers existed 

for those individuals who had yet to utilize coaching supports.  The individual interviews 

were conducted on both teachers who had utilized supports as well as 2 of the 3 
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instructional coaches in the building.  The teacher interviews sought a deeper 

understanding of how instructional coaching supports affected both teacher classroom 

practices as well as personal efficacy beliefs, whereas the instructional coach interviews 

focused on efficacy beliefs of the coaches as well as support from building 

administrators.  The aforementioned improvement goals were used to guide question 

design as both survey and interview questions sought to gain clarity around how 

instructional coaching influenced lesson design, implementation, and reflection.  

 

Improvement Goals  

 The following improvement goals were identified at the outset of the 

implementation of the instructional coaching plan at St. Georges Technical High School: 

1. Higher Frequency and Quality Use of Data for Improved Goal Setting 

2. Improved Planning and Implementation of Appropriate Strategies 

3. Increased Department Usage and Implementation of Research Based Practices 

and Strategies 

4. Increased Implementation of Strategies Connected to Schoolôs Challenges 

The instructional coaching supports aimed to support teachers in meeting these goals that 

aligned with the schoolôs instructional focus. While supports were offered at a variety of 

levels (individual supports, department-based supports, and school wide supports) the 

majority of the supports were focused on individual supports as members of the 

instructional staff sought to improve their classrooms.  

Methods for Data Collection and Analysis 
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Participants 

The survey was sent out to the teaching staff at St. Georges Technical High 

School which comprises 46 academic teachers, 21 career teachers, and 8 Learning 

Support Coaches. An additional 8 paraprofessionals are employed as part of the Learning 

Support department to address the needs of students with 504s and IEPs.  Fifty five 

percent of staff members have fewer than 10 years of teaching experience and as a 

vocational technical high school, St. Georges Technical High School employs teachers 

with a wide range of degrees and certifications.  While the 46 academic teachers all hold 

degrees that incorporate formal pedagogical training, only one of the 21 career teachers 

has a degree that incorporates pedagogy. This creates a uniqueness in terms of teacher 

experiences and certifications. The instructional coaching program implemented at St. 

Georges Technical High School seeks to provide support for a staff where 30% of their 

classroom teachers come directly out of industry to provide students at the school with 

valuable career training, certification opportunities, and cooperative employment 

placements.  The staff survey was sent to 67 staff members that are considered 

instructional staff with 36 responses - a response rate of 54%.  Approximately 29 of the 

67 instructional staff members have utilized instructional coaching supports (43% of 

instructional staff) on a somewhat consistent basis with interviews being conducted on 4 

teachers who have consistently collaborated with an instructional coach throughout the 

last 5 years. Of the four, one of them is a Career and Technical Education teacher and 

three are academic teachers.  Two of the academic teachers have been teaching for fewer 
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than five years and the remaining academic teacher as well as the CTE teacher have been 

teaching for more than 10 years.  

The two instructional coaches interviewed have both been in their positions for 5 

years and have spent the entirety of their time in coaching at St. Georges Technical High 

School and both have served in other leadership roles in the school.  They represent 66% 

of the instructional coaches present on the schoolôs campus.    

The staff survey was sent out via the learning management system Schoology on 

the schoolôs announcements page and staff members were aware that filling out the 

survey was not required as it was linked with the doctoral work of the 

researcher.  Concerning the interviews, I reached out to four teachers who have 

consistently worked with one of the coaches for over a year and all agreed to 

participate.  Additionally, I emailed the two instructional coaches and asked them to 

participate in an interview and both agreed.  Interviews were scheduled and conducted 

during the summer prior to the teachers returning to school for the 2020-2021 school 

year.    

Materials 

 The staff survey (Appendix A) consisted of 3 multiple choice questions, 3 Likert 

scale questions, and 4 open ended questions.  Staff members were asked to complete the 

survey on their own time, reflect on their efficacy beliefs, and share their thoughts on 

instructional coaching. The teacher interview (Appendix B) consisted of 6 open ended 

questions that focused on the nature of the supports they sought out and received; as well 

as the impact instructional coaching had on both their classroom practices and efficacy 



160 

 

beliefs. The coach interview (Appendix C) also had 6 questions, but these focused on 

partnerships coaches have built within the school as well as supports they have received 

from the schoolôs administration. The survey, the teacher interviews, and the coach 

interviews were all conducted outside of the contractual school day.  

Design and Procedures  

 This mixed methods study included a survey and two rounds of interviews. The 

staff survey was sent out to all instructional staff via a Qualtrics link posted to the 

schoolôs Schoology page.  Participants were kept anonymous and completed the surveys 

independently on their own time. The staff interviews were conducted via Zoom with 

teachers who have utilized coaching supports and each interview lasted between 7 and 20 

minutes.  These coaching supports range from one-on-one meetings between the coach 

and the teacher, to informal classroom observations, support around lesson and 

assessment design, goal setting, data collection, and more.  Because each teacher is a 

unique practitioner with a unique combination of students they are working with, it was 

not possible to ensure every teacher had received the same support.  For this reason, the 

teachers represented in the interviews are individuals who are familiar with most aspects 

of instructional coaching and are able to speak to the process as a whole.  The researcher 

emailed teachers who have consistently utilized coaching supports and asked if they 

would be willing to share their experiences with the program. Teachers who agreed to 

participate in these individual interviews were recorded for transcription purposes. Lastly, 

the instructional coach interviews were conducted individually via Zoom and recorded. 

As with the teachers receiving the coaching supports, the coaches have unique needs and 
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areas of expertise; so, the opportunities, training, and support they have received from the 

administration vary.  Specific training one of the coaches received may not have applied 

to both coaches interviewed, so their experiences are varied.  However, both coaches 

were asked to think about how their school administration has equipped them with the 

essential skills and knowledge to affect change in the area of their responsibilities.   

Methods of Analysis  

 No predetermined codes were used for the survey, the teacher interviews, or the 

coach interviews.  Responses were transcribed and coded based on emerging themes and 

trends were identified across the three data points. The most consistently appearing 

responses are highlighted below.  

 

Teachersô Favorable Perspectives on Instructional Coaching 

 Results showed that 80% of respondents (29 of the 36 who responded to the 

survey) had reached out to an instructional coach in the last 2 years with 25% of them 

saying they had reached out to a coach more than six times during that 

period.  Respondents believed that working with an instructional coach could improve 

their teaching methods and were able to do so from a non-evaluative position.  Instructors 

stated that this collaboration could result in new strategies for the curriculum, mentoring, 

access to impartial feedback, and valuable outside perspectives on lesson plans and 

classroom practices. 80% agreed that having an extra set of ears and eyes in their 

classrooms is a good thing with one respondent specifically mentioning that coaching 

positions should be filled by seasoned instructors that can provide wisdom and advice on 
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classroom methods. With 69% of survey respondents agreeing that meeting with an 

instructional coach would improve their professional practice, the most commonly stated 

reasons for that improvement were impartial feedback from another set of eyes and ears, 

outside insight on established practices and routines, and new methods and techniques 

that can be implemented in the classroom.  

Interviews  

The emergent themes from the teacher interviews include comfortable 

conversations, collaboration, timely feedback, personal growth, confidence in the 

classroom, and improved efficacy beliefs.  While other responses existed outside of these 

six, these were the most commonly given responses to the interview questions. 

Participants included Maryann Allen (academic, less than 5 years teaching), Renee Smith 

(academic, less than 5 years teaching), Diane Hahn (academic, more than 10 years 

teaching) and John Anderson (career area, more than 10 years teaching).  

Comfortable Conversations 

 The first emergent theme that came out of all of the teacher interviews was the 

comfort level that can exist in conversations with an instructional coach.  If the coach has 

established themselves as an ally and a peer, and distanced themselves from the 

evaluation process, interviewed teachers shared that these conversations feel more 

collaborative in nature and informal than those that are had with an administrator.  One 

interviewee in particular stated that the conversations she had with her coach felt, ñreal, 

honest, and unjudged.ò (Diane Hahn) She was able to be open and honest about her 

practices and her feelings and she believes that the established environment allowed her 
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to be reflective instead of defensive. Instead of worrying that she was in ñtroubleò or 

ñunderperformingò in some area of her practice, she was able to take a step back, talk 

through her trouble spots, and engage in problem solving steps that sought to move her 

practices forward.  Another teacher shared that it was in the coaching sessions where she 

felt she could let her guard down and be honest about the anxieties she was experiencing 

when she was trying a new lesson or had a deadline to meet for a district assessment 

(Maryann Allen).  Just knowing that she didnôt have to have it all together and she was 

able to talk through her concerns with someone else who was still connected to the 

classroom provided her what she feels was a safe space to work through her 

apprehensions, develop a plan to address some of those concerns, and begin taking 

tangible steps forward towards a resolution.  

Collaboration 

 Respondents believe there is power in the collaboration that comes through the 

instructional coaching support. One teacher shared that she struggles with administrative 

feedback (Diane Hahn).  While she believes that she is constantly a work in progress and 

will continue to learn and grow throughout her career, she finds that with administrators 

she feels that there is enormous pressure to perform, and that prevents her from having 

collaborative conversations. Another believed that coaching provided her with a network 

of people who she could rely on for collaborative support (Renee Smith).  Prior to 

working with an instructional coach, she struggled with feelings of isolation and believed 

she was on an island, trying to figure out how to successfully run a classroom on her 

own.  Since reaching out and beginning the collaboration, she believes she has supports 
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in place and is more comfortable reaching out to other teachers throughout the building to 

collaborate and think through ways to best serve students.  Lastly, another respondent 

shared the adage that we donôt know what we donôt know (John Anderson). He felt this 

was particularly true in pedagogy - that sometimes there are things that are ñbest 

practicesò that a teacher may simply be unaware of, and it is through the power of 

collaboration those things can be brought to light.   

Timely Feedback 

 Another theme was the impact timely feedback has on teacher performance.  One 

teacher reported that they consistently are able to switch up their lesson or practices for 

the next period or the next day because of the way in which feedback in a coaching 

situation is given (John Anderson).  Often with any type of formal evaluation, a teacher 

does not receive feedback for several days or weeks; and by that time, they are unable to 

change issues that existed with the lesson until the next year.  Instructional coaching, 

where the coach is consistently meeting with the teaching and spending time in their 

classroom with students, allows tangible steps to be taken to tweak areas of the lesson or 

delivery in a timely fashion.  Another teacher responded that a coach is able to help you 

through a process and provide feedback along the way that is immediately implemented 

and makes the lesson stronger (Renee Smith).  Because coaches are able to help with the 

planning, implementation, and reflection of a lesson in the classroom, teachers are 

supported in each stage.  One of the less experienced teachers shared the time she 

collaborated with an instructional coach on a Socratic Seminar she wanted to do with her 

students (Maryann Allen).  Wanting to make the experience more beneficial, she asked 
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the coach how she could add a layer to the process.  Through this collaboration, not only 

did students submit their own prompts for the seminar as is customary, but they also had 

the opportunity to view exemplars of quality prompts and go through a revision process 

of their own submitted prompts to make their questions stronger.  The teacher believed 

this addition not only provided students with stronger questions to respond to in the 

seminar itself, but also allowed for guidance around quality student questioning. One of 

the other interviewees said the availability of the couch to bounce questions off of was 

where she found the most success (Diane Hahn).  While she considers herself a risk taker, 

she shared that when it came to her first year in the classroom, she was scared to take 

risks.  She found that because of her access to an instructional coach and her ability to get 

relatively immediate answers and feedback, she pushed herself to take challenges she 

would not have otherwise.   

Personal Growth 

 For all of the interviewees, their own intrinsic motivation was a compelling force 

in why they decided to reach out to an instructional coach. One participant shared that as 

a career program teacher, he sees the different perceptions that exist around those CTE 

programs (John Anderson).  While academic teachers are expected to deeply understand 

pedagogical principles dealing with structuring lessons and differentiation for students, 

there is an unspoken understanding that CTE teachers are in these positions because of 

their knowledge of a specific career area and industry experience.  This left him 

dissatisfied as he did not believe that students should not be provided an education filled 

with researched backed practices that were known to lead to deeper student 
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understanding and mastery of the concept.  For him, that perception was what led him to 

begin visiting academic classrooms. He believes these visits gave him the push to reach 

out to an instructional coach. He felt comfortable with having students in the shop area 

with him doing the hands-on portion of the curriculum but wanted to feel equally as 

confident in the classroom portion of his instruction.  Seeing how academic teachers 

handle things like lecture, group work, and assessment made him want to excel in all 

areas of his career program instruction.   

 The academic teachers shared similar sentiments.  They want to excel in their 

craft and believe that collaborating with a coach allows them to identify improvement 

goals and push themselves in their professional practices. One of the academic teachers 

was struggling with curriculum materials that had been handed down to her (Maryann 

Allen).  She shared that she didnôt feel any ownership over the materials she was using in 

her course and had the desire to make them her own and tailor them to the kids in her 

classroom. For her, the desire to step out on a limb, better herself  and challenge the 

status quo was the perfect time to collaborate with an instructional coach. One of the 

other academic teachers had set a goal for herself of receiving all highly effective marks 

on her DPAS II evaluation (Renee Smith).  When she realized that she was still 

consistently receiving effective rankings, she reached out to an instructional coach to see 

if the coach could help her achieve her personal goals of performing her DPAS II scores. 

The final academic teacher believes that she struggles between wanting to challenge 

herself, but also staying in her comfort zone (Diane Hahn).  When she realized she was in 
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a rut, she reached out to see if the collaboration would encourage her to take risks she 

would not if it were not for an outside voice.  

Confidence in the Classroom 

Each of the participants in the interviews also believed that collaborating with an 

instructional coach had an impact on their confidence in the classroom.  One of the 

teachers stated that they went from knowing they did a lot of talking at their students but 

not knowing what to do about it, to feeling they had a deep understanding of how to 

appropriately chunk and scaffold material so that students are able to engage with the 

content in more meaningful and authentic ways (John Anderson).  Being able to make 

instructional decisions is an important part of every teacher's practice, and teachers make 

better decisions when they have greater access to research-based practices that affect 

change. Instructional coaches often act as the middleman between teachers and the 

research.  Since part of most instructional coaches' job is to ensure they are staying on top 

of the growing body of academic research, they are situated to share that information 

with teachers who are occupied with planning and grading students in their classrooms. 

Two of the survey participants discussed improvements in classroom management 

techniques that allowed for successful navigation of challenging student behaviors while 

retaining a productive yet caring classroom environment Diane Hahn and Renee Smith). 

Both respondents stated that classroom management issues can be particularly difficult 

for teachers to discuss but being able to work through these issues with an instructional 

coach was a more productive experience than being told by an administrator that they 

were having management issues; a scenario that often puts teachers on the 
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defensive.  Collaborating with a coach to discuss management issues made them feel like 

they were partnering with the coach and trying to think through ways to best address the 

needs of the classroom rather than being told there was an issue in their practices that 

would lead to an unfavorable evaluation.  

Efficacy Beliefs 

One of the interview questions specifically asked participants to describe how 

coaching supports impacted their personal efficacy beliefs. One of the academic teachers 

shared that upon leaving college, she felt confident that she was prepared for her own 

classroom, yet somewhere along the way she lost that confidence (Renee Smith).  She 

went through a period of time where she seriously considered leaving education all 

together because she did not believe she was able to run a successful classroom. In an 

attempt to see if she could salvage her career, she reached out to an instructional coach to 

work through some of the issues she was dealing with and renewed her 

confidence.  Although she felt disjointed, partnering with a coach allowed her to 

recognize that she is an effective educator with a solid focus when it comes to curriculum 

and alignment.  For her, reaching out and working with a coach allowed her to push 

through and realize that a career in education is what she wants so she can continually 

affect the next generation.  

Another academic teacher stated that the process of working with a coach is 

empowering (Diane Hahn).  When receiving feedback on any type of formal evaluation, 

it often feels like the teacher is receiving a list of things the supervisor wants 

changed.  When partnering with a coach, the teacher is actively involved in the decision-
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making process as both the coach and the teacher identify the areas of focus and work 

towards a solution together.  This sense of agency allowed this particular educator to feel 

confident in making decisions in her classroom, not only in her collaborations with the 

coach, but also when making decisions independently. This teacher, as well as one of the 

other academic teachers (Maryann Allen), both shared that they feel confident enough 

now in their own practices that they are actively looking to help and partner with their 

peers, offering many of the same supports that they received through their collaborations 

with an instructional coach.  

Lastly, the CTE teacher said, for him, the impact on efficacy is evident when he is 

able to see his students working successfully as employees for many of his business 

partners (John Anderson).  He shared that for so many years he was so focused on 

students memorizing information from the career handbooks, that he lost sight of his 

students deeply understanding the material in a way that allowed them to problem solve 

and think critically.  Watching his former students successfully navigate the workforce is, 

for him, proof that he is providing the students that enter his career area with the essential 

skills and knowledge that will allow them to become successful and productive 

employees.  

Teachersô Concerns with Instructional Coaching 

Despite the many benefits that come from working with an instructional coach, 

there are still several main reasons that cause teachers to hesitate or refrain entirely from 

reaching out and collaborating with instructional coaches. The main criticisms emerging 
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in this study include  suspicion of the process, hesitancy to be vulnerable, and time 

dedication. 

 

Suspicion of the Process 

 Instructional coaches walk a fine line. They are responsible for supporting the 

teachers in their classroom practices and must remain removed from administration to 

defy the misconception that instructional coaches are an arm of administration, designed 

to spy on teachers and report their findings back to those with formal evaluative 

power.  With that said, it is completely feasible for instructional coaches to partner with 

administrators on school-based initiatives like designing professional development 

days.  This blurs the line in the minds of some teachers who believe that instructional 

coaches are not as removed from administrators as they say they are.  This suspicion 

causes some teachers to keep instructional coaches at arm's length, believing that they are 

information gatherers constantly reporting back to administrators. 

 There are also situational issues that also may deter teachers from reaching 

out.  One survey respondent mentioned that in the case of an instructional coach, a 

teacher with a specific content area issue may not reach out for help because they do not 

believe the coach has the content knowledge to work through a particular issue with 

them.   

Hesitancy to be Vulnerable 

Teachers in the survey stated that even though coaches do not have evaluative 

powers, the need for perfection in front of others still persists. Many felt that regardless 
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of any person's position, having another adult in the classroom could still be an 

intimidating and uncomfortable situation. Pressure, nerves, and difficulty with being 

vulnerable could all impact various stages of the coaching process. There is also the 

reality that for many teachers, pride stands in the way of admitting there is an issue and 

seeking help. While formal observations are a mandated and necessary part of the 

evaluation, since coaching support is optional; for many teachers, welcoming another 

person into the classroom is something to be avoided entirely.   

Time Dedication 

 As with any initiative in education, the most commonly cited concern was 

time.  Coaching supports do often require an investment in time as teachers may have to 

give up planning or lunch time to meet with the coach, and additional time to make 

changes to their lesson plans and classroom procedures.  One survey respondent stated 

that they fear a poor investment of time.  They may have an excellent discussion and goal 

setting meeting with the coach, but due to scheduling restraints on both parties, little 

immediate support may be possible.  

Another respondent mentioned that classroom management challenges may be 

hard to work through unless both the teacher and the coach are able to invest significant 

time into solving the issue as many students will not behave ñnormallyò until an outside 

adult has spent significant time in the classroom, thus preventing the coach from getting a 

true understanding of what behavioral issues exist when they are not in the classroom.  

Coaches Benefit from Instructional Coaching 
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 St. Georges Technical High School employs three instructional coaches.  Those 

who oversee literacy (Jennifer Windsor) and math instruction (Paula Fields) were 

interviewed for this study and asked questions dealing specifically with their role in the 

professional learning of teachers in the school as well as their own personal efficacy 

beliefs.  The following positive findings were shared. 

 

 

Impacts on Teacher Professional Learning 

 Both coaches shared that shaping teacher perspectives is something that comes to 

mind when they think about the impacts they have had on professional learning.  As a 

district of solely high schools, there is understandably a heavy focus on college and 

career readiness.  With that said, both coaches shared that sometimes it seems that as a 

staff, we forget that we are preparing students for day one of their next step.  They will 

not graduate from high school and be ready for a 400-level college course.  They will not 

graduate high school and be ready to take on a foreman position at a job site.  As a 

school, staff should focus on providing students with the skills and knowledge necessary 

to navigate their next stepð whether that be college, apprenticeship, or directly into the 

workforce.  Additionally, as many secondary schools, sometimes content is prioritized 

over skills.  The literacy coach shared that to date her favorite professional development 

day at the school involved bringing in partners from higher education, business 

employers that hire our graduates, as well as former students (Jennifer Windsor).  These 

individuals formed panels and the staff had the opportunity to ask questions concerning 
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areas where our students are prepared for life beyond high school and areas where they 

felt they could use additional support.  Exit surveys from this particular professional 

development day overwhelmingly highlighted that the staff positively responded to the 

structure of the day and said it was an important reminder of what our students need 

beyond graduation.   

In addition to shaping perspectives through larger initiatives like professional 

development days and Professional Learning Communities supports, the coaches also 

shared that perspectives are shaped in true coaching situations, where they are 

collaborating with one or two teachers around lesson planning, implementation, 

assessment and reflection.  They believe that by consistently pointing teachers back to the 

big picture of student mastery, they are able to affect change in powerful ways.   

Supports from Administration 

 Overwhelmingly, both coaches expressed sincere appreciation and gratitude for 

the support they have received over the last five years from the administration 

team.  Specifically, the math coach shared that in her time as a coach she has made 

several requests for professional leave to attend workshops that directly aligned with her 

area of responsibility (Paula Fields).  Not only has she never been turned down for her 

requests for professional learning, books, memberships to educational magazines and 

resources; she also has had her supervisor come to her when opportunities arise that he 

believes would be valuable to her professional practice.  Additionally, she feels as if she 

has autonomy in making many professional decisions.  Throughout her time in the 

position, she has been able to express her desires for her own professional development 
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as well as shared instructional initiatives she would like to spearhead and has always been 

given full support in all areas.  

Likewise, the literacy coach echoed many of these same sentiments. Interestingly, 

she does not report to the same administrator as the literacy coach, but her experiences 

have been much of the same (Jennifer Fields).  She stated that she ñhas never wanted for 

resourcesò and even though her supervisors have their flaws, as all people do, she feels 

that they are incredibly invested in the staff around them and are constantly looking for 

ways to build capacity in their building.  One of the other strengths she shared about the 

administrative team is their ability to sit at a table and work collaboratively with their 

teachers and coaches. When she is working on a professional development plan or other 

initiative with any of the administrators, she is able to ask questions honestly, and get to 

the heart of the work.  The administration team is not afraid to get their hands dirty and 

are more than willing to work alongside their staff, making for a highly collaborative and 

productive professional development.   

Personal Efficacy Beliefs 

 Concerning the personal efficacy beliefs of both coaches, one of the 

commonalities that arose was that although they both expressed their belief that they are 

continuously learning and growing work in progress, they also were confident in their 

ability to produce change.  One of the coaches shared that she feels most effective when 

she appropriately sets up a situation that unfolds organically with her having to say very 

little (Paula Fields).  After working with one teacher, she decided her best approach was 

to actually reach out to another teacher who taught the same course and see if she could 
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get them both implementing the same lesson and provide them a time and space where 

they are collaborating with one another, using her less and each other more.  After several 

cycles of the lesson planning meeting, observations of the lessons during enactment, and 

post conferences where the teachers debriefed about how the lesson went and began 

planning for future instruction, she realized they gradually had come to rely on her in an 

advisory role and were more and more excited about their collaboration as they began to 

see changes in their studentsô performance. For her, she believes that that is the essence 

of what it means to be an effective instructional coach; to walk beside teachers as needed, 

but ultimately empower them to continue the work on their own or with their peers.  

The other coach shared that one of the benefits of having a dedicated instructional 

coach in any building is the flexibility in their schedule to be able to stay fully immersed 

in the research and abreast of the most up to date best practices (Jennifer Windsor). She 

believes her effectiveness is largely due to her ability to be able to share those research-

based strategies with the teachers she is supporting. Because of the schedule afforded her, 

she is able to balance research time with support time and believes that the relationship 

between the two is a vital part of her success. Without being able to invest the time into 

her own knowledge, the recommendations she provides to staff may not be grounded in 

research, and she ultimately believes that is an integral part of her successfully leading 

and supporting teachers.   

 

Coachesô Issues with their Practice 

Numbers 
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 One of the issues both coaches discussed is having to temper their expectations 

around how many teachers they are actively working with at a time. Many coaches 

express frustration around the number of teachers they are supporting, wishing that 

number was higher.  Both coaches shared their beliefs surrounding what prevents people 

from reaching out, and those beliefs largely mimic the thoughts shared by the teachers in 

the staff survey that was administered.  With that said, one of the coaches did remark that 

she has had to remind herself that it is not feasible for a coach to deeply and authentically 

support every teacher in the building in a 1:1 setting simultaneously (Jennifer 

Windsor).  While both coaches have seen their numbers increase over the years, they both 

shared that a part of them still wishes that number was higher. 

Reasons for Resistance 

 The responsibilities placed on teachers seems to continually grow.  Many teachers 

struggle with feeling constantly overwhelmed by designing lessons to appropriately meet 

all the individual needs of their students, grading, parent communication, staff meetings, 

extra-curricular activities they support, etc. The coaches shared that for many teachers, 

they resist any form of coaching support because it feels like one more thing on their 

plates.  

 Besides fears around time investment, coaches shared many of the same reasons 

teachers did for why collaborating with an instructional coach would be an unwelcome 

thing.  For many professionals, accepting they have weaknesses in their practices is an 

uncomfortable admission and may deter them from accepting support.  This stigma 

persists - with many teachers fearing that they will be looked at as ñweakò or a struggling 
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teacher for bringing outside help in. Likewise, for many instructional coaches, there 

continues to be a fear from their staff that they are simply an arm of the administration, 

looking to spy on teachers performance and report back to those with evaluative 

powers.ôô 

 

Situational Ineffectiveness  

 Some of the reasons for instructional coaches to be ineffective rest on situational 

factors.  One of the coaches specifically shared that she feels like there are teachers who 

are looking for a quick fix, rather than meaningful and long-lasting change (Jennifer 

Windsor). She shared her experiences with a small handful of teachers who will run into 

her office, hand her a test they are giving to their students in ten minutes and ask her to 

look over it while they run to the bathroom. In those situations, there is nothing an 

instructional coach can do besides try to catch typos or major glaring errors. Coaches are 

frustrated by these scenarios because they are limited in what support they can provide 

and often when they try to follow up with the teachers to see how the assessment/activity 

went, they are dismissed quickly by the teachers.  This is disheartening for instructional 

coaches.  They wish they were provided the opportunities to work with more teachers and 

they believe they could affect change in those classrooms, but if they are not invited in by 

the teacher or if the teacher is resistant to their requests to collaborate, there is nothing 

they can do.  

 Another issue specifically brought up in the coachesô interviews was coaching 

relationships that fizzle out.  Both coaches expressed their frustrations when a coaching 
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partnership is going well, and then gradually fizzles out.  While there are any number of 

factors that could contribute to this (change in schedule, teacher feeling they have grown 

and successfully met the goal the coach and teacher set at the beginning of the coaching 

process, more responsibilities on the part of the teacher that demand their time, etc.), 

many coaches cannot help but wonder if there is something else unspoken that 

contributes to this separation.  

 Other things simply cannot be avoided.  Both coaches mentioned that the shutting 

down of schools during the Covid-19 pandemic led to substantially less collaboration 

between them and teachers.  Even teachers who they had long lasting relationships with, 

the amount of contact they had with their teachers dropped as those individuals were 

simply trying to survive the new routines as best as possible.  While living through a 

pandemic is obviously something out of the ordinary, other factors that change a 

teacherôs routine can impact their willingness or ability to dedicate the time to working 

with an instructional coach.  

Limitations 

 Limitations of this study include small sample size and the fact that it is a 

descriptive study.  As this study focuses on a single high schoolôs journey to implement 

an instructional coaching program, the number of both teachers and coaches involved is 

small.  These findings may not transfer to other schools since each school has their own 

unique culture, needs, and makeup.  With 58% of the staff at St. Georges having more 

than ten years of teaching experience, there are most likely teachers who feel that 

coaching is for new teachers who are just figuring out their craft and thereby is not 
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applicable to them.  Additionally, the staff wide survey had less than 60% of people 

respond, meaning over 40% of the staff is not represented in the data from the staff 

survey.  Lastly, the researcher serves as the instructional coach at the school and works 

closely with both the literacy coach and the math coach, all of which could impact the 

how participants responded in the interviews.   

 

 

Implications 

 The information shared in this study serves as an example for high schools who 

are looking to implement an instructional coaching program in their own buildings.  More 

so, schools that are vocational in nature have the added layer of ensuring they are 

providing career area teachers direct access to instructional coaches who can provide 

them valuable resources regarding pedagogical practices. This study can serve to inform 

schools and districts about the role instructional coaches can play in the school 

community as well as help with planning ways to address the staff hesitations that will 

exist when these roles are rolled out.  Regarding the use of data for goal setting, 

instructional coaches can serve as a way to provide support to a staff as they use data to 

drive education decisions as well as assist teachers in the planning and implementation of 

researched based instructional strategies.  Lastly, as instructional coaches can serve to 

provide personalized supports to not only the individual teachers, but to the school at 

large when dealing with instructional decisions around the professional development of 

their staff and the professional learning opportunities afforded them.  
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Appendix G  

STAKEHOLDERS PRESENTATION*  

                         *audio recording available upon request 
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