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ABSTRACT

KARA ANN LEFEVRE GUY
TRANSFORMATIONAL LEARNING EXPERIENCES OF NOVICE TEACHERS
AND THEIR COACHES
Under the direction o f JACQUELYN CULPEPPER, Ph.D.

The purpose o f this research was to gain insight into transformational learning
experiences o f novice teachers and their coaches. Novice teachers are held to the same
standards as their more experienced peers, but they lack experience to help them
overcome challenges. Coaches are becoming more common in schools today. Their
purpose is to support teachers in improving instruction and increasing student
achievement.
I sought to understand the relationship between novice teachers and their coaches.
I set out to understand the nature of their transformational learning experiences including
the disorienting dilemmas each faced, the nature o f their critical reflection and reflective
discourse, and the actions taken upon this reflection. I also sought to understand possible
relationships between transformational learning experiences and self-efficacy.
Case study design was used to address the research questions. Four novice
teacher/coach pairs from an urban school district in the southeastern United States

participated in the study. Questionnaires, critical incidents questionnaires, focused
interviews, and sense o f efficacy scales were used for data collection.
Data analysis indicated five transformational learning themes for coaches.
Themes included challenges with teachers, support from administrators and fellow
coaches, a change in vantage point, an understanding that teachers are unique individuals,
and a new understanding behind the meaning of coaching. Four transformational
learning themes for novice teachers were identified. Themes included uncertainty,
support from coaches and grade level colleagues, the notion that parents are educational
partners, and a newfound focus on students and students’ needs.
Findings suggested that coaches’ transformational learning centered on a change
in beliefs about coaching and teaching. Coaches turned to administrators and fellow
coaches for support. Novice teachers’ transformational learning was focused on a change
in their beliefs about teaching and about parents. It seems that coaches support teachers in
more than instruction and increasing student achievement; they played a pivotal role in
supporting the transformational learning of the novice teachers.
Future research investigating transformational learning experiences o f novice
teachers and coaches is warranted. Studies should focus on the transformational learning
o f new coaches and individuals at the middle and high school. Longitudinal studies are
recommended.

xix

CHAPTER 1
INTRODUCTION TO THE STUDY
America will not succeed in the 21st century unless we do a far better job of educating our
sons and daughters.. .And the race starts today. I am issuing a challenge to our nation’s
governors and school boards, principals and teachers, businesses and non-profits, parents
and students: if you set and enforce rigorous and challenging standards and assessments;
if you put outstanding teachers at the front o f the classroom; if you turn around failing
schools- your state can win a Race to the Top grant that will not only help students
outcompete workers around the world, but let them fulfill their God-given potential.
-Barack Obama, July 24, 2009 (U.S. Department o f Education, 2009)
American students underperform when compared to students from other
developed nations. According to the most current (2009) Program for International
Student Assessment (PISA) results, U.S. students are at or below average in all three
assessed areas. In reading literacy, U.S. 15-year olds ranked 14th among Organization for
Economic Cooperation and Development (OECD) nations. In science, U.S. students
earned 17th place. The most disheartening results, however, lie in the area of
mathematics. U.S. students ranked 25th out o f the 34 other OECD nations in mathematics
(Fleischman, Hopstock, Pelczar, & Shelley, 2010). President Obama has warned, “The
nation that out-educates us today will out-compete us tomorrow” (U.S. Department of
Education, 2010).
In 2009, in the midst of economic crisis, the U.S. Congress passed the American
Recovery and Reinvestment Act (ARRA). This legislation provided billions o f dollars to
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states. Nearly $100 billion was earmarked for education. Around $4.35 billion was used
to create the nation’s latest educational reform effort—Race to the Top (Manna, 2010).
Race to the Top is a contest designed to create innovative approaches to teaching and
learning and provide a high-quality education to all American children. It seeks to ensure
that all students graduate from high school ready for college and career and ready to
compete in a global economy. Race to the Top is the largest competitive grant program
the Department o f Education has ever provided. It requires that states address a number
o f issues all at the same time (Manna, 2010).
Education reform acts such as Race to the Top and The No Child Left Behind Act
o f 2001 (NCLB) have placed schools and teachers under pressure to perform at the
highest level. A high-quality education is seen as the key to revitalizing our economy and
strengthening our democracy (U.S. Department o f Education, 2009), and teachers and
schools are largely responsible for ensuring that this comes to fruition. While Race to the
Top is in its beginning stages within schools, many studies have examined No Child Left
Behind and its impact on teachers and schools. Abrams, Pedulla, and Madaus (2003)
found that teachers feel pressured to teach in a way that is inconsistent with what they
know about quality instruction, and they report engaging in practices they feel do not
equate to good instruction. Teachers feel forced to focus on test prep rather than higher
level thinking skills. Their relationships with students have also suffered. Rather than
building on strengths, teachers report the need to focus efforts with students on their areas
of weakness (Valli & Buese, 2007).

As education has become increasingly high stakes, the number of tasks teachers
are asked to perform have risen in number and in scope (Spillane, Reiser, & Reimer,
2002). Excessive amounts o f time are now spent on curriculum planning, pacing, and
alignment (Valli & Buese, 2007). The nature o f collaboration and professional learning
has also changed (Valli & Buese, 2007). Teachers collaborate more, but not necessarily
on topics relating to improved instructional practice or on developing in-depth
understandings o f curriculum. More directives are made from administrators, districts,
and states than ever before, and teachers feel pressure to accommodate these directives
(Spillane et al., 2002). This has led many educators to feel conflicted and overwhelmed
and has led some to question whether or not they are good teachers. Ultimately
questioning one’s own abilities raises doubts in teachers’ self-confidence and likely
hinders their desire to stay in the profession (Valli & Buese, 2007).
The issue o f teacher turnover and novice teacher attrition complicates matters in
this era o f reform. Patterns exist in who leaves the profession (Ingersoll, 2003). Attrition
rates are highest early and late in teachers’ careers (Ingersoll, 2003). Almost 50% of
beginning teachers leave the profession after the first five years (Ingersoll, 2003). It is
essential to recruit, train, and support novice teachers. These teachers need mentoring
opportunities, support networks, and resources to decrease the likelihood o f exiting the
field (Borman & Dowling, 2008).
Teachers leave for a variety of reasons including low pay, lack of support, student
discipline concerns, NCLB mandates, and feelings of lack of influence or respect
(Kopkowski, 2008). Borman and Dowling (2008) completed a meta-analysis

investigating the nature o f teacher attrition and retention. They found that the school
environment predicts attrition. Characteristics include organizational features of schools,
salaries, instructional resources provided to teachers, and make-up of the student body.
High-poverty and high-minority schools are less likely to have highly qualified teachers
and have the greatest teacher attrition rates (Borman & Dowling, 2008).
Instructional coaching has been implemented in many schools as one way to
support teachers and help them improve instruction, meet increasing demands, and raise
student achievement (Killion & Harrison, 2006; Knight, 2007). Coaches support teachers
in a number of ways. They develop a partnership approach by building trust and
establishing relationships with teachers (Knight, 2007). They work with teachers in their
classrooms alongside their students to implement research-based instructional strategies
and serve as support networks for teachers as they implement new initiatives. Coaches
model lessons and instructional strategies, observe and provide feedback, co-teach, and
co-plan (Knight, 2007).
Research has shown that teachers who work with coaches are likely to implement
practices modeled and learned, and overall they have positive attitudes towards the
experience (Knight, 2007; Vanderburg & Stephens, 2010). Student achievement is higher
in schools where coaches focus their work in directly engaging with teachers rather than
where coaches are focused on more administrative tasks (Bean, Draper, Hall,
Vandermolen, & Zigmond, 2010), and teachers who interact more with literacy coaches
have higher student achievement gains in reading (Elish-Piper & L’Allier, 2010).
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Instructional coaches may support more than teachers’ instructional practices and
student achievement. They may play a role in teachers’ personal transformational
learning. This learning occurs when previous ways of thinking no longer hold true. One
experiences transformation when problematic frames of reference are called into
question. One reflects on the assumptions that are grounded in the frame of reference and
makes efforts to revise them. The transformation is expressed in acting and thinking that
is more justified and reflective (Mezirow, 2009). As one works alongside teachers and
students, it is possible that previous points of view are called into question. It is important
to gain a better understanding of this experience and possible transformational learning
involved. Self-efficacy, one’s beliefs about one’s own ability and influence, may be
closely related to the transformational learning one experiences. Self-efficacy is due, in
large part, from one’s past experiences. These past experiences serve as a frame of
reference. They help form one’s mindset, one’s beliefs, and one’s expectations. They play
a role in determining how one acts and approaches situations (Bandura, 1977). When one
experiences transformational learning, it is possible that the individual’s self-efficacy is
impacted in the area in which the transformation occurred. Research is needed to better
understand the experiences of novice teachers and instructional coaches regarding their
sense o f self and their transformational learning.
Theoretical Framework
This study is framed by two theories. The major theory underlying this research is
Mezirow’s (1997,2000, 2009) transformational learning theory. Transformational
learning may influence one’s sense o f efficacy. Self-efficacy is central in Bandura’s

(1977,1997) social cognitive theory o f motivation. Social cognitive theory of motivation
is the secondary theory underlying this study.
Transformational Learning Theory
The primary theoretical framework for this study is based upon Mezirow’s (1997,
2000,2009) transformational learning theory. Transformational learning is an adult
learning theory and is different than informational learning. Informational learning
focuses on “the acquisition o f more skills and an increased fund of knowledge” (Portnow,
Popp, Broderick, Drago-Severson, & Kegan, 1998, p. 22). Transformational learning,
instead o f being focused on changes in what one knows, involves changes in how one
knows (Kegan, 2000). It is constructivist in nature and focused on both the individual and
social construction o f meaning (Merriam, Caffarella, & Baumgartner, 2007).
Transformational learning is defined as the process by which individuals
“transform problematic frames of reference (mindsets, perspectives, habits o f mind,
meaning perspectives)— sets o f assumption and expectation-to make them more
inclusive, discriminating, open, reflective, and emotionally able to change” (Mezirow,
2009, p. 92). They try to make sense of experiences and integrate them with what they
already know. In times when individuals cannot make sense o f an experience, they often
turn to tradition, or accept explanations by authority figures, rejecting ideas that do not fit
into our preconceived way o f thinking (Mezirow, 1997). Through transformational
learning, however, individuals become more reflective, recognizing and reassessing the
structure o f assumptions and expectations which frame our thinking. When frames of
references are critically reflected upon, our actions are more justified (Mezirow, 2009).

Transformational learning involves deep thinking and reflection. It takes place at
the highest level o f cognitive processing. According to Kitchener (1983), three levels of
cognitive processing can occur. The first level consists of memorization and
comprehension. The second level, metacognition, involves the monitoring of progress in
the first level tasks. The third level, epistemic cognition, explains how individuals
monitor their problem solving for problems which do not have an absolute solution,
requiring reflection on the certainty of one’s knowledge. Transformational learning
entails this epistemic cognition (Mezirow, 2000).
Mezirow (1997) defines frame of reference as “the structures of assumptions
through which we understand our experiences” (p. 5). These assumptions shape
perceptions, thoughts, and feelings, setting our line of action (Mezirow, 1997). A frame
of reference is composed o f two dimensions: habits of mind and points of view. Habits of
mind are broad, orienting ways of feeling, thinking, and acting. Habits of mind are
articulated in points o f view: feelings, beliefs, and values that shape interpretation. Points
o f view are more accessible and pliable than habits of mind (Mezirow, 2009). Points of
view suggest a line o f action that one tends to follow unless critical reflection takes place
(Mezirow, 2000). One’s values and sense of self are anchored in frames o f reference, thus
when frames o f reference are questioned, one may be dismissive. Transformational
learning may change this disposition (Mezirow, 2000).
Transformation occurs when there is a change in our beliefs or attitudes (meaning
schemes) or a transformation of our entire perspective (Mezirow, 2000). Frames of
reference are transformed through critical reflection on assumptions and awareness of
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context, the source of taken-for-granted beliefs (Mezirow, 2000). These transformations
may be epochal (sudden) or incremental (gradual), involving a series of transformations
in related points o f view that result in a change in habit of mind (Mezirow, 2000).
Mezirow’s transformational learning theory is made up of three main phases
(Merriam, Caffarella, & Baumgartner, 2007). Transformation begins with a disorienting
experience which one cannot make sense o f using preconceived assumptions. Critical
reflection occurs, and the individual critically self-examines the assumptions that have
structured the way in which the experience is interpreted; the individual moves to revise
those assumptions (Merriam, Caffarella, & Baumgartner, 2007). A second phase is
reflective discourse. This takes place with others with the purpose of seeking a common
understanding and justification of an interpretation. Individuals weigh supporting
evidence and examine alternative perspectives, critically assessing assumptions. Trust,
security, empathy, and free participation without power or influence are essential in order
for effective discourse to take place (Mezirow, 2000). Action is the last component of
transformational learning; the individual makes an informed and reflective decision to act
on new insights that have resulted from critical reflection and discourse. The decision to
act may be immediate, delayed, or reasoned affirmation of an existing pattern of behavior
(Mezirow, 2000). Paprock (1992) stated, “Perspective transformation represents not only
a total change in life perspective, but an actualization o f that perspective. In other words
life is not seen from a new perspective, it is lived from that perspective” (p. 197).
Transformational learning is grounded in individuals’ experiences and the
interpretation or meaning that is understood from them (Merriam, Caffarella, &
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Baumgartner, 2007). Transformational learning shapes people; they are different in ways
both they and others can see (Clark, 1993). Mezirow (1985) emphasizes the need for
adult educators to foster the learners’ critical reflection. They are responsible for more
than helping learners perform. They must help the learners make explicit, elaborate, and
act upon assumptions and premises upon which performance, achievement, and
productivity are based (Mezirow, 1997).
Transformational learning may have an influence on individuals’ sense of
efficacy. When individuals experience transformational learning, it is possible that their
sense o f self may be revised. Self-efficacy is at the center of Bandura’s social cognitive
theory o f motivation. Social cognitive theory of motivation serves as a secondary
theoretical basis for this study.
Social Cognitive Theory o f Motivation
Social cognitive theory of learning highlights the idea that people learn from their
surroundings. Learning takes place through action and by watching others. Models
provide information and can serve as motivators. Humans motivate themselves and guide
their behaviors, form beliefs about what they can do, anticipate likely outcomes, set goals
for themselves and decide upon courses of action necessary to achieve the goals
(Bandura, 1997).
Self-efficacy is an important influence on motivation. Self-efficacy refers to the
“perceived capabilities o f learning or performing behaviors at designated levels”
(Schunk, p. 2012, p. 160). These beliefs determine one’s actions, the amount o f energy
and time one expends, how much one perseveres, whether thoughts are helpful or
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hindering, the amount o f stress one experiences, and ultimately the level of
accomplishment one reaches (Bandura, 1977). Efficacy beliefs are cultivated through
previous performance, watching and talking with others, and physiological indicators.
Individuals with a strong sense o f self-efficacy approach difficult tasks as challenges that
are capable o f being mastered. They exhibit a sense o f commitment to accomplishing
difficult goals. In the face o f failure, these individuals sustain their efforts and rebound
from setbacks. Individuals with a lower sense o f self-efficacy, however, feel threatened
by challenging tasks. When they are faced with difficulty, they experience stress and
retreat at a faster rate (Bandura, 1994).
Bandura’s social cognitive theory o f motivation has implications for teachers and
coaches working together. Teachers need to enter the coaching experience with goals for
improvement (Yopp et al., 2011), and coaches must provide teachers with the assistance,
or courses o f action, needed to accomplish those goals (Knight, 2007). Coaches help
teachers to sustain their efforts even in the face o f challenges and assist them with
adjusting their teaching when necessary. They help teachers formulate their beliefs about
what they can do and what they are capable o f doing (Knight, 2007).
Through the lens o f transformational learning theory and self-efficacy, I sought to
explore the experiences o f novice teachers and their instructional coaches. These theories
were appropriate for my study for several reasons. As individuals enter into new
experiences, they come with preconceived notions of what it will be like. They bring
assumptions and beliefs that may be called into question. Novice teachers and coaches
face a number o f challenges and often turn to others for support. Coaches work with

teachers through a partnership approach (Knight, 2007). Teachers’ and coaches’ sense of
efficacy is an important aspect in their identity as teacher or coach. Their self-efficacy
provided additional insight into their experiences.
Conceptual Underpinnings
Coaching
Instructional coaches provide opportunities for job-embedded professional
development (Killion & Harrison, 2006). Coaching has been supported by a number of
professional organizations, and the practice is widely used across the country today
(Sailors & Price, 2010). Coaches work with teachers in a variety of ways, and research
has begun to show that this work may have a positive influence on both teachers and
students alike (Cantrell & Hughes, 2008; Elish-Piper & L’Allier, 2010; Vanderburg
&Stephens, 2010). Teachers state that their teaching has changed after working with a
coach, that coaches open up opportunities for collaboration (Vanderburg & Stephens,
2010) and help middle and high school teachers find strategies for integrating literacy
across the curriculum (Cantrell & Hughes, 2008). Coaching also seems to have a positive
influence on student achievement (Elish-Piper & L’Allier, 2010). While coaching is
becoming more and more popular as a component of professional development in schools
today, relatively little research on the topic is available. More research is needed in this
area.
Novice Teachers
Novice teachers face a number of challenges (Stansbury & Zimmerman, 2002).
They are more likely to be assigned to low-performing students and experience stress and
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bumout (New Teacher Center, 2006). Although they are new to the profession, they are
held to the same standards and expectations as their veteran colleagues (Feiman-Nemser,
2003). Attrition rates among novice teachers are high. In 2008,10% of new teachers left
teaching after their first year (United States Department of Education, 2011), and 12% of
all teachers with three or fewer years of teaching experience left the profession in 2009
(Aud et al., 2011). In New York City, approximately 28% of teachers hired between 2007
and 2009 quit the profession after three years (McAdoo, 2013). According to Ingersoll
(2003), almost 50% o f new teachers leave after five years. Teachers who leave either
want to pursue another career, or they are unhappy with the teaching profession. They
report a lack of support, lack of student motivation, lack o f a voice in decision-making,
and student discipline concerns as reasons for leaving the field (Ingersoll & Smith, 2003).
Several support structures have been found to help new teachers (Alliance for
Excellent Education, 2004). Opportunities for professional collaboration, mentoring,
intensive professional development, and self-reflection are needed. Measures need to be
taken to support these new teachers in order to not only ensure they remain in the
profession, but also to help them develop into high-quality professionals.
Self-Efficacy
Self-efficacy refers to a belief in one’s capabilities to organize and carry out
courses o f action required in producing a desired outcome (Bandura, 1997). Efficacy
beliefs play a role in determining how one handles difficult tasks. More specifically, they
determine one’s actions, the amount of energy and time one expends, how much one
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perseveres, whether thoughts are helpful or hindering, the amount of stress one
experiences, and ultimately the level of accomplishment one reaches (Bandura, 1977).
Bandura (1977) cites four sources of efficacy expectations. These serve as sources
o f information people use to judge their capabilities in accomplishing tasks: mastery
experiences, vicarious experiences, verbal persuasion, and emotional arousal. Bandura
(1997) suggests that mastery experiences are the most powerful source o f self-efficacy.
Teacher Self-Efficacy
The task of creating learning environments which stimulate growth and
development in children’s cognition rests heavily on the teacher of that environment.
Teachers’ self-efficacy and ability are integral to this success (Bandura, 1997). Teacher
self-efficacy refers to the confidence teachers hold about their individual and collective
capability to impact student learning. Teachers with a high sense of efficacy work with
the belief that even the most difficult students can be taught when teachers give extra
effort and use appropriate instructional strategies (Tschannen-Moran, Woolfolk Hoy, &
Hoy, 1998). Teachers with a low sense of efficacy, however, believe there is little they
can do if students are unmotivated. They feel their impact on student learning is limited
due to outside factors such as the students’ home environment (Bandura, 1997).
Teacher efficacy is considered one of the most influential beliefs in determining
teachers’ actions and student learning (Klassen, Tze, Betts, & Gordon, 2011). Teacher
efficacy has been correlated with a variety o f teacher and student factors (Anderson,
Greene, & Loewen, 1988; Ashton & Webb, 1986; Guskey, 1984; Midgley, Feldlaufer, &
Eccles, 1989; Ross, 1992; Webb & Ashton, 1987). Guskey (1984) found that higher
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levels of teacher efficacy were positively correlated with positive attitudes, motivation,
and confidence in one’s teaching ability. Webb and Ashton (1987) found that teachers
who exhibited a lower sense of teaching efficacy felt isolated, exhibited poor morale, felt
that they lacked recognition and were held to excessive role demands. Teacher efficacy is
also related to higher student achievement (Anderson et al., 1988; Ashton & Webb, 1986;
Ross, 1992), student self-efficacy, and student motivation (Anderson et al., 1988;
Midgley et al., 1989; Ross, 1992).
High teacher efficacy has been linked to positive teacher practices (Gibson &
Dembo, 1984). Teachers with higher self-efficacy have been found to persist more in
their efforts with struggling students and utilize effective classroom practices such as
dividing the class into small groups rather than teaching the class as a whole (Gibson &
Dembo, 1984). Teachers with higher self-efficacy beliefs are more likely and more
willing to implement new practices learned through professional development sessions
(Cantrell & Hughes, 2008; Smylie, 1988; Tschannen-Moran & McMaster, 2009).
Teacher-efficacy and novice teachers. Novice teachers’ self-efficacy has been
found to be related to a number of factors including stress, satisfaction with support and
training, and commitment to the teaching profession (Tschannen-Moran & Woolfolk
Hoy, 2007). Hall, Burley, Villeme, and Brockmeier (1992) found those with a higher
sense o f self-efficacy after the first year of teaching were more satisfied with teaching
and experienced less stress than those with lower senses of self-efficacy. These teachers
also indicated feeling more optimistic at the prospect o f remaining in the teaching field.

According to Bandura (1997), self-efficacy beliefs are most pliable early in
learning and become resistant to change once they are established. He also contends that
mastery experiences, experiences that come from actual practice, contribute the most to
one’s perceived capabilities. Novice teachers, however, have few mastery experiences.
Thus other sources o f self-efficacy may serve as important contributors to this self
assessment (Tschannen-Moran & Woolfolk Hoy, 2007).
Tschannen-Moran and Woolfolk Hoy (2007) investigated the differences in
teacher self- efficacy between novice and experienced teachers. They found that
experienced teachers rated themselves higher on overall efficacy as well as two of three
subscales: instructional strategies and classroom management. Novice teachers’ selfefficacy is more influenced by contextual factors such as the availability of resources and
verbal persuasion such as colleague and community support (Tschannen-Moran &
Woolfolk Hoy, 2007). More research is needed to understand how self-efficacy beliefs
develop throughout the teaching career and the kind of supports that can help novice
teachers develop strong self-efficacy beliefs.
Cultivating teacher-efficacy beliefs. Teachers’ willingness to implement
instructional strategies, especially those that are new or difficult, depends on teachers’
expectations about their own abilities to impact student learning. Teachers who believe
they can positively affect students are more willing to implement new techniques even if
they are perceived as challenging (Tschannen-Moran et al., 1998). It is important to find
ways to cultivate higher perceptions of teacher-efficacy in order to improve teacher
practice and positively impact student achievement. Producing and sustaining change in
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efficacy beliefs is a challenge for leaders of professional development initiatives
(Tschannen-Moran & McMaster, 2009). Bandura’s (1977) four sources of self-efficacy
(mastery experiences, vicarious experiences, verbal persuasion, and emotional arousal)
need to be accounted for in order to impact teachers’ self-efficacy.
Tschannen-Moran and McMaster (2009) investigated the impact of different
professional development formats on teacher efficacy. Teachers received one o f four
professional development formats: information; information and modeling; information,
modeling, and practice; or information, modeling, practice, and coaching. Teacher
efficacy significantly declined for teachers in two of the groups after the professional
development session. The group that received follow-up coaching was the only group to
have significant increases in self-efficacy and implementation. Cantrell and Hughes
(2008) provide added support to the impact that coaching may have on cultivating selfefficacy. Teachers engaged in a year-long professional development study on content
literacy, and they participated in monthly coaching sessions with external coaches.
During these visits coaches met with the teachers to discuss the professional development
sessions, co-plan, or model lessons. Teacher self-efficacy was significantly higher at the
end o f the professional development than it was at the beginning.
Statement o f the Problem
In order to meet increased educational demands and increase teacher
effectiveness, many schools across the country have decided to invest time, money, and
other valuable resources in instructional coaching programs at their schools with the goal
o f strengthening teacher practice and improving student achievement (Knight, 2007). The

state of Georgia recently approved a coaching endorsement program that prepares
individuals to become instructional coaches. There are surprisingly few studies to support
such efforts. Most studies are preliminary and do not meet the standards of rigorous
research (Cornett & Knight, 2008). More research is warranted investigating the
experiences o f instructional coaches, the challenges they face, and the ways in which they
support schools, teachers, and students.
Reform movements such as No Child Left Behind and Race to the Top have
placed increasing pressure on students, teachers, and schools to perform at the highest
level possible. Novice teachers are held to the same standards as their more experienced
peers while just entering the profession. These teachers are leaving the profession at
alarmingly high rates (Carroll & Foster, 2010). Instructional coaches work closely with
new teachers; however research investigating this work is sparse.
It is important to understand the challenges new teachers face and the role
coaches play in helping these teachers critically reflect upon these challenges and in
changing their thinking, beliefs or actions. Coaches also face challenges. It is important to
understand the challenges they face including when coaching new teachers and how they
navigate their way through and are changed by their experiences. This knowledge may be
helpful in supporting novice teachers and coaches as well as strengthen coaching
programs in the future.
Research Questions
1. What is the nature o f the transformational learning experiences for novice teachers and
their instructional coaches?
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a. What disorienting dilemmas are experienced by the novice teacher and
instructional coach?
b.

What is the nature o f critical reflection by the novice teacher and instructional
coach?

c. What is the nature of reflective discourse by the novice teacher and instructional
coach?
d. What actions do the novice teacher and instructional coach take upon critical
reflection and reflective discourse?
2. Is there a relationship between the transformational learning experiences of the
novice teachers and instructional coaches and their sense o f efficacy?
Purpose of the Study
This study was driven by my desire to understand the transformational learning
experiences of novice teachers and their coaches. The study presented opportunities to
discover potentially insightful information regarding the disorienting experiences that
novice teachers and coaches face, how these individuals critically reflected upon their
perspectives and experienced perspective transformation. I set out to provide information
regarding ways in which coaches supported novice teachers as well as how the
experience o f coaching impacted coaches. I sought to understand ways in which both
parties negotiated their way through and were supported and changed by the coaching
experience.
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Limitations
My research has some limitations. I examined the experiences of novice teachers
and their coaches in a single school district. The process of transformation was similar for
participants and in line with Mezirow’s transformational learning theory; however, the
actual transformations that were experienced were unique to the individuals themselves
thus limiting generalizability. In addition, the use of interviews and reflective responses
required me to rely on the honesty and accuracy of participants’ responses.
Assumptions
The coaches studied in this research concentrated on different topics; however it
was assumed they utilized common coaching techniques. It was also assumed that the
teachers were those who wanted to work with a coach as a form of professional learning.
It was also assumed that participants would experience disorienting dilemmas, critically
reflect, engage in reflective discourse, and be able to recognize changes in themselves.
Definition o f Key Terms
The words used in this study have been defined below for the purpose o f this
research.
Co-Planning
Coaches and teachers collaboratively plan upcoming lessons together for the
teacher to teach, coach to model, or the coach and teacher to co-teach together (Knight,
2007).
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Co-Teaching
Coaches and teachers often co-teach in which they each share turns teaching a
portion o f a lesson (Knight, 2007).
Critical Reflection
Critical reflection is a process by which one attempts to justify beliefs, either by
rationally examining assumptions, often in response to intuitively becoming aware that
something is wrong with the result of a thought, or challenging its validity through
discourse with others o f differing viewpoints and arriving at the best informed judgment
(Mezirow, 1995, p. 46).
Data and Assessment
Coaches work together with individual teachers and teams of teachers to analyze
and identify indicators o f success and benchmarks for goals, and they facilitate
conversations about the data collected to measure progress toward goals and next steps
(Killion & Harrison, 2006).
Disorienting Dilemma
A disorienting dilemma causes a significant level o f disruption or distress as
individuals cannot make sense of their experience using their preconceived beliefs or
assumptions (Merriam, Caffarella, & Baumgartner, 2007).
Feedback
After observing teachers, coaches discuss the notes or data they recorded.
Instructional coaches strive to guide teachers to make their own conclusions based on the
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observed data. This collaborative exploration of data allows for supportive and honest
dialogue about the teacher’s instruction (Knight, 2007).
Georgia Coaching Endorsement
The Georgia Coaching Endorsement is a program that prepares individuals to use
performance assessment data to provide specific feedback to individuals that will assist
them in meeting criteria in performance in various educational positions. Coaching
endorsement programs must prepare the coach to have the knowledge, skills, and
dispositions to identify performance criteria; prepare the coach to have the knowledge,
skills, dispositions to demonstrate knowledge and understanding o f performance
assessments and analysis o f results; prepare the coach to have knowledge, skills, and
dispositions to develop, maintain, and implement an effective coaching plan; prepare the
coach to have the knowledge, skills, and dispositions to provide feedback to an individual
or group o f individuals in an effort to build capacity and improve performance; prepare
the coach to have the knowledge, skills, and dispositions to communicate effectively with
the coachee; and prepare the coach to have the knowledge, skills, and dispositions to
effectively establish trust with all stakeholders in the coaching process (Georgia
Professional Standards Commission, 2011).
Informational Learning
Informational learning is “aimed at increasing our fund o f knowledge, increasing
our repertoire o f skills, at extending established cognitive structures.. .it seeks to bring
valuable new contents into the existing form of our way of knowing” (Kegan, 2000, p.
42).
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Instructional Coach
Instructional coaches are full-time professional developers, on site in schools.
Instructional coaches work with teachers to implement research-based instructional
practices. Instructional coaches must be skilled at helping teachers set goals, excellent
communicators, and be able to build relationships of trust. They must also be skilled at
facilitating a sense o f reflection and be equipped with knowledge regarding a number of
research-based instructional practices (Knight, 2007).
Job-Embedded Professional Development
Job-embedded professional development refers to teacher learning that is focused
on day-to-day teaching practices. It is designed to improve teachers’ content-specific
instructional practices with the goal o f improving student achievement (Hirsch, 2009).
Job-embedded professional development is a shared, ongoing process, and it primarily
occurs during the workday (Hawley & Valli, 1999). It makes a direct connection between
professional learning and application in daily classroom practice. It requires active
involvement in cooperative and inquiry-based work (Hawley & Valli, 1999).
Modeling
When coaches model, they go into teachers’ classrooms and show them examples
of how to use the particular best practice they are learning about. Modeling allows
teachers to obtain a deeper understanding of the intervention in the context o f the
teacher’s classroom (Knight, 2007).

23
Novice Teachers
Novice teachers are defined as teachers with three or fewer years of teaching
experience (Tschannen-Moran & Woolfolk Hoy, 2007).
Observations
Observations involve the collaboration between coach and teacher in deciding
what critical teaching behaviors are to be observed. Coaches must focus their attention
during the observation on what teachers do well rather than concentrating on weaknesses
(Knight, 2007).
Reflective Discourse
Reflective discourse is a dialogue devoted to assessing reasons in support of
competing interpretations, by critically examining evidence, arguments, and alternative
points of view. The more interpretations of a belief are available, the greater the
likelihood o f finding a more dependable interpretation. Individuals learn together by
analyzing the related experiences o f others to arrive at a common understanding that
holds until new evidence or arguments present themselves (Mezirow, 1997, pp. 6-7).
Self-Efficacy
Self-efficacy is defined as an assessment o f one’s capabilities to attain a desired
level o f performance in a given endeavor (Bandura, 1997).
Teacher Self-Efficacy
Teacher self-efficacy is defined as teachers’ belief or conviction that they can
influence how well students learn, even those who may be difficult or unmotivated
(Guskey & Passaro, 1994).
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Training
Training involves the informal and formal learning experiences that extend
teachers’ content knowledge and instructional practices (Killion & Harrison, 2006).
Transformational Learning
The process by which one transforms problematic frames of reference, sets of
assumptions and expectations, to make them more inclusive, discriminating, open,
reflective, and emotionally able to change (Mezirow, 2009).
Summary
Increased standards and rising levels of school and teacher accountability are
becoming apparent in today’s educational climate. Teachers new to the profession are
faced with additional challenges as they feel pressure to perform at the highest levels
while at the same time learn the profession (Stansbury & Zimmerman, 2002).
Instructional coaches are being employed to help teachers and increase student
achievement (Knight, 2007). One group of teachers coaches work with is the novice
teacher. Current research has started to support the role o f the instructional coach, but
more is needed, especially in regard to their work with novice teachers.
Research is needed to understand the nature of the novice teacher-coach relationship.
Through this study, I discovered insightful information regarding the challenges that
novice teachers and their coaches faced, how these individuals reflected upon their
perspectives, who they turned to for support, and how they worked together and changed
from their experiences.
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This research is presented in five chapters. Chapter 1 serves as an introduction to
the study and consists o f the background of the study, theoretical framework, conceptual
underpinnings, statement o f the problem, purpose of the study, research methodology,
research questions, limitations, assumptions, definitions of key terms, and a summary.
Chapter 2 consists o f a comprehensive review of previous literature relating to topics
including professional development, instructional coaching, novice teachers, selfefficacy, teacher self-efficacy, and transformational learning. The research methods are
included in Chapter 3. Information regarding the research design, research participants,
data collection, data analysis, researcher bias and ethical issues are presented. Chapter 4
includes the results. Information regarding each participant’s background, perception of
the coaching experience, informational learning, transformational learning, and selfefficacy scores are presented. A cross-case analysis for coaches and novice teachers is
presented and includes themes from their transformational learning experiences. The
research concludes with Chapter 5. Chapter 5 presents a summary and discussion o f the
research results, implications, and recommendations for future research.
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CHAPTER 2
LITERATURE REVIEW
For this study, I sought to provide insight into the experiences of novice teachers
and their coaches from the perspective of transformational learning. My objective was to
examine case studies to better understand the challenges that both novice teachers and
their coaches faced, the nature o f their critical reflection, and the ways in which each
were supported and impacted by their experiences.
My intent o f this chapter is to provide a comprehensive literature review on a
variety o f topics related to coaching and novice teachers. Coaching is a form of
professional development, thus literature on effective professional development is cited.
Coaches are a main component of this study, and it is important to understand their role
and gain insight into studies that have investigated the type of impact they have had on
teachers, students, and schools. Novice teachers are another main topic of this study, and
it is important to cite literature regarding the challenges they face and the supports
necessary for their success. I also sought to understand teacher self-efficacy. It is
important to understand the concept o f teacher efficacy and the research related to it.
Finally, my study is guided by transformational learning theory. It is important to have
insight into this theory and studies that have been conducted using this theory as a basis.
I include six major sections to provide a broad overview of the literature. The first
section outlines the research on effective professional development and the status o f

professional development in the United States today. The second section reviews research
related to coaching, which includes the work o f a coach, the teacher’s role in coaching,
teacher perceptions o f the experience, its impact on student achievement, and the
challenges experienced during coaching. The third section identifies research on novice
teachers and includes the troubles they face and the supports necessary for their success.
The fourth section defines and describes self-efficacy. The fifth section examines teacher
efficacy research. Literature regarding measures of teacher efficacy, the impact of teacher
efficacy on teachers and students, novice teacher self-efficacy, cultivating teacher
efficacy, and the relationship between coaching and teacher efficacy is presented. Finally,
the sixth section provides insight on transformational learning theory and identifies
research on professional development, pre-service, and novice teachers through this lens.
Methods
The literature in this chapter is a mix of empirical research, books, position
statements, and private foundation reports. In order for literature to be judged as relevant,
it had to provide insight into professional development, instructional coaching, novice
teachers, self-efficacy, teacher efficacy, or transformational learning. Empirical research
included both quantitative, mixed methods, and qualitative studies. Article searches were
run through Google Scholar, Dissertations and Theses, ProQuest, and ERIC. Keywords
used were: professional development, professional learning, instructional coaching,
school-based coaching, literacy coaching, cognitive coaching, novice teachers, new
teachers, self-efficacy, teacher efficacy, critical reflection, transformational learning, and
Mezirow.
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Professional Learning
The notion o f improving teaching through professional learning has existed for
years. This section presents pertinent research regarding the history of professional
learning in the United States as well as necessary components to ensure that professional
learning is effective for teachers. Finally research related to the status of professional
learning in the United States today is reported.
The Complicated Work o f Teachers
Teaching is complicated. It requires both extensive knowledge o f learning and
learners as well as teaching, behavior management, and content. It requires years of
experience and an ability and desire to change when necessary. Teachers must
continuously hone their skills, knowledge, and practices in order to be most effective
(Croft, Coggshall, Dolan, Powers, & Killion, 2009). When professional learning is
skillfully implemented and supported, it can serve as a powerful influence in advancing
both teacher and student learning (Croft et al., 2009). For most educators, participating in
professional learning is the most accessible means of improving knowledge, skills, and
practices in order to impact student achievement. When high-quality professional
learning is not experienced, both teachers and students suffer (Mizell, Hord, Killion, &
Hirsh, 2011).
According to Learning Forward (formerly the National Staff Development
Council), professional learning today is described as a comprehensive, sustained, and
intensive approach to improving teachers’ and principals’ effectiveness in raising student
achievement. It fosters a collective responsibility for improved student performance and

29
must be comprised o f rigorous state and local standards and conducted among wellprepared principals and teacher leaders. It occurs several times per week where teams
engage in continuous cycles o f improvement. Student and professional learning needs are
evaluated through data analysis, and clear professional learning goals are set. Courses,
workshops, institutes, networks, conferences, and job-embedded coaching are provided to
facilitate the transference o f new knowledge and skills to the classroom. Assessment
toward the achievement o f goals and improvement in teaching and learning takes place
and informs future decision making (Hirsch, 2009).
Traditional Professional Development
Although professional learning is valued by many researchers as essential in
improving education, professional learning in the traditional sense has proven to be
ineffective (Birman, Desimone, Porter, & Garet, 2000; Guskey, 2003). It often consists of
one-shot sessions, usually conducted by outside experts and presenters. Workshops are
like a catalogue in a sense; where teachers are able to select from a menu o f options
(Killion & Roy, 2009). These presentations often follow the transmission model,
dispensing information to teachers with the expectation that it is clearly understood and
implemented (Richardson, 2003). Colleagues do not interact, and information learned at
these workshops is rarely shared (Rodgers & Pinnell, 2002). The design fails to be
multifaceted, fails to meet participants where they are, and fails to be ongoing or provide
participants with what they need for implementation (Rodgers & Pinnell, 2002). Follow
up to these professional development workshops is largely nonexistent (Richardson,
2003; Rodgers & Pinnell, 2002). Consequently, what is learned is rarely implemented or
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supported (Rodgers & Pinnell, 2002). In this sense, professional development has little
impact on teacher practices and student learning (Killion & Roy, 2009).
In order to make significant improvements in teaching and learning, meet the
requirements o f NCLB, and encompass the description o f professional learning as
defined by Learning Forward, professional learning in the traditional form must be
replaced. Job-embedded professional learning is needed. It is grounded in day-to-day
teaching practice and is designed to improve teachers’ content and instructional
knowledge with the goal o f improving student learning (Hirsh, 2009). It seeks to increase
the collective capacity of the school and utilizes resources and professional knowledge
that already exists within the schools. Activities such as coaching, lesson study, action
research, peer observation, and examining student work all support job-embedded
professional learning (Croft et al., 2009). While learning new skills and strategies is
helpful, professional learning must do much more than just this. It must challenge
educators to act in new ways, put into practice what is learned, reflect, and evaluate the
impact that these new approaches have on student achievement (DuFour, 2004).
Effective Professional Learning Characteristics
Relatively little systematic research has been conducted studying the impact of
professional learning on teaching and student learning. In a meta-analysis analyzing the
impact of professional learning on student achievement, only 9 out o f over 1,300 studies
were experimental or quasi-experimental using control groups with pretest and posttest
designs (Yoon, Duncan, Lee, Scarloss, & Shapley, 2007). Although the information is
relatively scarce, what is available has important implications on how to ensure

professional learning is effective. Three core features (content, active learning, and
coherence) and three structural features (collaboration, form, and duration) of
professional learning have been related to increases in teachers’ knowledge and skills
(Garet, Porter, Desimone, Birman, & Yoon, 2001).
Content. It is essential that any professional learning directly relates to teachers’
content and pedagogical knowledge. In analyzing over 13 different lists of characteristics
o f effective professional development, Guskey (2003) found that content was the most
frequently cited characteristic. In order to move teachers forward and positively impact
student learning, teachers’ knowledge about subject matter and how students learn it
needs to be enhanced (Guskey, 2003). Darling-Hammond (2000), for example, found that
reading teachers were more likely to use research based practices that have been
correlated with higher student achievement in reading when they experienced
professional development that was directly connected to the teaching of reading and
when they learned instructional techniques for improving student achievement.
Professional development was particularly unhelpful when sessions focused on generic
teaching strategies and topics teachers were not required to teach (Darling-Hammond,
2000). Teachers must continuously develop their content knowledge and develop a more
sophisticated understanding o f the content themselves. They need to understand strategies
for how to best teach the content and ensure high levels of student engagement and
learning (Birman et al., 2000).
Active learning. In order for educators to truly learn from professional
development sessions, the transmission model should be avoided. Active learning and
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participation are essential characteristics of effective professional learning (Birman et al,
2000; Desimone, Porter, Garet, Yoon, & Birman, 2002). Teachers must have
opportunities to be involved in the learning process, and this should not include sitting
through lectures (Desimone, 2011). Professional development is more effective in
changing teachers’ instructional practices when it involves active learning opportunities
such as reviewing student work or obtaining feedback about teaching (Desimone et al.,
2002). Meaningful discussions, planning for implementation, opportunities to observe
and be observed, and a chance to lead and facilitate sessions are needed (Birman et al.,
2000).
Coherence. Professional learning is more effective when it is aligned with the
larger goals o f the school. Isolated activities do little to move a school forward (Penuel,
Fishman, Yamaguchi, & Gallagher, 2007). When planning professional learning,
coherence is important. Careful integration of strategies should account for the entire
school (Fullan & Hargreaves, 1996). Professional learning strategies must be directly
related to improved teacher practice and teacher learning (Birman et al., 2000). These
strategies should be connected and build in complexity over time instead of being
presented in a one-shot session (Birman et al., 2000; Garet et al., 2001). They should be
linked to teachers’ other professional experiences, aligned with other school reform
efforts, and encourage professional communication amongst colleagues (Birman et al.,
2000). Birman et al. (2000) found that this type o f coherence supported change in teacher
practices even after change in teacher knowledge and skills was taken into account.
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Strategies presented should support student learning goals, state standards, and
assessment (Birman et al., 2000; Desimone, 2011).
Collaboration. The teaching profession has been plagued by isolation. The
structure of schools and the school day does not easily lend itself to collaboration
amongst colleagues (Bruce & Ross, 2008). Studies have shown, however, that
collaboration between colleagues can be instrumental in improving schools and
increasing student achievement (Goddard, Goddard, & Tschannen-Moran, 2007;
Newmann & Wehlage, 1995; Saxe, Gearhart, & Nasir, 2001). Goddard, Goddard, and
Tschannen-Moran (2007) found that student achievement was higher in mathematics and
reading for fourth grade students when they attended schools where teachers experienced
high levels o f teacher collaboration on topics of school improvement. Newmann and
Wehlage (1995) studied schools that achieved disproportionately higher student
achievement in mathematics, science, and social studies. They found common themes in
that teachers formed learning communities, collectively focused attention on analyzing
student work and assessments, and changed their instructional practices. Collaboration
must be structured, purposeful, and directed towards increasing student learning (Guskey,
2003). It is important that teachers of the same content area or grade level have ample
opportunities to collaborate (Birman et al., 2000; Desimone et al., 2002; Garet et al.,
2001). In doing this, colleagues support each other with implementation and a shared
professional culture is created (Birman et al., 2000; Garet et al., 2001). Time to work
together to specifically define what students are to learn and reflect on potential student
difficulties have been related to improved teaching and learning in the area of elementary
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mathematics (Saxe, Gearhart, & Nasir, 2001). Teachers should also have opportunities to
analyze student work samples in order to understand the most common errors,
misunderstandings, and misconceptions (Little, 2003). In doing this, teachers are able to
collaboratively discuss which instructional strategies have worked and which need to be
examined (Little, 2003). Joyce and Showers (1996) state that companionship between
colleagues is essential in order for reflective practice and collaborative instruction to
occur. Without this collegiality, change and growth is difficult. When teachers
collaborate, both teachers and students benefit (Killion & Harrison, 2006).
Form. According to Quick, Holtzman, and Chaney (2009), professional learning
should be set within the school context and within the school day. This job-embedded
professional learning might occur during planning or instructional time (Croft et al.,
2009). Job-embedded professional learning may include experiences such as instructional
coaching, book studies, or study groups (Croft et al., 2009), and these are often referred
to as reform type activities (Birman et al., 2000; Garet et al., 2001). Opportunities such as
these are more likely to lead to collaboration, coherence, and active learning than
professional development in the traditional sense (Birman et al., 2000).
While large-scale, empirical studies have not yet confirmed a direct correlation
between coaching and improved teaching and learning, the result seems likely (DarlingHammond, Wei, Andree, Richardson, & Orphanos, 2009). Joyce and Showers (2002)
indicated that coaching is necessary in order to make the transfer from professional
learning to teachers’ classrooms a reality. When extrapolating from research and making
judgments from their own experiences, Joyce and Showers (2002) depicted the
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relationship between types o f training outcomes in terms o f percentage o f participants
likely to attain them when components were combined. They estimated that when peer
coaching was included with theory, demonstrations, and practice, teachers’ knowledge,
skills, and transfer o f professional development initiatives increased from 5% to 95%
(Joyce & Showers, 2002). More research is needed on the impact o f coaching on
teachers’ knowledge and practices and its influence on student learning.
Duration. In order for professional development to be most effective, sufficient
amounts o f time must be allocated (Yoon et al., 2007). Teachers need time to deepen
their understanding and integrate new learning into practice (Penuel et al., 2007). Time
spent on professional learning must be well-planned and purposeful (Guskey, 2003).
Desimone (2009,2011) reported that effective professional learning requires 20 or more
hours o f contact time and should be spread out over at least one semester. In their meta
analysis analyzing the impact o f professional development on student achievement, Yoon
et al. (2007) found that sustained and intensive professional learning for teachers is
related to improvements in student achievement. Professional learning that ranged from
30-100 contact hours spread over 6-12 months showed positive and significant gains in
student achievement. Professional learning ranging from 5-14 hours, however, showed no
gains in student achievement (Yoon et al., 2007). When more time is allotted for
professional development, more focused learning takes place, larger gains in content area
knowledge are experienced, and more opportunities for active learning and coherence are
awarded (Desimone, 2011).
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Status of Professional Learning Today
Darling-Hammond et al. (2009) conducted a comprehensive study analyzing the
current status o f professional learning in U.S. schools as well as trends over time by using
data from the Schools and Staffing Surveys (SASS) of 1999-2000 and 2003-2004. One
finding was that characteristics o f effective professional learning are widely understood
and more teachers report that they receive high-quality support. Unfortunately, though,
many teachers do not experience the high-quality professional learning that research says
is necessary to make an impact. While 83% of teachers reported participating in
professional learning that was focused on their academic content, the learning was not
intensive. Most teachers (57%) reported receiving fewer than 16 hours of professional
learning on the subjects they taught. The intensity and duration of professional
development does not correspond with what the research says is necessary (Desimone,
2009, 2011). Many teachers were unsatisfied with the professional learning they received.
In fact, only 59% indicated that the professional learning they received was useful. In
terms of professional collaboration, the authors found that collaboration amongst teachers
is not at intensive levels. Only 17% of teachers at the national level reported a great deal
o f cooperative effort amongst colleagues (Darling-Hammond et al., 2009).
In addition to the SASS data, Darling-Hammond et al. (2009) analyzed
information from a 2007-2008 National Staff Development Council (NSDC) teacher
survey for four states (Arizona, Georgia, Kansas, and Missouri). Some similar results
were found. In particular, NSDC data suggested that teachers also reported low levels of
collaborative effort amongst colleagues. Only about 40% of teachers reported frequent
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opportunities to observe and provide feedback to colleagues, about 55% were provided
time to discuss what they learned from professional development experiences, and 57%
had frequent opportunities to provide feedback to colleagues. On the positive side, about
70% o f teachers reported having opportunities for professional development focused on
deepening their content knowledge. Teachers reported having a wide variety o f
professional development activities; it just does not appear that these activities are
focused on what the research says makes professional learning effective (DarlingHammond et al., 2009).
Darling-Hammond et al. (2009) found that one area of growth is with new teacher
induction. In 2004, the Council of Chief States School Officers reported that 21 states
mandated that all new teachers participate in new teacher induction programs, an increase
from eight states in 1996. New teacher mentoring programs were found in 33 states.
Nationally, in 2004,68% of new teachers reported participating in a new teacher
induction program and 71% reported working with a mentor teacher. While these results
are promising, mentoring programs do not automatically equate to the intensive support
that is necessary for new teachers (Darling-Hammond et al., 2009).
It is clear that in order to truly improve teachers, schools, and student learning,
important steps should be taken. A commitment to teacher learning and improving
teacher practice must be a priority, and schools and school districts should consult,
implement, and maintain what research indicates as effective in professional learning.
More empirical research is warranted in this area. Studies are needed that extend beyond
investigating the impact o f professional development on teaching practice and student
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learning, but that also investigate what is needed for transformational change to occur
including change in beliefs, assumptions, and thinking that underlies the teaching
practices, especially for new teachers as they enter the profession.
Coaching
The following section presents literature and research related to the topic of
coaching. Coaching is a relatively new and growing component of professional
development in schools today, thus a definition and description of their work is provided.
Early research on coaching is presented. Coaching involves a partnership approach, so
information related to the role of the teacher in this partnership is described. Additionally,
literature related to teachers’ perceptions of coaching and the impact coaches have on
both teachers and students is reviewed. Finally, the challenges related to coaching are
presented.
Forms o f Coaching
Interest in and implementation o f coaching has increased tremendously over the
past decade (Galucci, Van Lare, Yoon, & Boatright, 2010; Knight, 2007; McCombs &
Marsh, 2009). Coaching roles are expanding rapidly in schools throughout the United
States, and literature regarding the roles of coaches is becoming more widespread
(Galucci et al., 2010; Killion & Harrison, 2006). While there are many different forms of
coaching, the participants in this study are all literacy coaches. Information is provided to
distinguish various coaching roles in schools today.
Peer coach. Peer coaching involves two or more colleagues who regularly observe
one another with the purpose o f improving their practice. The process is reciprocal. The
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colleagues provide support, companionship, and assistance as they work together to
increase their knowledge and skills (Valencia & Killion, 1988).
Cognitive coach. According to Costa and Garmston (2002), cognitive coaches
seek to enhance teachers’ professional learning. It is based upon the fact that one’s
actions change once one’s beliefs change. Cognitive coaches support teachers by working
to enhance their ability to reflect. They ask questions that promote forethought and
reflection, listen attentively, and use a variety of communication strategies to build the
kind o f relationships that are needed for meaningful conversation. Cognitive coaching
conversations usually consist o f three components: a planning conversation, an event
observed by the cognitive coach, and a reflecting conversation (Costa & Garmston,
2002).
Instructional coach. Instructional coaches are full-time professional developers
who work with teachers in their classrooms alongside their students (Knight, 2007).
Coaching is grounded in inquiry and collaboration, ongoing, directly related to teachers’
work with students, and focused on improving teacher practice and student achievement
(Neufeld & Roper, 2003). Instructional coaches work with teachers in a variety of ways
supporting them as they transfer theory to practice and incorporate research-based
instructional strategies. Instructional coaches focus on a broad range o f instructional
issues including classroom management, student engagement, content knowledge,
specific teaching strategies, and formative assessment.
Literacy/reading coach. A literacy coach provides professional development for
teachers, providing them with the additional support they need to implement instructional
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programs and practices. They provide leadership for the school’s literacy program and
help to create and supervise a long-term staff development process that supports the
development and implementation o f the literacy program over a sustained period o f time.
Literacy coaches need to have experiences that allow them to provide effective
professional development for the teachers within their school (International Reading
Association, 2007).
Early Research on Coaching
Recognition of efforts made to improve schools began to appear in the literature
in the 1970s. Berman and McLaughlin (1975) brought forth the importance o f in-class
assistance and teachers observing other teachers for educational change. Fullan and
Pomffet (1977) cited the need for training and administrative support in implementing
new curricula. In 1980, Sharan and Hertz-Lazarowitz conducted a study in which
extensive training was provided to teachers learning a complex new strategy through
consultant-assisted self-help teams. These teams engaged in a number of processes
including collaborative planning, observation, and feedback by team members. The
researchers found that in the second year of the project, 65% o f the teachers were using
the targeted teaching strategy (small group teaching) regularly and correctly (Sharan &
Hertz-Lazarowitz, 1980).
The best known studies o f coaching were conducted by Bruce Joyce and Beverly
Showers (1981,1995,1996,2002). In 1981, Joyce and Showers formally investigated the
impact of coaching on long-term implementation of new strategies. They were driven to
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explore this concept because they realized that if new curricula, instructional strategies or
programs were to influence students, they had to first be utilized in the classroom.
Joyce and Showers (1995) found that continuing support either from a peer coach
or outside expert led to greater implementation than for teachers who also participated in
the initial training but did not receive the follow-up support. Large and dramatic
increases in transfer of training (Cohen’s D = 1.68) occurred when in-class coaching was
added to an initial training session consisting o f theory, demonstration, and practice with
feedback (Joyce & Showers, 1995). They found that coaching appeared to contribute to
the transfer of training in five ways: coached teachers practiced new strategies more
frequently and developed greater skill in the actual strategies than those uncoached,
coached teachers used their new strategy more appropriately than uncoached teachers,
coached teachers showed greater retention o f knowledge about and skill with strategies
than uncoached teachers, coached teachers were more likely to explain new models of
teaching to their students ensuring that students understood the purpose and expected
behaviors when using the strategies, and coached teachers showed clearer understanding
o f the purposes and uses of the new strategies (Joyce & Showers, 1995).
In 2002 Joyce and Showers’ attention shifted to whole school improvement and
the use of coaching as a change initiative. Their work involved entire schools
collaboratively determining students’ needs, selecting content on which to focus,
designing training to enable staff to learn new strategies to address needs, and the impact
and implementation o f new strategies. This work required that all teachers and
administrators participate in peer coaching teams. Joyce and Showers (2002) found that
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coaching appeared to facilitate professional and collegial relationships and allowed for
schools to organize themselves for improvement in multiple areas.
The Work of Coaches
Coaching has been identified as a key component of effective, job-embedded
professional development (Croft et al., 2009; Darling-Hammond et al., 2009; Killion &
Harrison, 2006). Numerous schools across the country have included coaching as a
component o f professional development with the goal of increasing capacity and
supporting teachers and students. Coaching has been supported by a number of
professional organizations including The International Reading Association, National
Council o f Teachers o f English, National Council for the Social Studies, National
Council of Teachers of Mathematics, National Science Teachers Association, Alliance
for Excellent Education, National Staff Development Council (now Learning Forward),
and Association for Supervision and Curriculum Development (Sailors & Shanklin,
2010).
According to Knight (2007), coaches must be effective in a number o f skills.
They must be excellent communicators, able to collaborate with colleagues and build
relationships, knowledgeable in content and instruction, and able to facilitate reflection
on teaching and learning (Knight, 2007).Coaches work with teachers in a number of
ways. They model lessons for the teacher in the teacher’s classroom showing the teacher
examples o f how to use a particular strategy. Through modeling, teachers are able to see
much more than just an instructional strategy. They are also able to observe another
teacher interact with their students and manage their classroom (Knight, 2007). Coaches
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observe teachers teaching and provide them with feedback. Before this observation takes
place, the coach and teacher meet to decide which behaviors are to be observed. After
observing, the teacher and coach discuss the data collected. This information is useful in
deciding on next steps involving their work together (Knight, 2007). Coaches and
teachers work together to analyze student data, understand students’ strengths and
weaknesses, and make decisions on how to move forward with this data in mind (Killion
& Harrison, 2006). Coaches also work with both individual teachers and teams of
teachers to assist with planning lessons. They might also co-teach a lesson; together the
teacher and coach decide who will teach each portion o f a lesson that they have
previously planned. Coaches also lead staff development sessions with teams or grade
levels. During these sessions, coaches provide training on relevant and research-based
instructional strategies that teachers are expected to implement in their classrooms.
Coaches subsequently support teachers in implementation (Knight, 2007).
Coaches engage in cognitive coaching throughout their work with teachers.
During this time, coaches help teachers to develop reflection. They ask questions that
encourage teachers to think about their actions, listen carefully, and build rapport through
the use o f a variety o f communication techniques including positive body language.
Oftentimes this is done before a lesson and then again in reflecting after the lesson. Costa
and Garmston (2002) state, “the mission o f cognitive coaching is to produce self-directed
persons with the cognitive capacity for high performance, both independently and as
members o f a community” (p. 16).
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Cognitive coaching has been related to increases in teacher efficacy. Edwards,
Green, Lyons, Rogers, and Swords (1998) conducted a three year study that prepared
teachers in implementing standards-based instruction. Both groups (control and
treatment) received instruction on standards-based instruction, but the treatment group
also received training on cognitive coaching and engaged in monthly cognitive coaching
sessions on standards-based instruction. Teachers who received the cognitive coaching
demonstrated increases in self-efficacy and had more positive attitudes towards school
culture than teachers who did not engage in cognitive coaching (p < .001) (Edwards et
al., 1998).
Teacher Responsibility in a Coaching Relationship
Coaching involves a partnership approach between coach and teacher. Teachers
have a shared responsibility for the outcomes of the work (Knight, 2007). Several
behaviors have been identified that make teachers effective consumers of coaching (Yopp
et al., 2011).
Yopp et al. (2011) observed and identified strategies that teachers use to
maximize the benefits o f coaching. First, teachers must communicate their needs and ask
the coach for targeted feedback. Second, the teacher needs to communicate to the coach
the goal o f their work so that the coaching sessions are focused. Third, teachers must be
reflective. This reflection is key in implementing new teaching strategies and in
monitoring and adjusting instruction. Coaches work with teachers to help them to reflect,
but the teacher must participate in the process. Fourth, expectations about the role the
coach will play must be clearly communicated. Teachers need to have discussions with
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their coaches about what level of interaction they want from coaches in their classrooms.
For example, some teachers want coaches to co-teach with them while others want
coaches to simply observe with no interaction with the teacher or students. This
information is important for the coach to know. Fifth, teachers must also be willing to
examine their own content knowledge. Because so much o f coaching is based on specific
content areas, teachers need to be open to discussing content and ask how specific
strategies improve student learning in a specific subject area. Finally, coaching involves a
number o f components and should involve at least a preconference, a lesson observation,
and a post-lesson conference. Teachers need to take responsibility to help coaches
schedule these coaching sessions (Yopp et al., 2011).
Teacher Perspectives on Helpful Coach Actions
While coaching is a widely-accepted component of professional development,
there is surprisingly little research to support its impact on teachers and students. Much o f
the information that exists consists of texts describing what coaches themselves do or
what coaches should be doing (Casey, 2006; Knight, 2007; Lyons & Pinnell, 2001;
Neufeld & Roper, 2003; Toll, 2005). There have been a few studies that have found that
teachers view the experience of working with a coach in a positive light (Cornett &
Knight; 2008; Gross, 2010; Quick et al., 2009; Vanderburg & Stephens, 2010).
Vanderburg and Stephens (2010) interviewed 35 elementary teachers who had
worked with a literacy coach for a period o f three years. They found that teachers
perceived coaches as facilitators rather than dictators, and felt that trust had been
established between teacher and coach. All teachers tried more strategies than they had in
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the past and took more risks. Vanderburg and Stephens (2010) identified a number of
things that teachers who worked closely with literacy coaches reported as impactful to
their teaching. Teachers stated that coaches created opportunities for collaboration with
colleagues where they could learn with and from each other. They also supported
teachers in study groups and in classrooms. Teachers reported that coaches encouraged
them to do things they otherwise would not have done (Vanderburg & Stephens, 2010).
Quick et al. (2009) studied the effectiveness of reform in professional
development in San Diego City Schools and analyzed staffs conceptions o f and
experiences with effective professional development. Teachers at all schools in the study
reported that important features of their professional development included working with
coaches, having opportunities to observe models o f instructional strategies, practice new
techniques, and receive feedback (Quick et al., 2009).
Gross (2010) examined the first two years of a program introducing literacy
coaching at the secondary level through content-area teachers’ perspectives. She found
that teachers had positive experiences overall, especially with regard to opportunities to
work with coaches in their classrooms. Teachers found that their instruction improved,
and they incorporated more literacy-based strategies into their content area leading to
more engaging lessons.
Cornett and Knight (2008) found modeling, one component o f coaching, to have a
positive impact on teachers. For their study, Cornett and Knight (2008) surveyed 107
secondary teachers who had worked with instructional coaches. Results from the survey
indicated that teachers felt they benefitted from observing the instructional coach model
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in their classroom. Through these studies, it seems that teachers who have had
opportunities to work closely with coaches view the experience as a positive one.
The Impact o f Coaching on Instruction
Studies have suggested that teachers’ instruction improves after working with a
coach (Cantrell & Hughes, 2008; Knight, 2007; McCombs & Marsh, 2009; Vanderburg
& Stephens, 2010). Knight (2007) conducted a study in which 82 teachers were trained
over the summer on effective teaching practices. All teachers worked with instructional
coaches throughout the school year to follow up on the learning from the summer and
support implementation. Eighty-five percent o f the teachers indicated that they had
implemented the practices they learned over the summer professional development
session.
Vanderburg and Stephens (2010) found that teachers reported more use of
authentic assessments, more individual student conferences, and student observation as a
way to assess student learning after working with their literacy coach. Additionally, these
teachers reported that their teaching changed to allow for more student choice. They saw
their role as the teacher evolve into that of a facilitator of student learning rather than
dictator of activities and learning in which students were engaged. Cantrell and Hughes
(2008) studied a yearlong extended professional development with coaching in content
area literacy for middle school teachers. The researchers found that this extended
professional development with coaching led to increased implementation of professional
development initiatives. The mean increased from 5.31 to 8.04. Differences were
significant (p < .05). In follow-up interviews, coaching and opportunities for
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collaboration were identified as key reasons behind supporting these changes in
instructional practices.
McCombs and Marsh (2009) studied a statewide reading coach program in
Florida middle schools. They surveyed principals, coaches, and reading and social studies
teachers in 113 middle schools in eight large Florida school districts. Most o f the teachers
and administrators stated that the coach positively affected them and their schools.
Teachers stated that the coach influenced them to change their instruction. Two-thirds of
the teachers who had worked with their coach reported feeling more confident in their
abilities to teach reading. Teachers stated that coaches helped them to better plan and
organize their instruction. More positive effects o f the coach were reported when teachers
and administrators reported the coach spent more time working one-on-one with teachers
reviewing assessment data and integrating reading across the content areas (McCombs &
Marsh, 2009).
The studies reviewed above indicate that coaching influences teachers’ instruction
in a variety o f ways. The teachers in the studies cited used more data to drive instruction
(Vanderburg &Stephens, 2010), implemented the professional development initiatives
(Cantrell & Hughes, 2008; Knight, 2007), and felt more confident in their abilities to
teach subjects outside their areas o f expertise (McCombs & Marsh, 2009). Coaching is a
form o f job-embedded professional development intended to improve teacher practice
and increase student achievement. From these studies, it appears that coaching, according
to the teachers themselves, helps teachers improve their practices.
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The Impact of Coaching on Student Achievement
Studies have suggested that students benefit when teachers spend time working
with literacy coaches on topics directly related to improved instruction (Bean et al., 2010;
Elish-Piper & L’Allier, 2010; Sailors & Price, 2010). Elish-Piper and L’Allier (2010)
studied student reading achievement in schools where teachers worked with literacy
coaches. They found that the highest average student reading gains took place in
classrooms where teachers interacted the most with their literacy coach. In addition, they
found that teachers who interacted the least with their literacy coach had the lowest
student achievement gains. In analyzing student reading achievement at schools that
received Reading First grants, Bean et al. (2010) found significant differences in student
reading achievement between schools that were characterized by more coaching versus
less time spent coaching. Schools with higher occurrences o f coaching had greater
percentages of students scoring at the proficient level in first grade. Schools with more
coaching had an average o f 56.88 students at the proficient level while schools with
lesson coaching had an average o f 42.55 at the proficient range. The differences were
significant ip = .03). Similar findings occurred in second grade. Schools with more
coaching had an average o f 73.25 students in the proficient range while schools with less
coaching had 61.53 students in the proficient range. The differences were statistically
significant ip = .02).
Sailors and Price (2010) tested two models of professional development in
reading instruction for teachers in Grades 2-8 in order to understand the impact coaching
had on teachers’ practices and student achievement. Teachers either participated in a
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traditional two-day summer in-service, or they attended the workshop and also received
classroom support from a reading coach. The reading coach demonstrated lessons, co
taught, observed, provided feedback, and facilitated reflective conversations. Teachers
who had the follow-up coach support outperformed teachers in the in-service only group
in an observation focused on comprehension instruction and on student reading
achievement measures.
Specific coaching activities have been correlated with increased student
achievement in reading. Elish-Piper and L’Allier (2010) found that higher student
achievement in reading was found when literacy coaches administered and discussed
student assessments with teachers, observed instruction, offered supportive feedback,
modeled instruction, and conferred with teachers about their instruction and student
progress compared to classrooms where coaches did not engage in these activities. When
coaches administer assessments to students and engage in discussion with teachers
regarding these results, teachers and coaches are able to develop and plan strategies for
success. Conferences between coaches and teachers allow for in-depth conversations on
ways to improve instruction. Modeled instruction by a coach allows for teachers to
observe best practices in action with their particular students, providing a guide that
supports teachers as they implement these practices themselves (Knight, 2007). It seems
that these efforts not only influence the teacher, but they also influence the students of the
teacher as well.
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Challenges to the Coaching Work for Coaches and Teachers
Coaches face a plethora of challenges in impacting the teaching and learning at
their school. Studies have been conducted analyzing the perceptions o f coaching for
teachers, coaches, and administrators (Ai & Rivera, 2005; Blarney, Meyer, & Walpole,
2008; Brady, 2005; Killion & Harrison, 2006; Lynch & Ferguson, 2010; McCombs &
Marsh, 2009; Stock & Duncan, 2010). Common themes exist including ambiguous roles
(Killion & Harrison, 2006), teacher resistance (Ai & Rivera, 2005; Blarney et al., 2008;
Lynch & Ferguson, 2010; McCombs & Marsh, 2009; Neufeld & Roper, 2003; Stock &
Duncan, 2010), lack o f teacher trust (Ai & Rivera, 2005; Lynch & Ferguson, 2010), lack
of time (Ai & Rivera, 2005; Brady, 2005; Lynch & Ferguson, 2010; McCombs & Marsh,
2009; Stock & Duncan, 2010), administrative support (Brady, 2005; Lynch & Ferguson,
2010; McCombs & Marsh, 2009), and lack o f training (Brady, 2005; McCombs & Marsh,
2009; Stock & Duncan, 2010).
A study by Brady (2005) identified a number o f characteristics of highperforming school- based coaches. Meetings were held over a period of seven months,
and 13 K-12 coaches nominated by their peers and administrators as successful coaches,
identified the top problems school-based coaches face. Problems experienced by schoolbased coaches included: supporting new and veteran teachers in professional growth and
improved practice, keeping a positive relationship with the principal, navigating the role
o f coaching without having any formal authority, managing time and setting priorities,
developing a positive school climate, staying current with research and best practices,
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maintaining confidence, working with adult learners, and advocating for student
achievement (Brady, 2005).
Coaches have complex roles. The daily work of coaches needs to be focused.
When the work is unfocused, teachers and administrators question its value (Killion &
Harrison, 2006). Killion and Harrison (2006) state that the success of a coaching program
depends on decisions made about the role o f a coach. They identified 10 roles of schoolbased instructional coaches: resource provider, data coach, instructional specialist,
curriculum specialist, classroom supporter, learning facilitator, mentor, school leader,
catalyst for change, and learner. While each o f these roles is distinct, in reality, coaches
fulfill many o f them at the same time. The complexities of choosing what roles to fill,
when, and where, are challenging components to the coaching role (Killion & Harrison,
2006).
According to Neufeld and Roper (2003) a common barrier to successful coaching
is resistant teachers. It takes years for teachers to master new instructional strategies. The
work of coaches becomes more complex and difficult when working with resistant
teachers who are not willing to change or revise their practices (Neufeld & Roper, 2003).
It seems that literacy coaches at the middle and high school level are particularly prone to
experiencing resistance (Blarney et al., 2008). Blarney et al. (2008) conducted a national
survey o f middle and high school literacy coaches in order to better understand their dayto-day roles. They found that middle and high school literacy coaches are distinct from
elementary literacy coaches in that these coaches have more teachers and students to
work with and more diverse needs. A particular challenge for these coaches was the
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difficulty o f convincing teachers of specialized content areas that providing support in the
areas o f reading and writing was a worthwhile endeavor. Resistance was often
experienced.
Lynch and Ferguson (2010) conducted a qualitative study examining the
perspectives o f K-6 literacy coaches in Ontario. They sought to understand the coaches’
perceptions o f their role, beliefs, and practices. In their research, they found that the
literacy coaches experienced many challenges. They also found that resistant teachers
were a major challenge. Time was directly associated with this barrier, as coaches
reported that they lacked the amount o f time necessary to build relationships with their
teachers. Relationship building and trust have been identified as key components to
starting the coaching work. Time was also an issue, as coaches felt they could not devote
an adequate amount of time to teachers. Many coaches also cited a lack of principal
support and involvement which was attributed to principals’ uncertainty of the role. It is
important that principals and other school leaders convey clear expectations to coaches
and teachers regarding the role of the coach. When this is lacking, a coaching program
will not be as successful.
Coaches are respected as competent teachers who have demonstrated success in
the classroom and have established credibility amongst colleagues (Killion, 2007). With
this being said, however, just because a coach has a proven track record in the classroom
does not necessarily equate to success as a coach. Coaches need to have a deep
understanding o f adult learners and facilitating professional learning. They, too, need
ongoing professional development and support (Killion, 2007). Stock and Duncan (2010)

54
conducted a study examining the aspects o f the implementation o f professional
development for instructional coaches (instructional facilitators) in the state of Wyoming.
They found that the majority o f instructional coaches (56%) did not have a mentor, yet
most indicated that mentoring was important for both beginning (90%) and more
experienced (58%) coaches. K-8 coaches reported needing more training in instructional
leadership, using data, sustaining personal motivation, creating collegiality, and dealing
with difficult staff. Coaches at the high school level reported dealing with difficult
colleagues as their highest area o f importance for mentoring, followed by instructional
leadership, using data, creating collegiality, and sustaining personal motivation. Time and
a lack of guidance were found to be barriers to creating these programs (Stock & Duncan,
2010). Coaches need training and mentoring in their new positions in order to improve
and grow as professionals.
McCombs and Marsh (2009) studied reading coaches in 113 middle schools
across Florida. They found that professional learning and time were cited as needs. Many
coaches requested additional professional development in supporting adult learning. Time
was also an issue these coaches reported. Only 15% of the coaches reported spending
30% or more o f their time working one-on-one with teachers. The state’s goal was 50%
o f time working with teachers in their classrooms. When asked to identify factors
constraining coaches’ ability and opportunity to provide support to teachers, the most
frequent response was a lack of time. About one-third of the coaches also reported
teacher resistance to working with a coach as a moderate or great hindrance to their work.
Most coaches viewed the support o f the administration as key supports to their work.
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Most of the coaches in the case study reported that they could not be successful as a
coach without the support of their administration (McCombs & Marsh, 2009).
Ai and Rivera (2005) studied the impact and perceptions o f coaching (particularly
in the area of math) on 160 elementary and middle school teachers and coaches. Teachers
reported limited involvement with math coaches. During the first year of implementation,
62% o f elementary teachers and 88% of middle school teachers had not been involved
with the two key coaching practices o f coach modeling or coach feedback. Qualitative
interview and survey data provided insight into this trend. While coaching is set out as
non-evaluative, teachers felt otherwise. Close to half of the math coaches reported a lack
o f teacher trust and teacher resistance to change as major barriers to coaching practice.
Coaches reported that teachers felt threatened/scared and treated math coaches as
evaluators or felt that coaches were there to provide teachers with more work. Time was
another reported barrier to coaching. In fact, 33% of coaches reported difficulty in
providing effective coaching due to a lack o f time. Teachers in the study echoed their
disappointment in the apparent unavailability o f the coach (Ai & Rivera, 2005).
Clearly challenges and barriers exist limiting the impact that coaching can have
on teachers, students, and schools. It is important to learn more about these barriers and
identify ways in which these barriers can be overcome for the benefit o f all stakeholders
and to ensure that the time, money, and efforts put into a coaching program are
worthwhile.
It seems that coaching has a positive influence on teaching and learning. More
research is needed that extends the studies cited above. Research is needed that looks
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beyond overt teaching practices and that investigates other ways in which coaches impact
teachers and schools including ways they engage teachers in critical reflection on their
assumptions and beliefs about teaching and learning in general, and how coaches support
teachers as they deal with challenges or situations in which previously held beliefs may
not hold true. Research is also needed that investigates the ways in which coaches are
impacted by their experiences, specifically the ways in which their thinking and
understanding is changed.
Novice Teachers
The following section presents research related to novice teachers. Research has
long documented the struggles faced by novice teachers. Issues related to attrition and
retention are presented. Mentoring is a key component of teacher induction programs.
Distinctions between mentoring and coaching are made. Additionally literature related to
comprehensive teacher induction programs is reviewed.
Novice Teacher Attrition
Teaching has been plagued by high rates of turnover (Ingersoll, 2003). This
turnover is fairly evenly split between two components: attrition (those who leave the
profession) and migration (those who transfer to a different school) (Ingersoll, 2003). The
first years o f teaching are extremely challenging and stressful (Stansbury & Zimmerman,
2002), and teacher turnover affects beginning teachers more than any others (Ingersoll,
2003). The U.S. Department of Education (2011) reported findings from the Beginning
Teacher Longitudinal Study which tracked teachers who began their careers in 20072008. They found that 10% o f these teachers left the profession after their second year
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and 12% left after their third year. New teachers face a number of challenges (Alliance
for Excellent Education, 2004; Feimen-Nemser, 2003; Johnson & Kardos, 2002; New
Teacher Center, 2006). They are more likely to be assigned to low-performing students
(New Teacher Center, 2006), and they experience stress and burnout as they are held to
the same standards and expectations as veteran teachers, often with little to no support
(Feiman-Nemser, 2003).
Ingersoll and Smith (2003) analyzed SASS/TFS data which asked teachers to
identify reasons why they left the teaching profession. For teachers who left after just
their first year, about two-thirds of the respondents indicated that they left in order to
pursue another career (39%) or dissatisfaction with teaching as a career (29%). O f those
who left because of dissatisfaction, more than three-fourths linked this unhappiness to
school organizational characteristics such as lack o f administrative support, lack of
student motivation, lack o f teacher voice in decision making, or student discipline
(Ingersoll & Smith, 2003). These results place the root cause of teacher attrition within
the school environment itself. Increasing support for new teachers and improving
working conditions are necessary in order to decrease the likelihood of beginning
teachers leaving the profession and improving the performance o f schools.
Borman and Dowling (2008) conducted a meta-analysis to understand reasons
why teacher attrition (specifically in the form of quitting the profession) occurs. In their
review o f 34 studies, they found several telling results. First, younger teachers were more
likely to leave the profession than older teachers. Specifically, teachers who begin their
careers at 31 or older were less likely to leave than teachers who begin at 30 or younger
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ip < .01). Participation in a mentoring program, opportunities for collaboration, and
greater prevalence of school-based support networks were related to staying in the
profession (p < .01) Teacher attrition was higher in schools with a higher prevalence of
students qualifying for free and reduced lunch (p < .01) (Berry, 2004). Teacher turnover
in poorer schools was 50% higher than in wealthier schools (Ingersoll, 2003). Teacher
attrition was also higher at schools with lower achievement (p < .01) and higher student
diversity ip <.01) (Borman & Dowling, 2008).
Staff turnover can have detrimental effects on a school including negatively
impacting student performance and harming the cohesion o f the collegial group (Ingersoll
& Smith, 2003,2004). Measures need to be taken to retain new teachers and to help them
develop into high-quality professionals.
Novice Teacher Challenges
It appears that novice teachers have needs that may be different than those of their
experienced peers. These issues include classroom discipline (Meister & Melnick, 2003;
Melnick & Meister, 2008; Public Agenda, 2004), organization and logistics (Cuddapah &
Burtin, 2012; Mandel, 2006; Meister & Melnick, 2003), and teaching practices
(Cuddapah & Burtin, 2012; Fantilli & McDougall, 2009; Mandel, 2006; Meister &
Melnick, 2003; Stansbury & Zimmerman, 2002).
Meister and Melnick (2003) set out to understand the concerns of beginning
teachers. They found that 80% of respondents did not experience classroom management
problems, however, only 67% felt equipped to deal with students with special needs.
Conflicting results appear in the literature when it comes to classroom management. A
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2004 Public Agenda survey found different results regarding teachers’ experiences with
classroom management problems. Results indicated that 85% of new teachers felt
unprepared for dealing with negative student behaviors in their classroom. Melnick and
Meister (2008) found that teachers with three or fewer years of experience were much
more likely to report that student behavior was an issue they dealt with in their classroom
(19%) than their more experienced peers (7%).
Organization and logistics is another finding in the literature. Meister and Melnick
(2003) found time management was a major concern. They found that 84% of survey
respondents reported feeling overwhelmed by their workload including dealing with
paperwork and organization. Mandel (2006) cites that after 15 years as a mentor and
asking 50 other mentors about the kind o f help new teachers request, one o f the areas in
most need was the logistical information like how to set up a classroom, what resources
to use, where to go for help, and how to decide what to teach. Cuddapah and Burtin
(2012) found a similar theme with alternatively prepared new teachers. They needed help
with logistics of teaching including setting up the classroom, writing lesson plans, and
how to set up routines.
Teaching practices also seem to be a concern that many new teachers share. Many
new teachers have gone through good training, but they experience more challenges than
the strategies they have to address them (Stansbury & Zimmerman, 2002). Meister and
Melnick (2003) found that about 25% of the teachers felt unprepared to teach,
particularly in the area o f literacy. Mandel (2006) describes new teachers as often having
a sense that what they are doing is not working but they don’t know how to fix it (p. 67).
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Cuddapah and Burtin (2012) report that novice teachers need guidance on how to teach
content, specifically in a way that meets students’ needs based on age and ability. They
want to make sure that students are learning rather than practicing. In their survey on
challenges and supports during the first years of teaching, Fantilli and McDougall (2009)
found that the highest rated challenge was hiring practices (a lack o f time to prepare) and
meeting students’ special needs (52%).
Induction Programs
Many new teacher induction programs aim to provide emotional support to new
teachers as a way to help reduce the likelihood that these teachers will stray. New
teachers need more than just emotional support. There is a difference between working to
keep teachers in the profession and helping new teachers become great teachers (FeimanNemser, 2003). All beginning teachers need comprehensive induction in order to increase
their likelihood o f staying in the profession and developing into high quality
professionals that have a positive impact on student achievement. The early years should
be regarded as a phase of learning to teach, and a strong professional culture that supports
teacher learning is necessary (Feiman-Nemser, 2003).
Comprehensive induction programs have proven helpful in providing new
teachers with the skills they need for success and furthering the likelihood that teachers
remain in the profession. One important component o f a comprehensive induction
program is matching new teachers to an experienced, mentor teacher (Feiman-Nemser,
2003). It is important that careful decisions are made when selecting mentors. They must
demonstrate effective teaching, work well with adults, and be knowledgeable about the

grade level and/or subject area of the new teacher (Alliance for Excellent Education,
2004; Stansbury & Zimmerman, 2002). Mentoring is one important part of
comprehensive induction, but much more is needed in order to make a difference in
retaining and developing new teachers (Wong, 2004). Other teacher leaders such as
model teachers, instructional coaches, and grade chairs also provide support that new
teachers need (Johnson & Kardos, 2002).
Another key component in induction programs is common planning time
(Alliance for Excellent Education, 2004; Stansbury & Zimmerman, 2002). Common
planning time allows for more collaboration and lessens the isolation that is often
experienced by new teachers. During this common planning time, colleagues should
develop common lesson plans, analyze student data, develop a sense o f collegiality and
shared responsibility for all students (Alliance for Excellent Education, 2004; Stansbury
& Zimmerman, 2002).
Intensive professional development is another important aspect. This professional
development should be rigorous, meet teachers’ needs, expand content knowledge, and
address classroom management issues (Alliance for Excellent Education, 2004; FeimanNemser, 2003; Johnson & Kardos, 2002). Opportunities to participate in a network of
new teachers are also important (Alliance for Excellent Education, 2004). Lastly, a
standards-based evaluation is necessary and shows that beginning teachers have moved
into professionals (Alliance for Excellent Education, 2004).
While a great deal o f research has been conducted regarding the necessary
components o f a high-quality and effective induction program, relatively little research
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exists specifically examining induction at the high school level (Alliance for Excellent
Education, 2004). More research is needed in this area. Alliance for Excellent Education
(2004) identified a few essential characteristics for induction specifically at the high
school level. Mentors should be in the same subject area as the new teacher. This is
especially important given the depth in content which teachers at the high school level
must teach. New high school teachers also need strategies for teaching literacy and
numeracy. Students at the high school level still struggle with developing reading,
writing, and numeracy skills, and teachers need to be equipped with ways to incorporate
these skills across content areas. Training in English-language instruction is also
important given the rising number of English Language Learners. High schools often
have schedules that make regular collaborative meetings amongst colleagues difficult.
Regularly scheduled time for collaboration is needed for these new teachers (Alliance for
Excellent Education, 2004).
Differences between the role of the coach and mentor. Coaching and mentoring
differ in that coaches focus on the technical side o f teaching, rather than the larger
nonacademic side o f teaching. A coach provides ongoing, job-embedded professional
development as teachers implement new strategies and gain pedagogical knowledge.
They have expertise in a subject area and related subject area strategies (Rowley, 2005).
Another main difference is that teachers typically choose whether or not to work with
coaches; mentors, on the other hand, are usually assigned to beginning teachers.
Additionally, mentoring involves the mentors sharing their knowledge with the teacher,
whereas coaches seek to work with teachers and guide them toward discovery through a
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partnership approach. Mentors are also often required to share specific information with
teachers mandated from the leadership or district (Croft et al., 2009).
Comprehensive induction programs and retaining novice teachers. Ingersoll and
Smith (2004) analyzed the impact that participation in a comprehensive induction
program has on retaining new teachers. In analyzing SASS/TFS data, the researchers
found that there was a positive relationship between participation in such a program and
staying in the profession. Factors such as having a mentor in the same field, common
planning time, collaboration, and participation in an external network of teachers
contributed the most to this result. Teachers who had no new teacher induction had a 40%
probability o f turnover, and teachers who had six components o f induction had a 25%
probability o f turnover. While very few teachers experienced all components of a
comprehensive induction program, those in the study were half as likely to leave the field
as teachers who did not experience any components of a comprehensive induction
program (Ingersoll & Smith, 2004).
Teachers new to the profession face unique challenges. More research is needed
that investigates the experience o f novice teachers and the ways in which they are
transformed by these challenges. It is important that measures are taken to support these
individuals not only to increase the likelihood that they stay in the profession, but also
help their development as skilled practitioners. While new teacher induction is one
important component in supporting new teachers, more is needed. Coaches act as more
than just mentors to new teachers. They provide them with the individualized
professional development they need and create opportunities for collaboration amongst
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colleagues (Killion & Harrison, 2006). Research is needed on the role that coaches play
in supporting new teachers including if and how they support them as they experience
challenges, engage them in critical reflection upon their beliefs, thinking, and actions,
how they work together to revise these beliefs and actions when necessary and plan a
course of action based on this process.
Self-Efficacy
Albert Bandura introduced the concept of self-efficacy over a quarter century ago
(Bandura, 1977). Self-efficacy is defined as “one’s belief in their capacity to organize and
execute the courses o f action required to produce given attainments” (Bandura, 1997, p.
3). Efficacy is a judgment related to the future and is based on one’s perception of
competence rather than one’s actual level of competence (Woolfolk Hoy & Burke
Spero, 2005). Bandura (1977) explained that people’s interpretations of past experiences
play a role in determining their self-assessment on capabilities to perform specific tasks
and reach certain outcomes. These assessments contribute to one’s willingness to take on
new tasks, expend energy, and persist in the face of difficulty (Ross, 1994). Efficacy
beliefs determine actions, the amount o f time spent on difficult tasks, how much one
perseveres when faced with challenges, the amount of stress experienced, and ultimately
the level of achievement one reaches (Bandura, 1977). When faced with difficult tasks,
individuals with a high sense of efficacy take them on as challenges capable o f being met.
They show a sense o f commitment and do not give up easily. If a challenge is not
overcome, individuals with high efficacy beliefs rebound more easily. Individuals with a
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lower sense o f efficacy, on the other hand, feel threatened by daunting tasks and more
often experience stress and give up (Bandura, 1994).
Teacher Self-Efficacy
Literature on teacher self-efficacy is presented below. First, teacher self-efficacy
is defined and the importance o f teacher self-efficacy is conveyed. Second, teacher
efficacy measures are reviewed. Research related to teacher self-efficacy, instructional
practices, and student achievement is presented. Self-efficacy literature specifically
related to novice teachers is reviewed. It is important to understand ways that efficacy
beliefs are cultivated, thus sources of efficacy is presented. Finally, the limited research
studying the impact of instructional coaching on teacher efficacy is reviewed.
Teacher efficacy is a type of self-efficacy (Bandura, 1997). Teachers are charged
with creating learning environments where all students can thrive and succeed. Teachers’
self-efficacy plays a role in this (Bandura, 1997). Teachers’ sense of efficacy is defined
as, “their belief or conviction that they can influence how well students learn, even those
who may be difficult or unmotivated” (Guskey & Passaro, 1994, p. 4). When teachers
assess their beliefs about their abilities to reach a desired result, they make two related
judgments: the requirements o f the task and an assessment of their personal teaching
competence in light o f those requirements (Tschannen-Moran, Woolfolk Hoy, & Hoy,
1998). When assessing the teaching task, the individual takes into account contextual
variables such as students’ ability, motivation, and socioeconomic status; and contextual
factors such as available resources, collegial support, and leadership at the school
(Tschannen-Moran & Woolfolk Hoy, 2007). Teachers with a high sense o f efficacy
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operate with the belief that their effort and skills can help even the most challenging
students succeed. Teachers with a lower sense o f efficacy, however, believe there is little
they can do to help challenging students; oftentimes feeling their influence is outweighed
by outside factors such as the students’ socioeconomic status or home environment
(Bandura, 1997).
Measures o f Teacher-Efficacy
The first attempt to measure the construct of teacher self-efficacy began when
Rand researchers added two items to an already extensive questionnaire (Armour et al.,
1976). They felt that teacher efficacy was the extent to which teachers believed they
could control the reinforcement of their actions; that is, they felt that student behavior and
motivation was a consequence of deliberate actions on the part o f the teacher. One item
dealt with teachers’ general teaching efficacy, teachers’ beliefs about the power of
external factors compared to the influence of teachers and schools. The second item dealt
with teachers’ personal teaching efficacy, which was more specific and individual than
general teaching efficacy. The sum of these two items was identified as one’s teaching
efficacy, the extent to which the teacher felt that the impact o f the teaching was in her
hands (Armour et al., 1976). Researchers worried about the reliability of only two items
and thus efforts were made to construct more comprehensive measures o f teacher
efficacy (Tschannen-Moran &Woolfolk Hoy, 2001).
In 1984, Gibson and Dembo created another teacher efficacy survey. This
measure included 30 items and yielded two factors: personal teaching efficacy and
general teaching efficacy (Gibson & Dembo, 1984). The Gibson and Dembo instrument
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has been widely used, but it has been plagued with measurement issues. Continued
research using the instrument has indicated that several items load on both factors
(Tschannen-Moran et al., 1998).
In both the Rand (Armour et al., 1976) and Gibson and Dembo (1984) measures,
a focus was made on coping with student difficulties and overcoming difficult
environmental factors. Lacking in these measures were an assessment of one’s teaching
in order to support students’ thinking, one’s effectiveness with more capable students,
one’s ability to use creative teaching strategies, and one’s flexibility with teaching
techniques and student assessment (Tschannen-Moran & Woolfolk Hoy, 2001).
Tschannen-Moran and Woolfolk Hoy (2001) developed an instrument titled The Teacher
Sense of Efficacy Scale (TSES) (formerly known as the Ohio State Teacher Efficacy
Scale) which overcomes many of the issues with previous measures of teacher efficacy.
This scale was examined through three separate studies and exhibits reliability and
validity. It has been noted as superior to previous measures because it has the capability
to measure a wider range of teaching tasks. Three dimensions o f teacher efficacy are
included in this scale: classroom management, instructional strategies, and student
engagement. These three dimensions represent a wider range o f teachers’ day-to-day
work and the requirements o f effective teaching (Tschannen-Moran & Woolfolk Hoy,
2001).
The Impact o f Teacher-Efficacy on Teacher Practices and Student Achievement
Teacher efficacy appears to affect teaching and learning. Teachers’ sense of
efficacy is considered one of the most influential beliefs in determining teachers’ actions

and student learning (Klassen, Tze, Betts, & Gordon, 2011). Efficacy beliefs influence a
variety o f teacher factors including their level of effort, goal setting, persistence,
resilience, and willingness to try new ideas and strategies, enthusiasm, organization,
planning, fairness, and commitment to teaching (Tschannen-Moran & Woolfolk Hoy,
2001). Teachers with a high sense o f efficacy operate with the belief that even the most
difficult students can be taught when teachers give extra effort and use effective
instructional techniques (Bandura, 1997). High teacher efficacy has been related to a
variety of positive teacher practices including persisting with struggling students and
teaching to small groups rather than the whole class (Gibson & Dembo, 1984). Less
efficacious teachers tend to be more critical o f students, lack an ability to identify their
own role in correcting problems, and focus on struggles as teachers rather than student
success (Fry, 2009). Webb and Ashton (1987) report that less efficacious teachers often
feel isolated and exhibit negative attitudes.
Teacher efficacy has been related to student achievement (Rose, 1995; Ross,
1992). Ross (1992) found that student achievement in middle school social studies was
higher in classrooms o f teachers with higher teacher efficacy beliefs. Similar trends have
been found with special education. Special education teachers with higher personal
teaching efficacy more often have higher increases in end of year goals for students with
mild disabilities than teachers with lower efficacy levels (Rose, 1995).
Efficacy has also been related to student self-perceptions and motivation
(Midgley, Feldlaufer, & Eccles, 1989). Midgley et al. (1989) found a relationship
between teachers’ self-efficacy and students’ beliefs about their performance and

69
academic potential in math. Students who experienced more efficacious teachers had
higher perceptions o f their abilities in math than students who experienced less
efficacious teachers. These students also rated math as less difficult. Students who
experienced less efficacious teachers became more negative about math as the school
year progressed whereas students with more efficacious teachers showed more positive
attitudes or less negative changes from the beginning to the end of the school year.
Efficacy beliefs are important when considering change in the field of education
(Cantrell & Hughes, 2008; Ghaith & Yahgi, 1997; Guskey, 1988). One’s personal
teaching efficacy appears to influence the likelihood o f implementing a new strategy.
Guskey (1988) explored teachers’ attitudes toward implementing a new instructional
practice, mastery learning, and teachers’ sense of personal teaching efficacy. He found
that teachers’ experience was not significantly related to determining whether or not the
teacher was willing to implement a new strategy; instead it was the teachers’ personal
teaching efficacy that influenced the attitude toward implementation. Ghaith and Yaghi
(1997) found similar results when they measured attitudes toward implementing a
cooperative learning strategy. Personal efficacy was correlated with the likelihood of
implementation. Teachers exhibiting lower senses of efficacy were less likely to report
that they would implement the strategy. Cantrell and Hughes (2008) too found that
teachers’ sense of efficacy was related to professional development implementation.
Higher efficacy prior to the start o f the professional development was related to the
likelihood the teacher implemented the strategy.
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When teachers do implement a new strategy, efficacy beliefs have been found to
drop as they attempt to put the strategy into practice, but they increase again when
teachers are able to see their effectiveness (Ross, 1994). Tschannen-Moran and
McMaster (2009) provided teachers with one of four formats of professional
development in the teaching o f a new literacy strategy. Professional development ranged
from lecture only; lecture and modeling; lecture, modeling, and participant practice; or
lecture, modeling, participant practice, and in-class coaching. The researchers found that
dips in self-efficacy occurred for participants who did not receive coaching support as
they implemented the strategy. Approximately 14% of teachers in the lecture and model
group and 20% o f teachers in the lecture, model, and practice group experienced a
decrease o f more than one standard deviation. Thirty-eight participants in the group with
coaching had increases above one standard deviation. It appears that support and
encouragement are needed as change is enacted (Ross, 1994; Tschannen-Moran &
McMaster, 2009; Tschannen-Moran et al., 1998).
Novice Teacher-Efficacy
Novice teachers are defined as teachers with three or fewer years of teaching
experience (Tschannen-Moran & Woolfolk Hoy, 2007). Studies have found that the selfefficacy o f novice teachers tends to be lower than more experienced teachers (TshannenMoran & Woolfolk Hoy, 2007). Efficacy beliefs among novice teachers are related to
stress, commitment to teaching, and satisfaction with support and preparation
(Tschannen-Moran et al., 1998). Teachers’ sense o f efficacy seems to be most easily
impacted early in the teaching career and becomes relatively resistant to change once set

(Bandura, 1977,1997; Hoy & Woolfolk, 1990). Ross (1994) suggests that “change in
teaching efficacy occurs rapidly in the early years of teaching as teachers crystallize their
professional identity; once consolidated this identity may persist into later years” (Ross,
1994, p. 391). Given the high rate o f new teacher attrition, it is important to understand
self-efficacy development at the novice teacher stage and identify ways in which selfefficacy beliefs can be supported.
Several studies have been conducted in order to better understand the experiences
o f novice teachers and their impact on novice teacher self-efficacy. Teachers’ sense of
personal teaching efficacy is influenced by a number of factors. Lee, Patterson, and Vega
(2011) found that a lack of resources, lack of support, and heavy workloads negatively
impacted new special education teachers’ self-efficacy. Woolfolk Hoy and Burke Spero
(2005) found that teachers’ efficacy levels increased during the teacher preparation phase
but dropped during the first year in the classroom. At the beginning of the preparation
phase, the mean efficacy score was 4.12. It increased to 5.04 at the end o f student
teaching. This change was significant. At the end of the first year in the classroom it
decreased to 4.75. This change approached significance. These changes were attributed to
the perceived support teachers received. Support is a common theme in determining
novice teachers’ efficacy beliefs. Chester and Beaudin (1996) found that greater
opportunities for collaboration with colleagues and increased peer observations
contributed to novice teachers’ sense of efficacy. Support was another key factor in Fry
(2009). Fry (2009) found that one major reason for teachers leaving the profession was
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due to a lack of collegial support and collaboration. One teacher reported that her
greatest challenge was a strained relationship with grade-level colleagues.
Resilience and personal efficacy are related concepts. People who hold high
efficacy beliefs are also highly resilient. Resilient teachers think deeply, problem-solve,
and feel confident in their ability to meet the needs of all students (Yost, 2006). Yost
(2006) suggests that teacher education programs should focus not only on developing
competent teachers, but they should also focus on developing confident teachers who are
resilient and persistent in the face of difficulty. Yost (2006) found that teachers’ selfefficacy, derived from successful student teaching experiences and reflective practices,
actually outweighed positive school climate as a factor in novice teacher success.
Sources o f Efficacy
Bandura (1977,1997) cites four sources that contribute to one’s self-efficacy
beliefs: mastery experiences, vicarious experiences, verbal persuasion, and affective
arousal. For teachers, mastery experiences come from the actual practice o f teaching and
the impact it has on students. When teachers have had an experience they perceive as
successful, efficacy is raised. When individuals have experiences perceived as failures,
however, efficacy beliefs are lowered, contributing to the belief that future experiences
will be unsuccessful (Woolfolk Hoy & Burke Spero, 2005). Vicarious experiences
involve modeling or demonstrating by someone else. The impact that this experience has
on the observer’s efficacy beliefs depends upon the degree to which the observer relates
to the model. The more the observer identifies with the model, the stronger the impact on
efficacy (Woolfolk Hoy & Burke Spero, 2005). WHhen the model performs well and the
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observer identifies with the individual, the self-efficacy of the observer is advanced,
however, when the model is unsuccessful and the observer identifies well with the
individual efficacy beliefs are negatively impacted (Tschannen-Moran & Woolfolk Hoy,
2007). Verbal persuasion may include a “pep talk” or feedback from a specific
performance. The individual must be a credible, trustworthy source (Woolfolk Hoy &
Burke Spero, 2005). Emotional arousal following a mastery experience can add to one’s
feeling of being capable or incapable. The feelings one has after a teaching experience
can increase or decrease one’s sense o f efficacy. High levels of anxiety can add to
feelings of incompetence, while high levels of excitement can add to feelings of success
(Woolfolk Hoy & Burke Spero, 2005).
Bandura (1997) cites that o f these four sources of efficacy, mastery experiences
are the most powerful. New teachers, however, have fewer mastery experiences to reflect
upon than more seasoned teachers. Other sources have a greater impact early in learning
for novice teachers. Novice teachers, more than experienced teachers, report availability
of resources and support o f colleagues and community as important influences to their
efficacy beliefs (Tschannen-Moran & Woolfolk Hoy, 2007).
Tait (2008) explored the relationships among resilience, personal efficacy, and
emotional competence and their impact on first-year teachers’ sense o f success,
confidence, and teaching commitment. She found that mastery experiences, positive
feedback from supervisors and colleagues, and vicarious experiences working with and
observing successful teaching during practicum experiences helped teachers develop a
strong sense o f efficacy. Similar results were found in studying novice teachers in the
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fields o f agricultural and career and technical education. In their study o f agricultural
educators, Knobloch and Whittington (2002) found that more efficacious and confident
novice teachers received more positive feedback, guidance, and encouragement from
students, colleagues, administrators, and parents. Ruhland and Bremer (2002) found that
novice teachers to career and technical education who received these supports were more
likely to stay in the teaching profession. These studies suggest that schools must do
everything they can to foster a strong sense o f efficacy early in teachers’ careers.
Beginning teachers need regular and timely support from administrators, colleagues, and
mentors at the school level as a way o f increasing their self-efficacy (Tait, 2008). Some
o f the most powerful contributors to novice teacher self-efficacy are experiences during
student teaching and during the induction years.
Varying Efficacy Beliefs
Self-efficacy is multifaceted (Bandura, 1997). Teachers’ sense o f efficacy is not
necessarily consistent over various subject areas. For example, a teacher with high levels
o f efficacy in science or mathematics may not experience the same levels of efficacy
when it comes to reading or writing instruction (Bandura, 1997). This information is
especially true when considering teachers at the secondary level. Ross, Cousins, Gadalla,
and Hannay (1999) found that secondary teachers have higher efficacy beliefs for
subjects within their area o f expertise. Teaching outside one’s area of expertise has a
negative impact on one’s efficacy beliefs. This is especially important given the research
on the impact one’s efficacy beliefs have on teacher practices and student achievement
(Ross et al., 1999). While teachers at the secondary level should be teaching in their area
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of expertise, they are still expected to integrate content areas. Measures should be taken
to strive to increase the efficacy of teachers in areas other than their expertise. It is
plausible that positive results would come from such efforts.
Coaching and Teacher-Efficacy
Coaching may be an important factor in supporting teachers’ efficacy beliefs,
especially for novice teachers. Coaches are major sources of support to teachers in a
number o f ways. They assist with providing instructional resources, and they support
teachers both individually and collectively by creating an environment for collaboration
(Killion & Harrison, 2006). The collective efficacy o f a school is seen as a source for
efficacy development (Goddard & Goddard, 2001). The nature o f the teaching profession
does not easily lend itself to collaboration (Bruce & Ross, 2008). Collaborative cultures
must be developed, and coaches play a major role in this (Killion & Harrison, 2006).
Coaches also support teachers in many o f the ways Bandura (1997) cites as instrumental
in developing efficacy beliefs. They provide vicarious experiences through modeling
lessons in teachers’ classrooms. After observing teachers, they engage teachers in verbal
persuasion by offering feedback and suggestions. Through these support mechanisms,
teachers are more likely to have successful mastery experiences that will lead to positive
emotional arousal.
Bruce and Ross (2008) conducted a qualitative study that examined the effects o f
a mathematics in-service that involved peer coaching on third and sixth grade teachers’
efficacy. At the beginning o f the professional development, interview data indicated that
teachers’ efficacy decreased in response to participating in peer coaching and the in

service program. As the in-service progressed, however, teachers found that their efficacy
beliefs increased. The peer coaching experience allowed for multiple efficacy
information sources to work together. For example, teachers engaged in verbal
persuasion when peer coaches persuaded partners to adopt practices (mental math) and
vicarious experiences took place when the teacher observed the peer coach implement the
strategy successfully, leading to a positive mastery experience. Thus peer coaching led to
multiple positive sources o f efficacy information (Bruce & Ross, 2008). TschannenMoran and McMaster (2009) found that without coaching to assist primary grade teachers
in implementing a new literacy strategy, a significant amount (34%) experienced dips
greater than one standard deviation in self-efficacy for reading instruction. Virtually all
teachers who did receive coaching, however, experienced increases in both self-efficacy
and self-efficacy for reading instruction. In fact, 42% experienced increases greater than
one standard deviation in self-efficacy and 38% experienced increases greater than one
standard deviation in self-efficacy for reading instruction (Tschannen-Moran &
McMaster, 2009). Cantrell and Hughes (2008) found similar results. Middle grades
teachers who participated in a year-long professional development with coaching on
content area literacy instruction experienced gains in self-efficacy for content literacy
instruction. Average efficacy levels increased from 3.69 to 4.19. Qualitative interviews
from this mixed methods study found that teachers indicated coaching and collaboration
with colleagues as essential components to support the development o f teacher efficacy
and implementation o f the professional development initiatives (Cantrell & Hughes,
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Teacher efficacy is an important concept. Many studies have been conducted that
investigate teacher efficacy, the impact it has on students and teaching, as well as how it
can be cultivated. Research is needed that investigates the role that coaching has new
teachers’ efficacy beliefs and whether those who report transformational learning
experience change in efficacy beliefs. It is also important to gain insight into the role that
other colleagues might play in making this a reality.
Transformational Learning
The following section presents information on transformational learning theory. It
provides background information regarding the theory itself and the phases involved in
the experience o f transformational learning. Research is cited that examines the role of
transformational learning in professional development settings and the transformational
learning experiences o f preservice and novice teachers.
Transformational Learning Theory
Transformational learning theory has two main orientations: the first has a focus on
individual transformation and the second emphasizes transformational learning in the
form of social change and social justice as much as it emphasizes change in the
individual (Taylor, 2007). This study employs Mezirow’s (1978) framework which
involves one’s personal transformation and growth. Mezirow (1997) cites four processes
of learning: elaborating existing points of view, developing new points of view,
transforming our points o f view, and transforming our habits of mind. The first two
processes represent instrumental learning, which deals with changing or adding to what
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one knows. The second two processes represent transformation, or changing how one
knows (Kegan, 2000).
According to Mezirow (2009), transformational learning is the most significant
learning one can do as an adult. It is thought of as how adults learn how to reason for
themselves, assess and use their judgments to decide to act or make a judgment rather
than continue to employ the beliefs or values that have previously influenced them
(Mezirow, 2009). Transformational learning refers to “the process by which we transform
our taken-for-granted frames o f reference to make them more inclusive, discriminating,
open, emotionally able to change, and reflective so that they can generate beliefs and
opinions that will prove more true or justified to guide action” (Mezirow, 2000, pp. 7-8).
It involves how one learns to reflect on and act upon beliefs, values, feelings, and
meanings rather than just using those that have been assimilated from others. A frame o f
reference is “the structure of assumptions through which we understand our experiences”
(Mezirow, 1997, p.5). Dispositions, worldviews, preferences, values, and schema are all
frames of reference. They shape our perceptions and interpretations, and they play a
major role in our actions. Typically when an idea doesn’t fit into a preexisting frame of
reference, it is rejected. Frames of reference are usually influenced by one’s culture and
how one was raised; they are not normally a part o f conscious thought. They are
composed o f cognitive, conative, and emotional components and two dimensions: habits
o f mind and points o f view. Habits o f mind are broad, abstract, habitual ways of thinking,
feeling, and acting. They act as a filter for the way in which experiences are interpreted.
Habits of mind are articulated through a point o f view, resulting in an attitude, a feeling,
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or a judgment. These are direct and shape the way one interprets situations. Habits of
mind are more durable and resistant to change; points o f view, on the other hand, are
more easily changed (Mezirow, 2000). Transformation occurs when one reflects on
taken-for-granted facts and decides whether or not they are warranted. It involves critical
analysis o f previously held beliefs and assumptions. It is a developmental process that
takes time and continuous practice (Taylor, 2008).
Mezirow (2000,2009) describes instrumental and communicative types of
learning as identified by Habermas (1984) and states that the theory of transformation
addresses the differences between the two. Instrumental learning involves controlling the
environment. It is based on improving performance and can be tested empirically.
Communicative learning, on the other hand, is the type of learning that deals with
understanding or interpreting what others mean when they communicate. This is
validated through discourse and includes the desire to reach a consensus (Mezirow,
2009). It involves understanding purposes, beliefs, values, and feelings that cannot be
validated through a test but rather requires that learners critically reflect on their
underlying assumptions (Mezirow, 1997). To identify these assumptions, one can turn to
tradition to make the judgment for her or engage in rational discourse to validate what is
being communicated. Rationality involves evaluating supportive reasons and choosing
those that seem most effective in reaching one’s objectives. Instrumental learning
involves whether or not one is able to achieve measured success in relation to the
objectives set. Communicative learning involves the ability to come to an understanding
on the problem that is experienced, engaging in autonomous thinking, negotiating beliefs,
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feelings, values, and meanings rather than simply acting on the beliefs that were acquired
from others (Mezirow, 2000).
Three major phases are involved in transformational learning. The first is the
experience o f a disorienting dilemma (Merriam, Caffarella & Baumgartner, 2007). This
occurs when previous ways o f thinking or knowing no longer work or make sense
(Mezirow, 1990). Disorienting dilemmas can be periods of personal crisis or times when
individuals search for something that seems to be missing from their life (Taylor, 1998).
It usually occurs when the integrity o f previously held beliefs are being questioned and
conflicting thoughts and feelings are experienced (Mezirow, 2009). When one realizes
that previous beliefs are no longer accurate or sufficient, it can lead to a challenging and
emotional situation (Kreber, 2012). It can produce stress and anxiety, impede learning
and debilitate the individual (Roberts, 2006). These experiences set into motion critical
reflection and the questioning of one’s assumptions. When individuals critically reflect,
they critique the accuracy of previously held beliefs and assumptions in light o f the new
situation. They reconsider them and whether they need to be revised or changed
(Brookfield, 1990). The ability to critically reflect on assumptions that influence thinking
is a key factor in addressing the challenges of being an adult and it makes learning as an
adult a more meaningful experience (Kreber, 2012). When individuals critically reflect,
they are not worried about the how or how-to, but rather they are worried about the why
they do (Mezirow, 1990). They are concerned about the reasons behind their perceptions,
beliefs, or actions. They stand outside themselves and see what they do from a bigger
perspective, and this is challenging to do (Brookfield, 1998). Brookfield (1990) cites the

use of critical incidents questionnaires as a method to promote critical reflection of
assumptions. They provide specific information from individuals about their experience
and help people recognize and analyze their existing assumptions. Kreber (2012) also
suggests that critical reflection can be fostered by using critical incidents, as well as
concept maps, collaborative work, role play, and autobiography.
The second phase o f transformational learning involves discourse to validate the
critically reflective insight (Merriam, Caffarella & Baumgartner, 2007). Dialogue is an
essential piece that promotes the transformational process. During this phase, the
individual expresses a willingness to seek understanding, agreement, and best judgment
as well as weigh the arguments against alternative ideas (Mezirow, 2009). It can occur
one-on-one, in small group settings, or in formal educational settings (Merriam,
Caffarella & Baumgartner, 2007). In order for full participation to occur, trust, empathy,
security, and solidarity should exist (Mezirow, 2000). During this discourse, individuals
share ideas and alternative ways of thinking, weigh evidence, engage in free and full
participation, have open and honest dialogue, and a shared sense o f empathy and concern.
These conditions are ideal, however, Mezirow (1989) states that they are “a standard
against which to assess educational and social practice” (pp. 171). This discourse is not
about winning an argument; it is about finding an agreement, trying other perspectives,
identifying contradictory information, and synthesizing and reframing (Mezirow, 2000).
In their review of research on transformative learning theory, Taylor and Snyder (2012)
found that in every review, the role of relationships was identified as significant. Trusting
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relationships that allow for questioning, open sharing of information, and mutual
understanding were characterized as important.
The learner must decide whether or not to act after this process of reflection and
discourse. The third phase o f transformational learning is action. Action may be gradual
or immediate or the decision may be that previous reasoning for action is reaffirmed. The
decision on whether or not to act is influenced by factors that the individual has to
overcome such as situational, emotional, or informational constraints (Mezirow, 2000).
Transformational Learning and Professional Development
Several studies have been conducted that examine transformational learning and
professional development. Common themes are found in the literature in fostering
transformational learning in professional development settings including disorienting
dilemmas (Jacobs & Yendol-Hoppey, 2010; King, 2007), questioning o f previously held
beliefs (Cranton & King, 2003; King, 2004; King, 2007), self-reflection (Cranton &
King, 2003; Eisen, 2001; Jacobs &Yendol-Hoppey, 201Q), the need for support from a
trusted other (Eisen, 2001; King, 2004; King, 2007), discourse with others (Eisen, 2001;
King, 2004), and change in perspectives and beliefs (Eisen, 2001; King, 2004; King,
2007).
Jacobs and Yendol-Hoppey (2010) studied transformation within educational field
supervisors who worked with prospective teachers in order to understand how
transformational learning occurs. They sought to understand how the supervisors
themselves could explain the process of transformation. They found that the
transformation for each individual was unique, but the process was similar. Overall, this

83
study found that disorienting dilemmas and self-reflection were the driving forces behind
the transformation that occurred. Disorienting dilemmas played a major role in this
experience; dilemmas were both personal and about society as a whole. When faced with
personal dilemma, or challenge, individuals questioned their beliefs, where they
originated from, and reflected on how these beliefs influenced their work as field
supervisors. For example, one participant was taught to respect others’ opinions growing
up; questioning others was seen as rude. Another participant felt conflicted by the fact
that she was a woman in a supervisory role. She had never seen herself in a position of
authority. Dilemmas o f practice surfaced as well. While supervisors had beliefs about
equity, they had trouble transferring those beliefs into practice. Some benefitted from
seeing the deep, self-reflection exhibited by others in the professional development
setting and wanted to change in order to become more reflective themselves.
King (2007) studied transformation from both a quantitative and a qualitative
standpoint. The context o f the study was in a professional development setting for 205 K12, adult, and higher education educators learning about new technology; 84%
experienced transformation. King found that a distinct pattern of development occurred.
The need to leam new technology served as a disorienting dilemma. Participants
questioned their abilities, faced fears, and felt confusion about this new learning. They
experienced fear and anxiety as they learned new skills citing the high value that the
public and business place on proficient technology skills. They expressed the need for the
facilitator to act as a guide and supporter. Participants tested and explored the new
technology, and as they did this, they began to gain confidence and autonomy, question
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their previously held beliefs about the use of technology and teaching and learning, and
explore how to implement new learning. They were able to affirm and connect their
learning, acquire more instruction, and make plans to use it. They began to look at
teaching and learning from a new perspective than before, and they felt empowered.
Their visions o f teaching were changed; they transitioned from receiving information to
constructing it. This professional development led to fundamental change for these
individuals; they redefined their perspectives, purposes, and practices.
In another study, King (2004) examined perspective transformation for 58 adult
educators enrolled in a master’s and doctoral program. These classes focused on
integrating learning and professional experience and engaging students in critical
reflection on their work with adult learners. The study looked at the learning experiences
from the standpoint of the student and the professor. The critical reflection that was the
centerpiece of this course resulted in perspective transformation for 36 o f the students.
King used the Learning Activities Survey (King, 1998) to gather information in order to
determine perspective transformation. This survey has shown to be valid and reliable. It
includes statements that describe different stages of perspective transformation and free
response that allow respondents to elaborate on their experiences and answers. The
responses are analyzed to the extent that they correlate with transformational learning
theory (King, 1998). Themes found from this study included becoming more openminded towards themselves and others, developing a more reflective approach to their
personal and professional lives, and gaining a better understanding o f the adults they
work with now and in the future. Several participants reported dramatic changes in open
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mindedness, citing a new ability to see multiple perspectives, reassess social roles and
look beyond stereotypes, and use of a more inclusive frame of reference and a more
reflective stance that caused them to reevaluate their beliefs. Several influences were
cited including both support and challenge by the professor, discussion, journals, personal
reflections, and class activities. Learning activities were cited as having the biggest
impact on transformative learning (86%) with class discussion being the most profound
(69%), followed by journals (53%) and reflection (47%). The facilitator played a big role
in supporting perspective transformation (cited by 86%) as they both supported and
challenged beliefs and provided opportunities for meaningful reflection. This study also
investigated the experience from the standpoint of the professor. Professors indicated
what they saw as barriers to perspective transformation. These included a lack o f support
as well as other people. Others were cited as barriers in that they may have questioned the
new thinking or failed to display support for the new perspective displayed by the
student. It seems that acceptance on the part o f others plays a role in supporting
perspective transformation (King, 2004).
Eisen (2001) studied a peer-based professional development model through the
lens o f transformative learning. This qualitative study was conducted at a community
technology college and targeted established faculty members. The program was voluntary
and sought to foster learning and change by promoting reflection and collaboration in the
realm o f actual experience with a colleague who shared a common learning objective.
Two colleagues were paired together for two semesters and their work together included
classroom research through in-class observations and student surveys, feedback sessions
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where they reviewed data and explored alternative approaches to teaching and learning,
and reflective reports o f experiences and outcomes. The observation and feedback
sessions occurred on a weekly basis. The study sought to understand the experience from
the participants’ point of view and used documents, interviews, and written reflections
including critical incidents questionnaires (Brookfield, 1990) to gain insight.
Participants were asked to define their learning. Most definitions included change:
change in practice, change in self, and change in perspective. Participants stated that they
were now able to apply their learning and internalize it; it was now a part o f them. They
also experienced conceptual shifts in their thinking. Changes cited were both instrumental
and communicative. Instrumental learning included the ability to develop better
materials, more interactive activities, and make better connections with students.
Communicative learning may not be observable, but through the reflective nature o f this
study, students cited the ability to see their teaching through the learners’ eyes, see
themselves from a new perspective, and a new ability to use reflection as a way to expand
their own perspectives. Both programmatic and relational factors played a role in
participants’ learning. The program itself had a large emphasis on professional learning.
The participants cited their peer as a key factor in facilitating change and promoting
learning. The program fostered an increased sense of reflection. The peer dynamic o f the
program was paramount. Trust, nonevaluative feedback, nonhierarchical status, voluntary
participation, mutuality o f goals and learning, and authenticity were key factors. Trust
was mentioned most frequently and cited as the most important part o f this peer learning
partnership. Most o f the participants experienced open communication. They felt courage
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and conviction to deal with sensitive subjects, listened closely and intently, and made
conscious decisions based on the feedback they received from their peer (Eisen, 2001).
Cranton and King (2003) provide considerable insight into how to make
transformative learning a goal of professional development in education. Transformative
learning helps teachers become more autonomous and authentic in their practice and
beliefs. Through this type o f learning, educators become more aware of their habits of
mind and question when necessary. Transformative learning for teachers occurs when
they critically examine their practices and start to see new ways o f understanding and
approaching their profession. To Cranton and King (2003), this should be the goal of
professional development for educators. Without constant reflection on practices,
educators “become nothing more than automatons following a dubious set o f rules or
principles—rules or principles that are unlikely to be relevant in the ever-changing,
complex context of teaching and learning” (Cranton & King, 2003, p. 32).
Habits o f mind about teaching are originated from a number of sources including
previous experiences, who one is, values and assumptions, society, and the surrounding
community. The institution in which one teaches also plays a major role influencing the
teaching practice. It influences how one thinks. One might come to it without much
critical thought, or one might question it and seek to make changes. One’s own
educational experiences also influence habits of mind about teaching. It is necessary that
educators critically examine beliefs and values as an educator, become open to
alternatives in thinking and approaches to teaching (Cranton & King, 2003).
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According to Cranton and King (2003), professional development experiences
need to incorporate activities that promote three kinds o f reflection: content, process, and
premise. Content reflection involves the examination o f content or description of the
problem. It needs to include questions that ask what happened and what did I do that led
to the particular outcome. Process reflection involves the individual in checking on the
problem solving strategies that were used. It promotes thinking around what might be
overlooked and searching for alternatives in which our thinking may have gone wrong.
Premise reflection deals with questioning the problem in itself. Here, the question asked
deals with why the individual feels responsible for the particular outcome and why it
matters. Cranton and King (2003) state that this is what has the potential to transform
perspectives o f meaning.
Specific strategies exist that promote transformative professional development.
The first is the development o f action plans. These include the use o f reflective activities
that guide discourse and learning, explicit question-posing about meaning, assumptions,
perspectives, and application. Second, case studies can be utilized. Groups can work
together to analyze a scenario and discuss consequences of actions and decisions. Third,
the work can focus on curriculum development. Together, individuals can discuss,
explore, practice and develop new curriculum materials that are relevant to their class and
their students rather than continuing to do what has always been done without critically
analyzing their appropriateness. Last, the professional development may employ critical
theory. It might force the individuals to step outside o f themselves and reexamine facts,
outcomes, and previous reasoning. Here, the focus is on discussion and analysis of
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teaching and learning practices and questioning the meaning behind the information that
is selected and provided to students and classes (Cranton & King, 2003).
Transformational Learning and Prospective or First-Year Teachers
Transformational learning has been shown to occur for prospective (Bates,
Ramirez, & Dritz, 2009) and first-year teachers (Cuddapah, 2005) as well as those who
support them in the new profession (Zuckerman, 2001). Several important factors and
characteristics are found in the literature on transformational learning in these
circumstances including the need for a mentor and a mentoring relationship that is
collaborative (Cuddapah, 2005; Zuckerman, 2001), the experience o f a disorienting
dilemma, or trigger (Cuddapah, 2005), guidance from knowledgeable others (Bates,
Ramirez, & Dritz, 2009; Zuckerman, 2001), discourse with others (Bates, Ramirez, &
Dritz, 2009; Zuckerman, 2001), critical reflection (Bates, Ramirez, & Dritz, 2009), and
perspective transformation (Cuddapah, 2005).
In the context of mentoring, it is important to realize that this relationship can
have an impact on not just the mentee, but on the mentor as well. Zuckerman (2001)
examined the transformation that veteran teachers experience as they mentor new
teachers. The mentors in this study were revitalized from this experience. The mentoring
relationship typically starts as a transmissive process, where the mentor dispenses
information to the mentee and where the mentor controls much of the discussion. This
relationship changes over time and it begins to develop into one that is more collaborative
in nature. Together, both individuals work to construct meaning from experiences. This is
key to transformational learning for both parties (Healy & Welchert, 1990). Zuckerman
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(2001) interviewed three veteran teachers who served as mentors during a yearlong
mentoring program. The mentors were interviewed three times, and each interview
focused on the experience o f being a mentor. The third interview emphasized how both
parties were affected by the mentoring relationship. In her interviews, Zuckerman
found that the mentors can experience transformation through the role o f being a mentor.
They reported that they acted as a guide rather than dispenser of information. When the
mentees experienced problems, they guided them to find solutions, define and refine
teaching practices. They benefitted from the supportive relationship, gained control over
their own teaching, and began to see themselves differently. They saw themselves as
worthy senior colleagues and effective, credible educational leaders. One particular
mentor engaged in advocacy work for the passage o f upcoming educational referendums
as a result o f this experience. Transformation for another mentor occurred when the
mentee experienced and reflected upon the challenges she was facing. This discussion
allowed the mentor opportunity to reflect back on her own challenges as a new teacher.
She shared these stories with the mentee, which comforted both individuals. It made the
mentor realize that all new teachers experience challenges even those with incredible
prowess like her mentee. She realized that failure as a new teacher does not equate to bad
teaching; in fact, these failures lead to professional growth. As a result o f this reflection
and this experience, the mentor was able to realize a newfound confidence in her own
abilities. Collaborative mentoring relationships have the potential to foster
transformational learning for both mentee and mentor.
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Bates, Ramirez, and Dritz (2009) investigated the impact that critical reflection on
the part o f student teacher supervisors has on their student teachers. In their study, they
found that critical reflection was something that builds over time for the student teachers
through repeated exposure to critical reflection on the part o f the supervisor. The student
teachers needed support and guidance in order to implement critical reflection effectively
on their own. Many o f the student teachers did not naturally engage in this practice on
their own, they needed to first be introduced to it, and it needed to be reinforced until
they did this on their own with less scaffolding from the supervisor. The supervisors in
this study modeled being reflectively aware of their own beliefs about teaching and
learning. They supported the development of this in their student teachers by explicitly
modeling it, guiding them towards implementing this, and emphasizing the importance of
this practice in their teaching and in understanding themselves better. They engaged the
student teachers in this critical reflection when debriefing after an observation and were
careful that the reflection was structured in a way that led to high levels o f reflection
rather than surface level or generalizations. They used carefully structured, open ended
questions that promoted critical thought on teaching, beliefs, and practices. Bates,
Ramirez, and Dritz (2009) report that critical reflection takes time to foster. The
supervisor has to shift from working with children to working with adults, and for student
teachers, it takes time to understand not only their own beliefs and values about teaching
and learning, but it also takes time to develop the ability to verbalize these beliefs.
Cuddapah (2005) explored the first year teacher experience through Mezirow’s
(1978) transformational learning theory. This qualitative dissertation explored the

experience retrospectively. It sought to understand the nature o f transformational learning
for first year teachers, which experiences represented the learning that occurred during
the first year, what ways this learning can be connected with transformational learning
theory, and what leads to and prevents transformational learning. Data was analyzed to
the extent to which the teachers experienced transformation in accordance with
Mezirow’s theory. Ten teachers participated in the study; eight o f these teachers
experienced transformation. Transformations that were experienced were in regard to
teachers’ point o f view regarding classroom management, the ability to see the practice of
teaching and learning differently, the recognition that there is more to teaching than was
previously thought, transformation in understanding what teaching actually is, and the
ability to see students, administration, parents, and themselves differently. The triggers,
or disorienting dilemmas that the teachers experienced were unique, but students were the
most often cited reason; the teaching profession itself was the second most common
trigger. There was no point in the year that was more likely to lead to the experience of
these disorienting dilemmas. Colleagues were cited as a great source of supporting
transformative learning including formal mentors and partner or co-teachers. Hindrances
to transformational learning included a lack o f cultural knowledge o f their students.
Administration was also cited as something that prevented transformational learning.
Professional development did not seem to contribute to or hinder the experience of
transformational learning. Four learning themes were identified including learning in
context, learning in community, learning from experience, and catalysts to learning.
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Transformational learning is the most significant learning that can occur in
adulthood (Taylor, 2009). Most of the research on transformative learning has taken place
in settings o f higher education. Little is known about transformation in other contexts
(Taylor, 2007). Novice teachers undoubtedly face disorienting dilemmas, or challenges.
They enter this new profession with habits o f mind that were established through their
own experiences and surroundings, however, what they encounter may cause for these
preconceived beliefs, values, and perspectives to be called into question, requiring them
to reflect critically upon their assumptions, where they originated, and whether they hold
true in light o f new circumstances. Novice teachers need to have colleagues to turn to for
support during these times; colleagues who will help them to sort out their thinking and
guide them into action. Coaches often fill this role. It is important to leam about novice
teachers’ experiences and whether or not they exhibit the characteristics of
transformational learning and what supports help to foster this.
At the same time, coaches are not shielded from experiencing challenges
themselves as they transition from working with children to now guiding the learning of
adults including teachers new to the profession. They, too, face disorienting dilemmas. It
is important to understand what challenges they experience, what they do during these
challenging times, and if and how transformational learning occurs in their role.
Summary
Coaches play an important role in supporting teachers through ongoing, jobembedded professional learning. Effective professional development requires intensive
and sustained efforts over 20 or more hours. The professional development needs to be
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directly related to teachers’ content area and pedagogical knowledge. It should involve
active learning, build in complexity over time, and be collaborative in nature. Coaching
encompasses these requirements.
The research presented indicates that coaches have a positive influence on
teachers, teacher practices, and students. While evidence indicates that coaching appears
to help teachers in general, little is known about how coaching impacts novice teachers
specifically. Novice teachers face a number of challenges and need intense levels of
support. Much of the support needed can be provided through the work o f a coach.
Research is warranted that specifically investigates the ways in which coaches work with
and influence novice teachers.
Teacher self-efficacy is an important motivational construct that plays a
significant role in shaping teacher attitudes and behavior. Self-efficacy is pliable early in
learning and is fairly resistant to change once established. It is important to find ways to
cultivate high levels o f teacher efficacy early in teachers’ careers. Coaches seem to play a
role in cultivating teachers’ sense of efficacy. It is important to understand the impact
this support has on these new teachers’ efficacy beliefs.
Little research exists that examines the teaching experience, especially for novice
teachers, through the lens o f transformational learning. Transformational learning is the
most powerful type o f learning an adult can experience. Research in this area is
warranted. Much of what is reported in the literature cites the overt and observable ways
in which coaches impact teachers, schools, and students, reflecting Habermas’ concept of
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instrumental learning. Research is needed that investigates the coaching experience from
the lens o f transformational learning.
The research at hand helped fill gaps in the literature on novice teachers and
school-based coaches. The research methods for the study are presented in Chapter 3.
Specifically it includes information related to the study design, participants, data
collection, and data analysis.
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CHAPTER 3
METHODOLOGY
The purpose o f my study was to gain insight into the transformational learning
experiences o f novice teachers and their instructional coaches. My objective was to
conduct case studies to better understand the challenges that both novice teachers and
their coaches faced, the critical reflection they went through, and the ways in which both
individuals were impacted from their experiences.
Review o f literature indicates that much is known about effective professional
development including coaching as well as the supports necessary for novice teachers.
Research is needed investigating the transformational learning experiences o f novice
teachers and their coaches. Specifically, information regarding the challenges, or
disorienting dilemmas each are faced with, the nature of their critical reflection and
reflective discourse, the actions taken upon reflection, and perceptions of their own
transformation is needed.
This chapter includes ten sections. The first section reviews the research questions
that guide the study. The second section provides information related to the design of the
study. The third section provides the context o f the study. The fourth section provides
information related to the sample and sample selection. The fifth section outlines the
multiple sources of data that were collected throughout the study. The sixth section
provides information regarding methods o f data analysis. The seventh section presents
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information related to ways in which dependability and credibility were established. The
eighth section outlines my role as the researcher and ways in which I protected against
any researcher bias that could have confounded results. The ninth section presents
information regarding ethical issues related to the study. Finally, the chapter ends with a
summary and reinforces the need for the study.
Research Questions
1. What is the nature of the transformational learning experiences for novice teachers and
their instructional coaches?
a. What disorienting dilemmas are experienced by the novice teacher and
instructional coach?
b.

What is the nature o f critical reflection by the novice teacher and instructional
coach?

c. What is the nature o f reflective discourse by the novice teacher and instructional
coach?
d. What actions do the novice teacher and instructional coach take upon critical
reflection and reflective discourse?
2. Is there a relationship between the transformational learning experiences o f the
novice teachers and instructional coaches and their sense o f efficacy?
Research Design
Qualitative research is defined as
.. .a means for exploring and understanding the meaning individuals or groups
ascribe to a social or human problem. The process o f research involves emerging
questions and procedures; collecting data in the participants’ setting; analyzing

98
the data inductively; building from particulars to general themes; and making
interpretations o f the meaning of the data (Creswell, 2009, p. 232).
Qualitative research is used when a problem or issue needs to be explored, and a
complex, detailed understanding of the issue is needed. This understanding can only
come to light by directly talking with individuals who have the experience, going to their
homes or places o f work, and allowing individuals to tell their stories (Creswell, 2007).
The methodology used in this study, a bounded case study, is situated in the
qualitative tradition (Yin, 2009). My objective was to examine the transformational
learning experiences o f novice teachers and their coaches. My research was designed to
uncover potentially insightful information regarding the challenges both parties faced,
how each critically reflected on their assumptions and beliefs, and consequently acted
and changed in their beliefs as a result o f reflection.
Case study research provides an in-depth description of a particular situation,
program, event, or activity (Yin, 2009). Case study research is defined as “the study of a
bounded system, with the focus being either the case or an issue that is illustrated by the
case(s)” (Stake, 1995). It is the best method to use when questions deal with how or why;
and when examining contemporary issues over which the researcher has no control (Yin,
2009). Case study research allows the researcher to explore a bounded case through
detailed data collection. The case study’s strength is in its ability to collect and examine a
variety o f evidence including documents, interviews, observations, and artifacts (Yin,
2009).
Case study research was appropriate for my study for a number of reasons. The
nature o f the research involved understanding the coaching and new teacher experience
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and the challenges faced from the perspective o f new teachers and their coaches. I did not
have control over the events in the study and it was focused on contemporary events in a
real-life context. The boundary of this study centered on the coaching experience of
novice K-5 teachers employed in one school district.
Interpretive Framework
Qualitative researchers bring paradigms or worldviews to their research
(Creswell, 2007). A paradigm or worldview is “a basic set of beliefs that guide action”
(Guba, 1990, p. 17). I employed a pragmatist paradigm. Individuals holding a pragmatist
worldview focus on outcomes rather than antecedent conditions. It is concerned with
what works and finding solutions to problems (Patton, 1990). According to Creswell
(2007), individuals using this worldview use multiple methods o f data collection, both
quantitative and qualitative, to answer the research questions, and place an emphasis on
utilizing the appropriate research that will answer the questions at hand. This worldview
is at work when case study research utilizes both quantitative and qualitative data (Yin,
2009).
Context of the Study
I conducted this study in a large urban school district in the southeastern United
States. This district consists of 77 elementary schools, 26 middle schools, and 19 high
schools and serves approximately 161,000 students. It employs approximately 11,039
teachers. Approximately 24% o f these teachers have bachelor’s degrees, 49% have
master’s degrees, 22% have specialist degrees, and 3% have a doctorate.
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The school district created a state-approved coaching endorsement program in
2011. This was one of three coaching endorsement programs in the state. All participants
in the study were employed in the same school district.
Sample and Sample Selection
The sample for my study included novice teachers and their coaches. All coaches
were literacy coaches. For the purpose of this study, novice teachers were defined as
teachers with three or fewer years of teaching experience. These individuals worked
together on a regular basis. There were eight participants in this study including four
novice teacher/ coach pairs.
Data Collection
Yin (2009) recommends using multiple sources o f data when conducting case
study research. In doing this, the researcher is able to address a wider range o f issues and
allows for the development of converging lines of inquiry. Thus any finding is likely to
be more conclusive because it can be drawn from a number o f different sources of
information (Yin, 2009).
Data were collected through a number of sources as shown in Table 1.
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Table 1
Data Collection Sources
Research Question

Data Collection Sources

1. What is the nature of the transformational
learning experiences for novice teachers and
their instructional coaches?

• Teacher/Coach Questionnaire
• Critical Incidents Questionnaires
a Interviews

a. What disorienting dilemmas are
experienced by the novice teacher
and instructional coach?
b. What is the nature of critical
reflection by the novice teacher and
instructional coach?
c. What is the nature of reflective
discourse by the novice teacher and
instructional coach?
d. What actions do the novice teacher
and instructional coach take upon
critical reflection and reflective
discourse?
2. Is there a relationship between the
transformational learning experiences of the
novice teachers and instructional coaches
and their sense o f efficacy?

•
•
•
•

Teacher Sense of Efficacy Scale
Teacher/Coach Questionnaire
Critical Incidents Questionnaires
Interviews

Data collection took place over the course of five months as shown in Table 2.
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Table 2
Data Collection Timeline
Date
October, 2012

Data Collection
• Recruit and select participants
• Teacher/Coach Questionnaire
• Teacher Sense o f Efficacy Scale #1
• Interview #1

November, 2012-January, 2013

•
•

2 Critical Incident Questionnaires
Monthly Coaching Logs

February, 2013

•
•

Teacher Sense of Efficacy Scale #2
Interview #2

Teacher/Coach Questionnaire
All participants (coaches and their novice teachers) were asked to complete a selfadministered questionnaire by typing in responses to questions and emailing the
questionnaire back to me prior to fulfilling any other parts of the study. This
questionnaire was divided into three parts. The first section contained questions such as
the participant’s educational background, teaching/coaching experience, current job
description, and whether or not the individual worked at a Title One school. The second
section contained questions regarding the teachers and coach’s perceptions, expectations,
and goals o f working with a coach or a new teacher. This information provided me with
background information about the participants prior to engaging in the first interview.
The third section contained an overview timeline (Cuddapah, 2005). This timeline helped
me gain understanding o f significant experiences the coaches and novice teachers had
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from the first day of school to the time I was able to start data collection. Participants
placed these events in order and reflected on the following questions:
•

What were the significant events you experienced since the beginning of the
school year?

•

What were the circumstances?

•

Who was involved?

•

What emotions did you feel?

Teacher Sense o f Efficacy Scale (TSES)
All participants were asked to complete the TSES (Tschannen-Moran & Woolfolk
Hoy, 2001) at the beginning o f data collection and again at the conclusion o f the study.
The survey was emailed through surveymonkey.com in October and again in February.
The TSES contains 24 questions examining three areas of general teacher efficacy:
classroom management, instructional practices, and student engagement. Participants
were asked to indicate their opinion about questions based on their current ability,
resources, and opportunity to do each o f the questions in the survey. Participants rated
their opinion for each question on a scale of one (none at all) to nine (a great deal).
Sample survey items include:
•

How much can you do to get through to the most difficult students?

•

How much can you do to adjust your lessons to the proper level for individual
students?

•

How much can you do to control disruptive behavior in your classroom?
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This measure has shown high levels of reliability (a = .94) (Tschannen-Moran &
Woolfolk Hoy, 2001).
Interviews
Interviews are essential sources of information in case study research. I utilized
two focused interviews for each participant. Focused interviews last for a short period of
time (approximately thirty minutes), remain open-ended, and assume a conversational
tone (Yin, 2009). The initial interview took place after collection o f the teacher/coach
questionnaire and the initial TSES. The second interview was conducted after the
completion of the final critical incident questionnaire and the second TSES. The
interviews were guided by semi-structured questions and an interview question protocol.
All interviews were audio taped and transcribed shortly after the conclusion of the
interview.
Information gained from other data sources were accounted for and used to revise
questions. Interview questions included:
1. Have you changed your mind about things you used to think were important or
unimportant?
2. Has teacher/coaching always been what you thought it would be like? How/How
not?
3. What have you learned about teaching/coaching?
In order to enhance the rigor o f the research, triangulation of data sources was used
by employing various methods and sources o f data. Triangulation is a means of
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corroboration, which allows the researcher to be more confident regarding the
conclusions o f the study (Bowen, 2005).
Critical Incidents Questionnaire
Critical incidents are detailed but brief descriptions about significant experiences
(Brookfield, 1990). Their purpose is to provide insight into the individual’s frame of
reference so that the reader is able to understand them as closely as possible to the
individual who is reporting them. Critical incidents provide specific information about an
individual’s experiences and help people to recognize and analyze their assumptions.
They are written by the people about their experience and provide insight into their
world; they are specific rather than general (Brookfield, 1990).
Brookfield (1990) cautions that in order to assist individuals in uncovering their
assumptive worlds, you must use indirect approaches rather than explicitly asking about
assumptions held. Instead, you should approach the work from the specific to the general
and ask for detailed accounts o f specific events and then analyze general elements within
these descriptions. Instructions should be short, clear, and precise. Brookfield suggests
that critical incidents are paired by asking participants to describe one successful event
and one failure (or a high and a low) with the successful event posed first. He states that a
fuller picture o f one’s assumptions is revealed when both positive and negative incidents
are described. In analyzing critical incidents, Brookfield (1990) suggests that you reflect
on the assumptions that inform the individual’s choice of which incident was reported as
significant as well as the assumptions that underlie the actions taken during the incident.
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I reviewed the format o f the critical incidents questionnaire at the participants’
initial interview. Participants followed guiding questions and reflected on a high point, a
low point, and anything surprising that occurred. They emailed their responses to me at
the end of November and January. These critical incidents questionnaires were a driving
force behind questions for the second interview.
Data Analysis
Before any data analysis occurred, qualitative data were transformed to the
written form (Yin, 2009). Data were transcribed using word processing. A case study
database was created. Case study notes and documents were stored in a manner that
allowed me to retrieve them easily. They were organized, categorized, and accessible
(Yin, 2009).
Qualitative data analysis is described as a spiral; the process of data collection,
data analysis, and written report are not separate steps, but are interrelated and take place
at the same time (Creswell, 2007). Data analysis was based on an inductive approach
geared toward identifying patterns in the data through thematic codes.
Units of analysis were defined. Qualitative content analysis utilizes individual
themes as the unit analysis. Expressions of ideas relevant to the research questions were
identified when coding units (Zhang & Wildemuth, 2009). According to Patton (1980),
“the qualitative analyst’s effort at uncovering patterns, themes, and categories is a
creative process that requires making carefully considered judgments about what is really
significant and meaningful in the data” (p. 406).
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Qualitative data were analyzed using the constant-comparative method (Glaser &
Strauss, 1967). Constant-comparative method allows for the comparison of each text
assigned to a category with others already assigned to that category in order to fully
understand the theoretical properties of the category. I read and reread data multiple
times. When evidence o f transformation was indicated, I analyzed and compared
experiences o f disorienting dilemmas, critical reflection, reflective discourse, and action
related to the transformation. I assigned a priori codes according to the overarching
phases of transformational learning theory.
Pattern matching was used. According to Yin (2009), pattern-matching logic is
one o f the most desirable techniques for case study data analysis. Pattern matching
allowed me to compare an empirically based pattern with a predicted one. WTien patterns
coincided, the results helped to strengthen the internal validity o f my study (Yin, 2009).
Individual transformational learning experiences were then combined to represent
novice teacher and coach transformational learning. I compared participants’
transformational learning experiences and identified inductive themes. Inductive analysis
means that the patterns, themes, and categories o f analysis come from the data; they
emerge out of the data rather than being imposed on them before data collection and
analysis (Patton, 1980, p. 306).
It is important that themes are meaningful with regard to the data in context as
well as data in comparison (Dey, 1993). I compared themes across various data sources.
Inferences were made and interpretations o f meaning gained from the data are presented.
This involved exploring the properties and dimensions of themes, identifying
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relationships between themes, uncovering patterns, and testing themes against all o f the
data (Bradley, 1993).
The use of the constant-comparative method allowed for transformational
learning themes to evolve and be refined during data analysis. As more data emerged, I
made more decisions about which data could or could not be assigned a theme (Dey,
1993). This information was then used to generate responses to the research questions.
Information from the TSES were input into Microsoft Excel. Descriptive statistics
including means and standard deviations were calculated and used in an exploratory
qualitative way and not in the inferential testing tradition. Efficacy survey results were
compared to other data collected and used to draw conclusions regarding the research
questions.
Dependability and Credibility
In case study research, it is important to establish dependability and credibility
(Yin, 2009). Several measures were taken in order to accomplish this. First, I utilized
multiple sources o f data. A major advantage o f using multiple data sources is the
development o f converging lines of inquiry. Any conclusion made was strengthened by
the ability to use several different sources o f information to come to that decision (Yin,
2009). Second, I maintained a chain of evidence. The reader o f the study is able to follow
the evidence from initial research question to case study conclusion. The reader is able to
trace the steps taken from research question to conclusion or conclusion to research
question (Yin, 2009). Third, member checking took place. The participants in the study
reviewed draft reports. This allowed for the corroboration o f essential facts and evidence
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as presented in the research. Revisions would have been made to the research if
disagreements surfaced with regard to the facts of the case. Member checking enhanced
the accuracy o f the study and reduced the likelihood that an event was falsely reported
(Yin, 2009).
Role of the Researcher
I served as a literacy coach for four years and am currently an assistant principal. I
have been trained in literacy coaching, instructional coaching, and cognitive coaching. I
participated in a coaching endorsement program, training through the state’s Title One
office, and I took a coaching class over the course o f one school semester. I also facilitate
staff development for instructional coaches at my local school.
I was constantly aware of both the emic and the etic (Pike, 1967) while
conducting this study. Etic is a term that refers to second-order concepts, or from the
perspective o f an outsider. Emic is a term that refers to first-order concepts, or from the
perspective of an insider (Schwandt, 2001). As a previous literacy coach and teacher, I
came to this study with insider knowledge and previous experiences that helped me to
understand the participants’ viewpoint. The etic perspective was used as I took on role of
researcher, not the participant.
Precautions were taken to guard against researcher bias. I did not serve as a
participant-observer. The teachers and coaches at my local school were not included in
the study. Additionally, I utilized multiple data sources and member checking in order to
triangulate the data.

110
Ethical Issues
Before any data collection began, formal approval was provided from the
Institutional Review Board (IRB) and consent forms were signed by study participants.
Permission to conduct the study was obtained from the school system’s Executive
Director of Research. Participation in the study was voluntary and participants could
choose to withdraw from the study at any time. Anonymity was ensured for all
participants. No data was collected from the school at which I worked in order to avoid
conflict of interest. Member checking took place. Facts or evidence that study
participants disagreed with would not be published in the research report.
Summary
The results from my study provide insight regarding the transformational learning
that novice teachers and instructional coaches experience. I strove to strengthen the
understanding o f how to support teachers new to the profession and provide additional
information regarding the challenges faced by novice teachers and their instructional
coaches.
In this chapter, I provided information concerning the research design, research
participants, data collection, data analysis, researcher bias, and ethical issues. The
utilization o f multiple data sources, triangulation, and member checking assisted in
maintaining the accuracy o f the results in order to create an explanation for the findings
o f the study. The next chapter provides the research results.
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CHAPTER 4
RESULTS
The purpose of this study was to investigate possible transformational learning of
novice teachers and their coaches. I sought to understand the nature of the
transformational learning that these individuals experienced, the challenges they faced,
the reflection they went through and how they changed through their experiences.
Relatively little research exists that specifically investigates the transformational learning
of novice teachers or school-based coaches. I sought to add to the research base on these
topics.
Data from the teacher and coach questionnaire, critical incidents questionnaires,
and interviews were read and reread multiple times. Significant statements were extracted
from the data for each participant individually. Data were examined holistically and for
statements that indicated possible transformation. When transformation was plausible,
evidence in relation to the phases of transformational learning was examined.
Transformational learning was indicated when an individual expressed a change in point
o f view and the phases o f critical reflection, reflective discourse, and action were evident.
Data were coded according to Mezirow’s phases of transformational learning theory.
Codes included transformational learning, disorienting dilemma, critical reflection,
reflective discourse, or action. Multiple data sources were used and member checking
took place. Participants reviewed my initial findings and provided me with feedback.
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Significant statements that represented all novice teachers’ and coaches’ transformational
learning experiences were then combined. Data were reread and reanalyzed for themes
that represented the transformational learning experienced by the novice teachers and
their coaches.
This chapter is divided into six sections. The first section reviews the research
questions guiding the study. The second section provides information regarding data
collection and participant demographic information. The third section provides individual
analysis o f each novice teacher/coach pair. It starts with information about the coach
including background information and her perception of coaching the novice teacher. It
then presents significant informational learning the coach experienced. Transformational
learning, if experienced, is then presented in relation to Research Questions 1 through Id.
Results o f the efficacy survey are provided. The novice teacher is then presented.
Information regarding the novice teacher’s background and his or her perception o f the
coaching experience is given. Significant informational learning is then presented.
Transformational learning is then presented in relation to Research Questions 1 through
Id. Results of the efficacy survey are provided. The fourth section provides a cross-case
analysis of the coaches. It includes information regarding themes that emerged from their
transformational learning experiences and a summary of their efficacy results. The fifth
section provides a cross-case analysis of the novice teachers. It includes information
regarding themes that emerged from their transformational learning experiences and a
summary o f their efficacy results. The sixth section summarizes the chapter.

113
Research Questions
1. What is the nature o f the transformational learning experiences for novice teachers and
their instructional coaches?
a. What disorienting dilemmas are experienced by the novice teacher and instructional
coach?
b. What is the nature of critical reflection by the novice teacher and instructional
coach?
c. What is the nature of reflective discourse by the novice teacher and instructional
coach?
d. What actions do the novice teacher and instructional coach take upon critical
reflection and reflective discourse?
2. Is there a relationship between the transformational learning experiences o f the
novice teachers and instructional coaches and their sense of efficacy?
Demographic Data
This section provides information regarding the context o f the study and the
participants. Data collection, demographic data, and background information is presented
for the novice teachers and coaches. Information is grouped by coaches or novice
teachers.
Eight participants contributed to my study over a five month period. These
participants included four novice teacher/coach pairs. Two o f the novice teacher/coach
pairs were from the same school (Table 3). Each participant submitted initial
teacher/coach questionnaires and agreed to partake in two in-depth interviews about his
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or her experiences as a coach or novice teacher. In addition, participants submitted two
critical incidents questionnaires and two responses to the TSES. One participant did not
submit initial survey results.
I collected demographic data through an initial questionnaire as well as through
interviews. Participants were asked to share information regarding their gender, age,
ethnicity, teaching/coaching placement, and teacher or coach preparation. An overview of
participant demographic information is depicted in Table 3.
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Table 3
Participants ’ Demographic Information
Participant

Position

School

Time in
Position

Preparation

Other Coach
Responsibilities

Support
Teacher

Tess*

Literacy A
Coach/
Specials
Teacher

5
Years

Enrolled in
Coaching
Endorsement
program

Teaches two
literacy special
segments each
day

n/a

Kat*

2nd
grade

A

<1
Year

Traditional

n/a

ESOL

Sarah*

Literacy B
Coach/
EIP
teacher

<1
year

Enrolled in
Coaching
Endorsement
Program

Teaches EIP
half day

n/a

Autumn*

5th
grade

1
Year

Traditional

n/a

ESOL,
EIP+

Penny*

Literacy B
Coach/
ESOL
teacher

6
Years

Endorsed
Coach

Teaches ESOL
half day

n/a

Kelly*

1st
grade

B

1
Year

Teach for
America

n/a

ESOL+

Stephanie*

Literacy C
Coach

<1
Year

n/a

n/a

n/a

n/a

Special
Ed.

B

2nd
Traditional
1
C
grade
Year
*denotes pseudonym
+denotes the coach serves as the support teacher
n/a denotes not applicable

Tim*
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Coaches
Coaches ranged from 27 to 66 years of age. Years of teaching and coaching
experience varied. In terms of teaching, experience ranged from five years to 24 years.
Two o f the coaches were in their first year. A third coach had five years of experience
while a fourth had six years o f coaching experience. All coaches were women and
Caucasian.
The responsibilities for coaches varied. Only one of the coaches was a full time
coach. The other three coaches had additional responsibilities to coaching. One spent half
o f her day as an EIP (Early Intervention Program) teacher. A second coach spent half of
her day as an ESOL (English as a Second or Other Language) teacher. A third coach
spent two segments of her day (approximately 1 lA hours) teaching a literacy special. Two
of the coaches not only served as the teachers’ coach but also served students in their
classroom on a daily basis for either ESOL or EIP. None o f the coaches were charged
with working with literacy for all grade levels of a school. One coach worked primarily
with second through fifth grade teachers. Two coaches supported kindergarten through
second grade. A fourth coach supported third grade through fifth grade. Only one o f the
three coaches was the sole coach at her school. None o f the coaches had official
preparation or training prior to becoming a coach. One coach completed a coaching
endorsement program last year and is now a state endorsed coach. Two of the other
coaches are currently enrolled in the program.
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Novice Teachers
Three o f the novice teachers were female, and one was male. All participants
identified themselves as Caucasian. Novice teachers ranged from 23 to 39 years old. Two
o f the teachers taught second grade while one taught first grade and another taught fifth
grade. Two teachers were in their first year of teaching, while the two other teachers were
in their second year o f teaching. Only one o f the second year teachers remained in the
same position as the first year. In terms of teacher preparation, three o f the four teachers
had traditional teacher preparation experiences. One teacher participated in Teach for
America (TFA). Two o f the four teachers entered into teaching as a career change.
Previous careers included business and hair styling.
The next section provides information regarding each novice teacher/coach pair.
Data sources are provided in parentheses. First I describe the coach including her
background information and her perception o f coaching the novice teacher. I then present
significant informational learning experienced. Transformational learning, if experienced,
is described. I then provide results of the TSES. The novice teacher is presented next. I
describe the novice teacher including his or her background information and perception
of the coaching experience. Significant informational learning is presented.
Transformational learning experiences are described. I then provide results of the TSES.
Tess and Kat
Tess and Kat work at a Title One elementary school in an urban setting in the
southeastern United States. Their school has approximately 1,450 students. About 60% of
these students are Hispanic and 40% are English Language Learners. The free and
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reduced lunch rate is 90%. Tess is Kat’s coach, and they have worked together through
two coaching cycles this year. They focused their work on the subject of reading. Tess
and Kat each experienced informational and transformational learning. Tess played a role
in Kat’s transformational learning.
Tess
Tess is 34 years old. She reported that she always knew that she was meant to be a
teacher. She recalled being responsible for younger students and bringing them to the car
pool as early as eighth grade. She remembered a teacher commenting that she was going
to become a teacher one day. In college, she didn’t start as an education major. She was
an arts administration and music major but kept coming back to children and wanting to
make a difference (Interview 1).
Tess taught for 11 years. She noted that after teaching for several years, coaching
seemed to be a natural next step. She was always someone that administrators turned to
when others needed a hand. She likes to stay on the cutting edge o f instructional practices
and is an avid reader o f professional books. She has had coaching experience at two
different schools. She coached for one year at a previous school before moving to her
new school where she has coached for four years (Interview 1).
Tess reported that when she first started coaching, her perception was driven
mainly by what her administrators wanted her to do. She was given the impression she
needed to fix bad teachers by going into their classroom and doing their jobs for them.
Her administrators had a clear vision o f what they wanted instruction to look like at their
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school and saw her as a conduit to making that happen. Now that she has gained more
experience as a coach and has transferred to another school, her experience and her view
o f coaching have changed tremendously (Coach Questionnaire, Interview 1). In addition
to coaching, Tess teaches two segments o f writing each day for first and second grade
students. Tess is currently enrolled in a coaching endorsement program. This program,
according to Tess, has taught her how to be really good at coaching (Interview 1).
Tess indicated that the state of professional learning at her current school is
something she sees as less than positive. Many teachers resist additional meetings, and
the administration has given in to this resistance. Tess sees, however, that she has made
headway with some teachers through her coaching. She focuses on teachers who want her
help and feels that these experiences have been positive (Interview 2).
Tess’s perception o f coaching Kat. Tess described Kat as eager to learn and eager
to become a better teacher (Coach Questionnaire). Their working relationship has
evolved over this past year. Starting out, Tess acted as a classroom supporter. They sat
down and talked about Kat’s needs and goals, and Tess realized that what she needed as a
starting point was an extra set o f hands. She helped get her students trained on
procedures, and she helped to get her organized. Tess felt this was important for her and
felt that this was needed before they could really work on instruction. Much of her focus
was on building trust and establishing a relationship with Kat at this early stage in their
coaching work together (CIQ 1, Coach Questionnaire).
Tess indicated that one challenge she faced while working with Kat was Kat’s
lack o f understanding of what she needed, however, this changed fairly quickly. She
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recalled Kat realizing that she could do more than help control her students. “I was proud
o f her for making the leap to asking for help. I was pleased that she finally began to see
me as more than just someone to help with crowd control” (CIQ 1). Kat started to come
to Tess with questions and became curious about what she was doing with students. She
realized that she could model different teaching strategies (CIQ 1).
In January, Tess helped Kat implement reader’s workshop, which she described
as scary for Kat. Tess supported her through this. “I reassured her just to breathe; it’s
going to be ok” (Interview 2). Tess helped her with her mini lessons because that is
where she saw the greatest need. During her next coaching cycle, Tess was able to go in
and see the result o f their work together. She indicated that she was impressed with Kat’s
progress. “She has a mini lesson.. .you can see her watching the clock and watching the
kids. You can see her gauging her kids. Are they antsy or are they on it?” (Interview 2).
Kat was actively reflecting in the moment, and Tess felt that her growth in this area has
been huge. Kat was encouraging deeper thinking in her students, and Tess was proud of
her for that. Kat was taking the work they did together and applying it in her classroom
(Interview 2).
Informational learning Tess reported that she has learned a great deal over the
course o f her years as a literacy coach both in terms of coaching and literacy. She has
grown to realize that she cannot make as big o f an impact if her administration and the
school culture do not support her work. Coming into coaching at her new school, Tess’s
administration did not really know what her job should entail. She has realized that if
they don’t know what to expect then they can’t make a difference in how she makes a
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difference (Interview 2). She has made a concerted effort to help them understand her
role. She realizes that the culture of the school and the expectations administration has for
their staff makes a big difference in the work she is able to do with teachers. While she
has been at her new school, there has been a change in administration. With that change,
however, the staff has resisted collaboration, change, and professional learning. Tess has
seen the administration struggle with moving in this new direction when teachers resist.
Teachers do not engage in regular professional learning and this affects Tess. “I think
she’s (the new principal) figuring it out as she goes, too, which of course directly impacts
the work that I do” (Interview 2). Tess has had to find other ways to work with teachers.
Tess indicated that she has also learned that coaching can be a lonely job. “You’re
very much alone. I don’t have a team. Especially that I’m the lone coach for a school of
1,450 children. It’s very lonely” (Interview 1). She has realized that she is more
productive when working with other coaches. “When I was one o f it was a lot better.
When you have someone to bounce ideas off of, you’re more productive” (Interview 1).
She realizes that having another coach at a school helps you to be more reflective about
your work and this is critical to a coach’s success (Interview 2). The new learning cited
above represents informational learning because what Tess learned added to her
understanding o f coaching; it didn’t change her understanding of coaching.
In terms of instruction, significant learning for Tess has centered on the craft of
writing and small group instruction. She reported learning how to have deep
conversations with students about their writing, get into students’ mindsets, and find
ways to improve it (Interview 2). She has also learned more about how to structure small
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group time (Interview 2). This learning is characterized as informational because it is
adding to her preexisting instructional knowledgebase.
Transformational learning. Tess began her coaching career in 2006.1 found that
her understanding of what it takes to be an effective coach has changed dramatically over
the past six years. Tess reported that when she first started, she felt that coaching was
synonymous with fixing. She was excited by the sound of coaching, but she has realized
that wanting to be a coach and actually coaching are separate things. She cannot simply
sit on the sidelines and tell others what to do and expect change to happen. She sees
coaching as getting more involved (Interview 1). When she started, she felt that she
needed to go into classrooms and teach better than the classroom teacher so that they
could see what good teaching should look like (Interview 1). She felt like she could fix
and change teachers. By using this approach, Tess thought she was going to be able to
make a difference for the teachers and the students and that this change would be instant
(Interview 1).
Tess reported soon realizing that fixing was not coaching and that approaching
teachers in this way would not lead to change. She found that change does not happen
instantly. “I’ve gone from fixing people to helping them fix themselves. It’s no longer my
job to fix you as a teacher. It’s my job to help you see what you need to work on and then
help you work on it” (Interview 2). Over time and after reflection and critical
conversations with colleagues, Tess now sees coaching as being synonymous with
growing rather than fixing.“The work I do now is not to fix teachers but to grow them.
My experiences have taught me how to gain trust, show respect, and find a way to
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improve instruction, not change it” (Coach Questionnaire). She sees that relationships
and mutual respect are critical to her success as a coach (Interview 1). Tess describes her
change in approach. “I used to be a crusader. Now I just want to put some polish on some
people” (Interview 2).
Disorienting dilemmas. Tess indicated that her first years as a coach were
extremely challenging. She became a literacy coach at her school under the direction of a
principal who had unrealistic expectations. Tess had no training on coaching. Her
principal gave her the impression that her role was to make bad teachers better teachers,
and at the same time, make struggling students really smart. The principal expected
change instantly. When she did not see the change happen or happen as quickly as she
deemed necessary, she questioned why (Interview 1).
Tess recalled working with a teacher who was a few years away from retirement
during her first year as a coach.
Here is a teacher who is in her last year or two of teaching and had so many
brilliant amazing ideas and really brought a wealth o f knowledge but she wasn’t
doing it the right way, right, according to me, according to what I was told was
the right way, and so it was my job to go in and fix her and make her do it the
right way (Interview 2).
Tess revealed remembering that, to her, the teacher had to have very specific components
in her teaching in order to be teaching correctly. “She had to have the 15 minute mini
lesson, she had to have small groups of four to six kids, and they had to be leveled. She
had to be conferring and keep conferring notes” (Interview 2). Tess remembered the
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frustration she felt. “I remember beating my head against a wall because it was never
exactly perfectly the way it was supposed to be, it wasn’t model. I had to fix it”
(Interview 2).
Tess transferred to a different school the next year. She indicated that her ideas of
what she was supposed to do did not change. When she came in, she realized that one of
her grade levels barely taught writing; this was the one subject that was not tested. She
wanted to change that and immediately experienced resistance (Interview 1). Teachers
had not been expected to teach writing and they were not willing to start now. Change
was not happening and teachers did not want her help (Interview 1).
Critical reflection. From our conversations, it seems that Tess reflected on where
her original thoughts came from. She realized that her initial ideas of what she needed to
do to be an effective coach came both from her own personality as well as demands that
were placed on her from her administration (Coach Questionnaire, Interview 1, &
Interview 2). “I am by nature a fixer. It’s my personality” (Interview 1). In looking back
on it, she didn’t know that she was trying to fix people; she was doing what she thought a
coach does. “You need to go in and this is what needs to happen and fix those teachers
and make them do it this way so that of course was my immediate mindset. They are
supposed to do it this way. This is the model” (Interview 2). She admitted that if the
principal had not been the way she was, she might have started coaching differently
(Interview 1).
Reflective discourse. Tess seemed to engage in reflective discourse when she
realized that her approach was no longer working at her new school. “I hit a wall
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immediately with our fourth grade team....1 got called into the principal’s office and she
said you can’t make people do this. We have to turn the boat slowly. We can’t expect
change overnight” (Interview 1). Tess indicated that the conversation helped her start to
realize that she needed to change in her approach and recognize that teachers were doing
great things already, and they did have a wealth o f knowledge. She needed to figure out
how to make them stronger (Interview 2). It put in motion the idea that Tess was the one
who needed to change.
After this conversation, Tess called her lead coach from her previous school. She
described this conversation vividly. “She said, and I typed this out and put it on my wall,
‘If you lead a horse to water, and you can’t make them drink, do something to make them
thirsty’” (Interview 1). Tess reported changing in her approach after this conversation.
She realized that she needed to do things that would make teachers want her to come and
work in their rooms. She felt that by doing this, her influence might expand (Interview 1).
These two conversations, according to Tess, helped change her mind set. Coaching was
not about fixing, it was about making teachers better (Interview 2).
Action. It seems that Tess’s approach to coaching dramatically changed after she
reflected on her beliefs and approach. One strategy she started to use was to shine people
up. Now when people express an interest in coaching, she does everything she can to
highlight their work together. She gives them things and makes sure others know the
growth the teacher has made. She noted seeing that by taking this approach, others want
her help and the teacher herself wants additional support (Interview 1). She shares
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resources with teachers and finds that teachers like this and come back for more
(Interview 1).
Tess revealed that another change in her approach is in looking at the big picture
instead o f thinking o f all the changes that need to take place. She thinks about the steps
that need to be taken to make a difference right now or in the near future rather than
drastic changes (Interview 1). She looks for one or two things she can do to help a teacher
and then goes back to make another thing better. “It’s little pieces instead of me going
we’ve got to overhaul writing workshop” (Interview 2).
Tess indicated that she seeks out people who want her help. She finds that she
goes through coaching cycles with the same teachers over and over again, and in doing
this, she sees that it has had a positive influence not only on that teacher, but on other
teachers as well.
I think I’ve brought about a lot o f positive change because I think there’s a ripple
effect, too. As teachers are seeing the work that goes on and they’re asking each
other. Oh, Tess shared that with you, can you share that with me or you did this in
this classroom, can you tell me about that (Interview 2).
Because of this, Tess feels her work is farther reaching than it was in the past.
Tess reported that she now realizes that her approach matters. The way she talks
to a veteran teacher has to be different than a brand new teacher. She needs to get to
know teachers, their personalities, their strengths and areas of need. She sees the
importance o f gaining trust and establishing credibility (Interview 1). Cognitive coaching
is something she now employs to help with reflective conversations with teachers
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(Interview 2). She feels that the mindsets at her school regarding coaching are shifting,
and change is slowly starting to happen (Interview 1).
The learning cited above can be characterized as transformational. From our
conversations, I found that Tess’s point o f view regarding coaching has changed. What it
seems she learned was not information that was added to her preexisting knowledge or
beliefs. Her perspective with regard to coaching and what that means is different. She
recognized that her assumptions and her beliefs about coaching were no longer accurate,
and she reflected on where those came from and why they existed in the first place. She
engaged in discourse with trusted colleagues, and these conversations helped validate her
newfound insights and realize that change needed to take place. Tess acted on this new
understanding o f coaching and is now guided by it.
Self-efficacy. Descriptive statistics for Tess’s efficacy scores are displayed in
Table 4. Tess demonstrated a high overall sense of efficacy on the pretest ( M = 8.17) and
posttest (M = 8.00). On the pretest, her highest subscale was efficacy in instructional
practices ( M = 8.75), and her lowest subscale was efficacy in student engagement (M =
7.75). On the posttest, Tess’s highest subscales were efficacy in instructional practices
and efficacy in classroom management (M - 8.25). Her lowest subscale was efficacy in
student engagement (M = 7.50), however, even on this subscale Tess answered that she
could influence student engagement quite a bit. Tess did not answer any question on the
TSES lower than a seven (quite a bit).

(
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Table 4
Tess's TSES Pretest and Posttest Scores

Teacher Efficacy
Efficacy in Classroom Management
Efficacy in Student Engagement
Efficacy in Instructional Practices
Note. M = mean; SD = standard deviation.

Pretest
M
SD
8.17
0.94
8.00
1.15
7.75
0.96
8.75
0.50

Posttest
M
SD
8.00
0.85
8.25
0.96
0.58
7.50
8.25
0.96

Change
-0.17
0.25
-0.25
-0.50

Kat
Kat is a 23 year old first generation teacher. Kat noted that she has always
enjoyed children. Teaching has always come natural to her. She recalled times when she
would have her neighbors over so that she could teach them lessons. She graduated from
college last winter and spent the spring subbing in different schools. Kat entered the
school year as a long term substitute for a fourth grade teacher on maternity leave. Three
weeks into the school year, a need arose to create an additional second grade class, and
Kat got the job. While she was thrilled to get this position, she admitted that it was an
awkward way to start her career. She started the year overwhelmed and behind. This
school year the state has adopted the Common Core State Standards. Kat admitted that
she was a little surprised when at the beginning of the year she would go to grade level
colleagues with questions and they too were unsure and asking questions (Interview 1).
Kat has ESOL students in her classroom including two students who are new to
the country. An ESOL teacher pushes into her classroom each day during reading time to
help support these students (Interview 1). Kat reported that she was grateful to have
gotten a teaching position this year; however, due to the timing o f her hiring, she will not
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be automatically offered a contract for next school year. She is in a way fighting for a
position for next school year (Interview 2).
Kat stated that she has realized teaching is a very meaningful profession. She
wakes up every day excited to teach her students (Interview 1). She has certainly had her
challenges this year, but Kat is starting to feel more stable and comfortable in the
classroom. She really loves what she does and has found that she is honored and
privileged to be a teacher (Interview 2).
Kat’s perception o f being coached. Kat reported that she was ecstatic when she
first found out she was going to work with a literacy coach. As a new teacher, she was
open to new ideas and suggestions to make life a little easier (Teacher Questionnaire).
She stated that her coach, Tess, was useful to her since the first day when she helped her
set up her classroom library and showed her how to use the school’s bookroom (Teacher
Questionnaire).
Kat stated that Tess worked with her on lesson planning and most notably her
reading instruction. After they conversed about Kat’s concerns about her reading
instruction, together Tess and Kat set a goal to try reader’s workshop. Kat realized that
her previous way o f teaching, using reading centers, was not providing students with
enough time for independent reading. Tess also helped Kat with her timing and pacing of
mini lessons (Interview 1 & Interview 2).
Kat explained that she was grateful that Tess gave her new ideas o f what she can
do in her classroom, and she was grateful for her support. “She has been a great
confidence booster which is definitely needed in relieving some o f the stress of being
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new to the career” (Teacher Questionnaire). She appreciated the feedback Tess gave
when she was in her classroom and the fact that Tess made her feel good about what she
planned for her students. Kat recommended coaching to any new teacher and appreciated
the feedback that she had received. “She’s easy to talk to but at the same time she can be
honest. If she has a critique, it’s not the end o f the world. She’s helping you. She’s helped
out a lot, definitely” (Interview 2).
Informational learning. It seems that Kat learned a great deal about teaching
during this first year in the classroom. She realized that there is more to teaching than she
thought (Interview 1). She cited the workload and the time needed to plan as new
learning. Kat has grown to understand that putting in extra time and effort into her
lessons pays off (CIQ 2).
Kat noted realizing that teaching is very involved. When she was young, she
thought that teachers were given everything, and they were there to make kids sit and be
quiet. Now she understands that teachers are purposeful in everything they do throughout
the day.
Now I know everything they do is for a reason and that is something I try to
connect with my kids about... .everything I have you do, everything I say or have
you say is for a reason and it’s all trying to scaffold your learning and
understanding (Interview 2).
The learning cited above can be characterized as informational, not
transformational learning. Kat revealed learning new information about teaching. She did
not engage in critical reflection or reflective discourse with regard to this learning.
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Transformational learning, I found that Kat’s transformation stemmed from her
expectations going into the teaching profession and what she experienced during the
course o f her first year in the classroom. Kat noted that she is the type o f person who is a
fast learner. She always wants to be good at something right away, but she has realized it
doesn’t always work that way with teaching. “I’ve realized that sometimes it takes two,
three, five times and it’s ok. It’s not instant gratification” (Interview 2). Kat came into
teaching with the expectation that teachers should be able to apply new ideas in their
classroom right away. “I felt like I should know what to try first and it should work (I
should make it work out)” (CIQ 1). Kat indicated that she has realized that even though
she is a fast learner, it takes time to get the class where it needs to be (Interview 1). There
are times when she tries something and she cannot make it work resulting in a need to try
something else.
Kat reported coming into teaching wanting to do everything perfectly during this
first year, but she has realized that it takes time to figure out what works best for you and
your students. “It doesn’t have to be right the first time, even though I want it to be, it
doesn’t have to be. Sometimes it’s good to step back and evaluate what’s going on. Not
to feel so bad if something’s not working” (Interview 2). Kat considered teaching an
honor and has realized that even if it takes time, when students show they’ve learned, it’s
all worth it.
It is an honor and a privilege to teach, even though it takes a lot o f time and
patience for them to open up (two whole nine weeks) it is worth it in the end if
they truly understand something they didn’t before second grade (Interview 2).
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It seems that classroom management has been an area that has contributed to
Kat’s transformational learning. Kat reported feeling that classroom management would
not be a challenge; however, she has realized that sometimes it is not that easy. It seems
she has found that it takes time to figure out what works for your students. “I guess
learning that not all kids respond the same way to all types of consequences or discipline,
to go by it student by student” (Interview 2).
Disorienting dilemmas. Kat’s start to the school year serves as a sort of
disorienting dilemma in and o f itself. Her class was created as an overflow class due to
high enrollment in second grade. She started behind the rest of her colleagues and with
students who had already started the year with a different teacher, learning different
routines and procedures with different classmates. This is difficult for any teacher,
especially one in her very first year.
Kat experienced many challenges related to teaching this year that focused on
both classroom management and instruction. She stated that her students had difficulty
with self-control. Kat struggled with finding a strategy that works and at times just
resorted to threatening them with consequences. Kat learned, however, that using this
strategy doesn’t always work. “Sometimes this strategy works, sometimes just for three
minutes and sometimes it doesn’t work at all” (CIQ 1). Kat admitted that she didn’t think
that behavior management would be such a struggle. “Some days it gets to me personally,
students who are still doing the same things I told them not to do... .1 always put it back
on me. There must be something I’m not doing right because they’re still doing this”
(Interview 2).
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In terms of instruction, Kat admitted that she was overwhelmed by the amount of
time it took to plan and meet the needs of her students. She anticipated that planning for
instruction would be a lot o f work, but her experience far exceeded her expectations. “My
first month I barely had time to sleep let alone shower. It consumed me” (Interview 1).
She felt overwhelmed at the notion o f taking all of the ideas that were provided and
figuring out how to organize them and put them together. Kat had her ESOL
endorsement, and although she had this credential, she realized that actually planning
lessons that are differentiated for these learners was a challenge. “It’s easy to plan it but
doing it is different with 23 other kids is challenging” (Interview 1).
Kat cited a struggle as constantly feeling that she had to reinvent the wheel
because she felt like she was teaching blindly in a way and constantly doing and then
redoing over again. She felt like she didn’t know what she was doing and didn’t know
what to do to help her students understand (CIQ 1). “When I first started I was just trying
things. If it didn’t work, I’d try something else. That was stressful...” (Interview 1). Kat
experienced a particular struggle in teaching reading. She noted realizing that her
students’ reading was not improving (Interview 1). She felt like she wasted time at the
beginning of the year by trying different approaches to teaching reading and those
approaches did not always work out. She admitted that making the decision to stick with
an idea or changing and trying something different was hard (Interview 2). It was
frustrating for Kat to be in these situations where she did not feel sure o f herself. As a
new teacher, Kat felt pressure from the school and from herself to make sure that her
students were prepared for the next grade level (Interview 2).
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Critical reflection. Kat’s reflections seemed to reveal some conflicting
expectations about teaching. She indicated that she knew that in the teaching profession
she would continuously learn and evolve (Teacher Questionnaire). She expected she
should apply and re-apply different ideas until she found what worked (Teacher
Questionnaire). At the same time, however, Kat noted that she felt like she should know
what to try first and it should work (CIQ 1). She stated that she felt that she could come
into a classroom and it wouldn’t be so hard to come up with a classroom management
plan that worked for her class, but this has been a struggle (Interview 2). It seems that
these conflicting points o f view about what she expected as a teacher coupled with the
experiences she found herself in set the stage for a transformation in her thoughts about
teaching.
Reflective discourse. Kat is not one to shy away from seeking out help. She
openly asks questions o f colleagues including an ESOL support teacher, her grade level
chair, grade level colleagues and her literacy coach, Tess. She stated that she felt her
colleagues made her feel comfortable with asking questions (Interview 2). Kat recalled a
conversation with a grade level colleague. “There was a teacher who gave me advice.
Don’t try to make yourself crazy by doing everything perfectly. Just focus on one or two
subjects and really dive in and do your best” (Interview 1). Kat reported that this is
something that has stayed with her throughout the course of the year.
Kat cited Tess as being a source o f support. She worked with Tess through two
coaching cycles, and she stated that she had been extremely supportive and helpful and
someone who boosted her confidence (Teacher Questionnaire). Tess offered Kat advice
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and feedback and made her feel good about her teaching (Teacher Questionnaire). A lot
o f the work that Kat and Tess did together was focused on Kat’s reading instruction. A
great deal o f collaboration was involved including planning, observing and offering
feedback. Through the collaborative conversations, Kat indicated that she grew to realize
that there were things about her reading instruction that she needed to change and that
there were different ways o f teaching reading that might be better for her students. For
example, she saw that the instructional model she was using needed to change. After her
conversations with Tess, she realized that the students did not have time to do
independent reading and that their work was not authentic. She cited these conversations
as helping her to have a mold of what she could do in her classroom and making her feel
more comfortable in her ability to do a better job (Interview 1).
Actions. I found that Kat has been more reflective throughout this year. She has
realized that she should not get upset if things are not working out, rather, she should step
back and evaluate what is happening and make adjustments (Interview 2). She has
realized that sometimes it takes longer for students to grasp concepts. “I learned it’s not
always plan-teach-practice-assess all the time. Sometimes you need to practice longer and
try to work it in to connect with other things for students to grasp the concepts
successfully” (CIQ 1).
Kat is changing her instruction with the guide o f her literacy coach so that it better
meets the needs o f her students. She has implemented a different instructional model with
the hopes that her students’ reading will improve (Interview 1). It seems Kat realized that
she won’t get things perfectly the first time and that what is best for her students and for

136
her as a teacher takes more time and effort than originally thought. She felt more
comfortable with her teaching and with herself. She felt more stable and saw that she has
improved this year. “I feel like I can make an impact and I’ve found things that have
worked. It’s less o f an experiment.. .doing things on purpose” (Interview 2).
The learning that Kat experienced can be described as transformational. I found
that she came into teaching with the point of view that she should be able to take an idea
and implement it and it should work right away. Through her experiences this year,
however, it seems that Kat has realized that this isn’t always true. She has had to stop and
redo things many times throughout the course o f the year. She has realized that it takes
time to figure out what works for your students and often the first thing you try isn’t the
best for your students’ needs. She has transformed in her thinking. She reflected on why
she was experiencing the frustration she felt when she had to redo things. Discourse with
a grade level colleague helped her to see that she cannot do everything perfectly and her
coach helped guide her in helping to see that change needed to happen with her reading
instruction. I found that Kat now realizes that it is ok to make adjustments and that
finding what works takes time.
Self-efficacy. Descriptive statistics for Kat’s efficacy scores are displayed in
Table 5. Kat demonstrated a large increase in her sense o f efficacy between the pretest
and posttest. Her sense o f efficacy increased 1.54 points. At the time of the pretest,
classroom management and student engagement were the lowest subscales (M = 5.75)
and instructional practices was the highest subscale (M = 6.50). A change occurred on the
posttest. Classroom management changed from being the lowest subscale (M = 5.75) to
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the highest subscale (M = 8.00). Kat increased in all subscales from pretest to posttest.
She increased in her efficacy on classroom management by 2.25 points, on the
instructional practices subscale by 1.25 points, and on the student engagement by 1.13
points. Two questions on the classroom management subscale stand out in particular.
Item 6 asks, “How much can you do to get students to follow classroom rules?” Item 8
asks, “How well can you establish classroom management system with each group of
students?” Kat increased on both questions by three points. During the pretest she rated
both questions a five (some degree). On the posttest, she rated both questions an eight
(between quite a bit and a great deal).
Table 5
K a t’s TSES Pretest and Posttest Scores
Pretest
M
6.00

Teacher Efficacy
Efficacy in Classroom
Management
5.75
Efficacy in Student Engagement
5.75
Efficacy in Instructional Practices
6.50
Note. M = mean; SD - standard deviation.

SD
0.88

Posttest
M
SD
7.54
0.92

0.96
0.65
1.00

8.00
6.88
7.75

0.00
1.31
0.65

Change
1.54
2.25
1.13
1.25

Sarah and Autumn
Sarah and Autumn work together at a Title One school in an urban setting in the
southeastern United States. Enrollment for their school is about 1,245. Approximately
60% o f the students are Hispanic and 30% are Black. Approximately 25% of the students
are English Language Learners. Sarah is Autumn’s coach; she also works in her
classroom daily as a reading EIP teacher. She strives to coach her while she is in there,
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but she admits that this is more challenging than she originally thought. She has provided
coaching at different times of the day a few times during the year but a lot of their
coaching interactions have been through providing resources and co-planning (Coach
Questionnaire, Interview 1). “I meet with her independently to talk about coaching stuff.
That’s when we talk about her mini lessons and writing” (Interview 1). Sarah feels that
providing her with resources has played a big role in establishing a solid relationship.
Sarah and Autumn have both experienced informational and transformational learning
this year. Sarah played a role in supporting Autumn’s transformational learning.
Sarah
Sarah is 27 years old. She taught fifth grade for five years and is currently in her
first year as a literacy coach at the same school. Sarah stated that she realized she wanted
to be a teacher during her senior year o f high school. She enrolled in a mentor program.
As part o f this program, she worked in a fourth grade classroom each day. She noted that
she was able to see firsthand the impact that the teachers had on students’ lives. When
she started teaching, she never thought she wanted to leave the classroom. She realized,
however, that she could take the work she was doing in her classroom and make a larger
impact on students throughout the school. Sarah expected to coach all day each day. With
budgetary restraints, however, the role of coaching at her school has changed. She
currently teaches EIP for half the day. The other half of her day is devoted to coaching.
Sarah reported that she wanted to start out coaching by being a resource provider
to teachers. She entered coaching during a time o f great change. She was a new coach
and there was a new curriculum, new teacher evaluation program, and a new spelling
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program. At her first training session with teachers she recalled feeling stressed. “I was
instantly panicked because I have always felt like I knew what I was doing, but now I had
three grade levels depending on me” (Coach Questionnaire). She knew that 25 teachers
needed her, in particular this year, because there were so many unknowns.
Overall, Sarah indicated that has had a positive experience and a seamless
transition into her new position. She admitted that there was a learning curve involved.
“It’s definitely a learning curve. It’s not an easy job; it’s not a natural job. Teachers are
very good at teaching. There’s a fine line between teaching and coaching” (Interview 2).
She is grateful to have a veteran literacy coach to work with and she feels that she, along
with her administrator has helped in her transition (Interview 1 & Interview 2). Sarah is
currently enrolled in a coaching endorsement program. Upon completion this summer,
she will be a state-endorsed instructional coach.
Sarah’s perception o f coaching Autumn. Sarah started working with Autumn
before school began during the week o f preplanning. She helped her set up her classroom
and gave her tips and resources. Sarah noted that she remembered Autumn actively
listening and taking notes (Coach Questionnaire). She thought that she was confident, and
she was impressed. As a new teacher, Sarah expected that Autumn would be in survival
mode. She was surprised that Autumn was ready to talk about instruction so quickly
(Interview 1). During the second week of school Autumn wanted feedback on her mini
lessons.
Sarah supported Autumn in classroom management strategies, helping find ways
to improve students’ reading and writing, and finding ways to meet her ESOL students’
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needs. Sarah indicated that she was impressed at Autumn’s level of reflection (Coach
Questionnaire). She said that Autumn was often able to pick out areas of growth and
showed motivation to improve upon them (Coach Questionnaire). She was particularly
impressed with her growth in her ability to modify lessons to meet the needs of her ESOL
students. She stated that she had seen a shift in her thinking and approach with these
students. She remembered having a conversation with Autumn about her lessons not
meeting her students’ needs, and now she sees the changes she has made.
I’ve seen in her, she naturally now includes all the ESOL stuff. When she comes
to a word she has them think about it, break it apart, draw it, and ask for a Spanish
translation. She has molded into a teacher that is so good for the needs of her
class. She wasn’t like that at the beginning of the year (Interview 2).
According to Sarah, it appears that Autumn has appreciated their time together. “She
dropped a note off on my desk that simply said thank you for all o f your help and
support. I would not have survived the last six weeks without you. I am a better teacher
because o f you” (Coach Questionnaire).
Informational learning. Sarah had preconceptions o f what coaching would be like.
She revealed that her initial goal was to be in and out o f every classroom on a daily basis
(Interview 1 & Coach Questionnaire). She thought she could do everything and felt that
as a coach she would be able to control everything happening in literacy in her grade
levels (Interview 1). Sarah felt that coaching was easy and it did not need a lot o f time.
Coaches could make changes in teachers right away (Interview 2). Sarah revealed that
she soon realized, however, that these ideas were unrealistic. She saw that she could not
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control what happens and that the idea o f this came from her idealistic nature. Sarah also
realized that coaches have to do more than coach and this might get in the way of their
impact.
This year Sarah coaches for half the day and teaches as an (EIP) teacher for half
of the day. She indicated that she was not concerned when she first heard that she would
be doing this. “I believed that coaching didn’t need to be a full time job. I thought a coach
could teach half time and coach half time. When I was told we were doing that this year I
thought it was no big deal” (Interview 2). Sarah realized that coaching was more difficult
and time was needed in order to make an impact. She struggled. She felt as though she
wasn’t doing a great job at being an EIP teacher or a coach. She also indicated that she
realized that coaching and being an EIP teacher are not synonymous. She taught EIP in
three new teachers’ classrooms, and administrators were purposeful in placing her in
these rooms. They felt she could be a support teacher and a coach at the same time. Sarah
has realized that this does not work as well as they thought.
I have found it with two of the three teachers very awkward to be talking in one
moment of how are we going to work as a team to help this kid and then in the
next moment your mini lesson wasn’t great let’s think about how we can improve
it. I feel like the dynamic is so different (Interview 2).
Another challenge was that her time available to coach did not align with
teachers’ schedules. Teachers had to change their schedules when they were working
with Sarah and many did not like this. She has had few opportunities to see literacy
instruction on a day to day basis in most classrooms on her grade levels (Interview 1).
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Sarah thought that coaching was important before, but she noted that she now realized
just how much people depend on the coach (Interview 1). Now that she was in the
position, having conversations with teachers and going into classrooms, Sarah realized
there was a lot that she wanted to do and there was a lot that she needed to do. She could
not do the things she wished she could because there just wasn’t time (Interview 2).
The learning cited above can be described as informational. It seems that as a new
coach, Sarah learned a great deal about coaching, and she realized that what she thought
she knew was not always realistic or correct. She added information to her understanding
o f coaching, but the experiences described above do not indicate a perspective shift. She
did not critically reflect or engage in reflective discourse on these topics.
Transformational learning. From our conversations, it seems that Sarah has
learned a lot about herself and her colleagues over the course o f her first year as a literacy
coach. She recalled other coaches and administrators telling her that she was different.
“People had said to me not everyone runs their classroom like you do and I thought they
have to be close” (Interview 2). Through this position, she has had the opportunity to
work with colleagues in a different capacity than in previous years both inside and
outside of a classroom setting. She has had to give directives and set expectations for
grade level tasks that needed completion, and she has worked in classrooms as both a
coach and a support teacher. Through these experiences, I found that she has realized that
not everyone is like her and she needs to remember that (Interview 1). She has seen that
not everyone approaches teaching or tasks as she does, and not everyone teaches in the
same fashion. She cannot tell people what to do because she thinks it’s the right way.
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She has had the opportunity to observe teaching in classrooms that might be different
than a way she would approach a lesson and has realized that other approaches can and
are working for teachers and students (Interview 2). She has realized that others have
their own ideas and approaches and she cannot tell people what to do or to teach in one
specific way (Interview 2).
Disorienting dilemmas. One disorienting dilemma Sarah experienced involved an
encounter with Autumn. Sarah recalled working with Autumn during preplanning week.
She was impressed at the questioning from this new teacher and her confidence level. She
forgot to take into consideration the fact that Autumn was a new teacher. She recalled
giving her a lot o f information during this meeting, probably more than she needed at this
point. “I could see tears welling up in her eyes, and I remember thinking, back off, Sarah,
she is new and this is too much for her” (Coach Questionnaire). Sarah approached
Autumn like a more experienced teacher. She failed to consider where Autumn was in
her development.
A second and third disorienting dilemma dealt with colleagues not doing things as
Sarah deemed necessary. During the first quarter of the school year, Sarah was charged
with leading the grade level in developing instructional calendars for the second quarter.
The curriculum standards had changed, and Sarah felt that teachers needed to take on
more o f an active role with creating these calendars as a way to become more familiar
with the standards and feel ownership over the document. She distributed the work
amongst the team. The result was not what was planned. Some of the teachers on the
grade levels followed the directions while others ignored her directions, did not do them
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at all, or put in little effort (Coach Questionnaire). Sarah remembered being shocked to
see that some teachers did not do what she asked.
One new initiative of this school year was approaching the study of spelling
differently. Instead of using spelling lists, teachers were now expected to find students’
spelling levels and differentiate their spelling instruction. Sarah stated that she understood
the reason behind this, and she felt passionately about the need to make this instructional
change. Other teachers did not share her passion. “There are more teachers than I ever
expected who are not with me and doing the bare minimum just to make me happy. It’s
so frustrating because I know why this is important and why it’s going to help our kids”
(Interview 1). Teachers were not approaching things in the same way as Sarah, and it
was frustrating for her.
Critical reflection. I found that Sarah has done a lot of reflecting on her beliefs.
In thinking about teachers, she recalled not thinking about them as individuals with their
own needs. “I think that was what I did. All my new teachers can handle this. All my
experienced teachers can handle this. I need to look more at the individual” (Interview 1).
She has realized that all o f her teachers are not the same and all new teachers and
experienced are not at the same stage or have the same needs. Teachers are different.
I found that Sarah also reflected on the idea that her own personality and beliefs
may not be shared by everyone else. “I have the personality, tell me a new thing, why it’s
good, and I’m going to do it tomorrow” (Interview 1). Not everyone is like that, and she
has realized this through some o f the challenges she experienced this year. People are not
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necessarily going to react to a new idea in the same way as she does, and this was true
with her experience with the new spelling initiative.
In thinking about her ideas about instruction, it seems that Sarah was conflicted
when people didn’t want to do what she thought was right. She came into the coaching
role with a belief that every classroom needed to look and run like her classroom. “I
literally walked out o f last school year and thought if the entire school ran like mine ran
then we would be fine. I thought my way was the only way this could work to be
successful” (Interview 2). Sarah’s experiences have forced her to reflect on this and
realize that it didn’t hold true.
Reflective discourse. From our conversations, I found that Sarah has had some
dialogue with others, namely her assistant principal and her lead coach from the coaching
endorsement program, which has assisted in helping her to understand that people
approach and engage in teaching differently. She noted that she felt passionate about
teachers changing their approach to spelling instruction. She could not understand why
teachers were not willing to change. She tried to make things easier for the teachers by
making copies and giving them all they needed to make this work in their classrooms, but
people resisted. Sarah’s assistant principal helped her gain new perspective.
She was like, you have to understand. It’s not tested, it’s not on the CRCT, it
wasn’t taught before. It was never on their radar. It was like their old way of
teaching was ripped away from them. This new initiative is coming and it’s
overwhelming (Interview 1).
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Sarah indicated that she felt that this conversation helped her gain new perspective and
patience. “It helped me see a new perspective. People just want to ride it out and see how
it goes in other rooms” (Interview 1). It seems this conversation helped Sarah realize
what was the issue. “Not everyone is like me and I need to remember that” (Interview 1).
Sarah has had conversations with her lead coach in her coaching endorsement program
about being more aware of how she approaches teachers. She has set it as a goal. Her
coach observes her and gives her feedback. “My lead coach, she’s known it’s a goal for
me and she’s helped me through that. In every video she’s watched she would say look,
you’re not bossy. You backed o ff’ (Interview 2).The coaching endorsement program has
helped her to realize that this is a goal that she needed to set (Interview 2).
Action. I found that Sarah is doing things differently after experiencing these
disorienting dilemmas and engaging in reflection both on her own and with others. She is
more careful about how she approaches the focus of her work with her colleagues.
I think I go into it not assuming that people have my mentality and I start from
where they are. At the beginning o f the year I think I started where I was. I think
I’ve changed my perspective where my experiences no longer matter where we
start. We need to start where they are and build from that (Interview 2).
She is more cognizant o f finding what works for the teachers rather than forcing her ideas
on them. “We need to find their comfort level and what their belief system is and go from
there instead o f me forcing my strategies and my belief system down their throats”
(Interview 2). She has realized that she cannot demand that people do something a certain
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way or dominate conversations or ideas, instead she asks questions and encourages others
to share ideas (Interview 2).
From our conversations, it seems that Sarah has experienced transformational
learning. I found that she now realizes that teachers are different and different than she
was as a teacher. She cannot expect all teachers to be the same, teach in the same way or
share the same passion and beliefs. Her point o f view about teachers has changed. She
critically reflected upon where her initial ideas stemmed from and why she was
experiencing the dilemmas with her colleagues. Her administrator helped open her up to
new points o f view. Sarah now coaches with a different perspective; she sees teachers as
individuals with unique needs and personalities.
Self-efficacy. Descriptive statistics for Sarah’s efficacy levels are displayed in
Table 6. Sarah demonstrated a decrease in her overall sense o f efficacy between the
pretest and the posttest by 0.83 points. During the pretest, Sarah rated the instructional
practices subscale highest (M = 8.50), and she rated the student engagement subscale the
lowest (M = 6.50). Instructional practices remained the highest rated subscale on the
posttest (M = 7.50); however, classroom management was the lowest rated subscale (M =
5.75). Two questions on the classroom management subscale stand out. Item 1 asks,
“How much can you do to control disruptive behavior in the classroom?” Item 3 asks,
“How much can you do to calm a student who is disruptive or noisy?”Sarah decreased on
both questions by three points. Sarah rated Item 1 the lowest on the survey. During the
pretest she rated it a 7 (quite a bit), but on the posttest she rated it a 4 (between very little
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and some degree). Item 3 was the second lowest rated item on the survey on the posttest
(some degree).
Table 6
Sarah's TSES Pretest and Posttest Scores
Pretest
Teacher Efficacy
Efficacy in Classroom Management
Efficacy in Student Engagement
Efficacy in Instructional Practices
Note. M = mean; SD - standard deviation.

M
7.50
7.50
6.50
8.50

SD
1.24
1.29
1.00
0.58

Posttest
M
SD
6.67
1.23
1.71
5.75
6.75
0.50
7.50
0.58

Change
-0.83
-1.75
0.25
-1.00

Autumn
Autumn is 39 years old and in her first full year of teaching. Last year she worked
for part of the year as a half-time ESOL support teacher at a different school in the same
county. Autumn is the first in her family to teach. She has a nine year old son, and he
really inspired her to become a teacher (Teacher Questionnaire). She reported that she
loves the process o f learning and seeing kids’ sense o f wonder. She likes helping people
and tapping into her creative side (Interview 1). Autumn indicated that upon entering
teaching, she was excited about seeing the result of her teaching in students’ learning.
She wanted to develop relationships with her students. Before teaching, Autumn was a
hairdresser. She noted that she often recalled stories former teacher clients would tell
about previous students coming back to visit them. Autumn looked forward to having
these same moments herself (Interview 1).
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Autumn teaches fifth grade. Eight students in her class receive ESOL services. An
ESOL teacher pushes in each day to support these students. In addition, she has four
transition students. These four students have not fulfilled all of the promotion
requirements in fourth grade. They are in fifth grade, but they receive additional help in
also mastering the fourth grade curriculum.
Autumn reported feeling nervous and overwhelmed at how the year would turn
out (Teacher Questionnaire). She admitted that there have been a few moments during the
year where she felt very overwhelmed (Teacher Questionnaire). Autumn was most
apprehensive about classroom management, but it has not really been a problem. She
actually considered it to be one o f her strong points (Interview 1). She stated that she has
had a lot o f positive comments from colleagues, including her assistant principal and
literacy coach, and these words of encouragement have been very meaningful (Interview
2). Her assistant principal remarked about her passion for teaching on two separate
occasions, and this has boosted her confidence (CIQ 1 & Interview 2). Autumn admitted
that experiencing mini successes has also been instrumental in gaining confidence
(Interview 1). She indicated that she has learned to relax a little bit more and trust herself
and her teaching (Interview 2). Autumn reported that during student teaching she would
get stomach pains and the feeling that she was going to pass out when someone came in
to observe her teaching. Now, though, she feels more comfortable in these situations
(Interview 2).
Autumn described herself as resilient, persistent, and patient. She felt that she has
a positive attitude and that it is critical in the classroom. “Teaching is one o f those
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professions it makes even more o f a difference because your attitude can set the tone for
the whole day..

(Interview 2). Overall, Autumn was thankful for her placement this

year as a first year teacher. She felt that her school had a good support team and had lots
of resources (Interview 2).
Autumn’s perception of being coached. Autumn reported looking forward to
working with a literacy coach. “I was extremely excited about working with a literacy
coach. The title within itself just sounds glamorous to me” (Teacher Questionnaire). At
the beginning o f the year, Sarah helped Autumn with finding resources and a starting
point with her students’ reading levels (Teacher Questionnaire). Sarah has also helped
Autumn with instruction. When she was struggling with teaching writing, Sarah came in,
observed, and gave her great feedback. Autumn shared with Sarah that she struggled with
her confidence, and she felt that Sarah had done a lot to help boost it. “After my first
lesson, she said I rocked it. That was definitely something I need to hear” (Teacher
Questionnaire). She described Sarah as an awesome cheerleader when her confidence
was hitting a low point (Teacher Questionnaire).
Sarah not only coaches Autumn, but she also supports her as an EIP teacher.
Sarah works in Autumn’s room for 45 minutes each day when she is not testing. Autumn
stated that she is always curious to know what Sarah is doing on the other side o f the
room and feels that the students always look engaged. Autumn admitted that she wished
there was more time that the two of them could sit and collaborate on lessons; she knows
that Sarah is very busy (CIQ 1). Overall, Autumn felt that coaches were there to cheer
people on, lift people up, support them, and provide them with what they need (Teacher
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Questionnaire). Autumn noted that this is exactly what she has experienced with Sarah
this year. She felt that Sarah talked to her like a colleague, not like she was above her.
This approach, according to Autumn, made a big difference (Interview 2).
Informational learning. I found that Autumn has learned quite a bit in this first
year as a classroom teacher. One area that was significant for her was the notion o f time
and the amount of tasks she is required to do. “The paperwork. I heard it from other
people but I never realized the amount of paperwork. It’s not just grading and lesson
planning but all the other things” (Interview 1). She saw that there are many demands that
are placed on classroom teachers beyond just teaching (CIQ 1). She has also been
surprised at the amount o f time it takes to plan for the week. She has ideas of things she
would like to do with her students, but she has realized that they were unrealistic because
time is so limited. “I feel like the time we have available to do things is so crunched,
more than I even expected. That’s probably the most surprising thing” (Interview 1).
It seems that preplanning has been a critical learning point. There were a few
instances this year where she saw just how important preplanning is for her teaching. She
realized that planning for a whole unit can be very beneficial as well planning with
colleagues. She recalled working with Sarah through the first few lessons of a writing
unit but missing important teaching points beyond that. Her lessons did not flow from
one to the other.
I forgot to have my students fill in a graphic organizer. I felt like my students
were confused as they were writing their rough drafts.. ..I would have moments
after teaching my mini lesson that I would look at the board in terror. It looked as
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if my brain had exploded into a plethora of diagrams and words which probably
didn’t make much sense to my students (CIQ 1).
In looking back on it, she realized she needed to think the unit through and go to the
coach for more help.
I found that Autumn has learned a lot about running a classroom during this first
year. She now has a better understanding o f the organization that goes into teaching.
Specifically she cited having more understanding of having a system for organizing
paperwork, graded papers and anecdotal notes (Interview 2). Autumn has several
computers in her classroom this year, and she also felt that she had learned how to more
effectively use them as a center or engaging learning tools (Interview 2).
It seems the learning that Autumn experienced above can be described as
informational. Autumn has learned a great deal over the course of this first year in the
classroom. She has added to her understanding of teaching and what is involved in it.
Transformational learning. From our conversations, it seems that Autumn’s
transformation centers on her idea o f what matters in teaching. Her focus was on herself
when she came into teaching; she focused on being a creative teacher and thinking
outside the box because that is what she thought made a great teacher (Interview 1 &
Interview 2). She has realized this belief is no longer accurate. “It’s not all about me and
what I can do. Like how creative I can be to come up with this hotshot lesson that I want
to put on teacherspayteachers.com” (Interview 1). As she has gone through her first full
year as a classroom teacher, however, she has been conflicted by this idea. She has
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experienced several challenges, resulting in her beliefs being questioned. It seems her
thinking has shifted.
It seems Autumn has realized that she does not have to come up with all original
ideas for her lesson plans. “It’s about student learning, so that would be the centerpiece or
focus. How can the student learn even if someone else made it already” (Interview 2).
Her focus is now on her students. “As a new teacher, it’s hard. I’ve learned it’s about
sharing resources and doing what’s best for the students’ benefit” (Interview 1). Her
understanding o f what she needs to be creative with seems to have changed. “I guess the
thing you have to be creative with is knowing what works best for your students.. ..pick
the lesson that will work for your kids but not necessarily recreate the wheel” (Interview
2). Autumn described her understanding o f teaching now as being both an art and a
science. You have to think about how to teach someone based on your teaching style
while at the same time taking into account the students’ learning styles (Interview 2).
I found that Autumn has learned that her focus needs not to be on herself and
coming up with the best lesson, but instead the focus needs to be on students. Autumn
sees that collaborating with colleagues for the students’ benefit is critical (Interview 1).
“Everyone’s a team, it’s all about the student, and it’s not about me. What can I do to
help the student? The focus is really on the students” (Interview 2). Collaboration and
sharing information has helped her come to these realizations (Interview 1 & Interview
2).

Disorienting dilemmas. It seems there have been several instances over the course
o f the year that brought about this transformation. One disorienting dilemma Autumn
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reported facing as a new teacher was the realization that time is limited. She came into
teaching with an image o f all the creative things she wanted to do with her class, but she
soon realized that there simply was not enough time during the school day and there was
not enough time for planning. She felt bombarded by the amount of planning that needs
to happen from week to week (Interview 1).
It seems another disorienting dilemma was when she realized that there were
many demands that are placed on you as a teacher, more than simply teaching, planning,
and grading. She recalled one particular incident when she received an email from the
bookkeeper that stated that money from a school fundraiser was due in a short period of
time. She found herself counting money rather than teaching. “I felt like I had to count
Cheetohs change instead o f help my students with their writing” (CIQ 1). Autumn felt
conflicted.
Autumn reported that student achievement or lack of student growth was difficult
for her to experience. She recalled instances when many students mastered material she
taught and at the same time many others failed (Interview 1 & Interview 2). This was
disheartening to her. It was difficult for her to find the balance with meeting all students’
needs and ensuring that they were all challenged and all learning (Interview 1).
Critical reflection. Autumn stated that she does a lot o f reflecting on her own, and
this is something that her coach, Sarah, observed as well (Interview 2). She came into
teaching with the idea that a great teacher designs creative lessons. She has reflected on
where these initial ideas of what makes a great teacher originated from. “I come from a
place where it was about creativity and thinking outside the box.. .Coming from there, I
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guess I almost had a mindset that those are the expectations of a great teacher” (Interview
1). She indicated that she realized that this perception of what mattered most came from
her undergraduate experience. Her program was focused on creative teaching and she
took this with her into this new position. She admitted that she thought she had to have it
all. “I used to believe I had to have it all together and know everything to be a teacher”
(Interview 2). She noted that she now sees that this is not the case. Autumn recalled her
days as a student teacher. “People would tell me over and over again don’t reinvent the
wheel. I felt like maybe as a student going to school I didn’t want to plagiarize
something. I had to create my own thing but it’s not necessarily like that in the real
world” (Interview 2). It appears that she had this mentality during this first year in the
classroom, and it could be a source of the belief that she needed to create everything on
her own.
It seems that when she was faced with the dilemma of counting Cheetohs change
or focusing on her students, Autumn reflected on her decision with regret. “I learned that
that the principles o f morality do apply often in life. And, I really should have put my
students first” (CIQ 1). This reflection indicates a shift in her point o f view about what
really matters.
I found that Autumn reflected about what she could do differently and how she
could change when she was faced with the realization that her students were not
performing at the levels she desired. She sought out support from her coach (CIQ1).
Autumn realized that she needed to reteach when necessary and modify her lessons to
meet her students’ needs (Interview 2).
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Reflective discourse. I found that Autumn has engaged in some discourse with
colleagues about her challenges, but she stated that she honestly hasn’t had enough time
for deep conversations with anyone (Interview 1 & Interview 2). Autumn recognized that
she is a perfectionist and that she came into teaching expecting to have it all right away
(Interview 2). She recalled a conversation with her math coach. “At the beginning o f the
year he said something to the effect of you don’t become a pro at teaching in two weeks
or two months.. ..I made it seem like I had to have it all together now” (Interview 2). It
seems this conversation helped her realize that it was acceptable to use others’ ideas.
It appears that when Autumn is feeling conflicted, a major source o f support is her
literacy coach, Sarah. Autumn and Sarah have developed a close relationship and
Autumn felt that Sarah really cares about literacy, her students, and her as a teacher
(Teacher Questionnaire). There were a few instances where Autumn sought out Sarah for
support. When she experienced a mishap with her writing lesson, she spoke to Sarah
about the experience. Sarah offered to come in and observe her and provide her with
feedback. Autumn stated that this feedback was helpful and boosted her confidence level
(CIQ 1). Sarah seemed to serve as a source of collaborative support, providing her with
lesson ideas and resources. Many o f the ideas she provided her with seem to be about
differentiating instruction to meet her students’ needs and ways to ensure that all students
are succeeding in reading. It seems that these conversations may have helped to highlight
the need to focus on students’ learning.
Action. Through these experiences, it appears that Autumn is more focused on
doing what works for her students. She came into teaching with the notion that what was

needed was creativity. It seems she has realized that focusing on her students’ growth is
what matters. She collaborates with colleagues, namely her literacy coach, to find what
works to meet her students’ needs. It appears that she no longer feels that she needs to
come up with the most creative lesson or work on her own. On her second CIQ, Autumn
cited as a high point her use of a series of lessons she found on the school’s shared drive.
She collaborated with her coach and a fellow teacher and learned the value of
preplanning, collaborating, and feeding off of the students’ energy. She indicated this as a
high point because she gave this series o f lessons thoughtful consideration. She didn’t try
to reinvent the wheel (CIQ 2). She plans her lessons with her students in mind and uses
data from assessments to pay attention to whether or not her students have learned
(Interview 2).
From our conversations, it seems that Autumn experienced transformational
learning. The description cited above was not additional knowledge about teaching;
rather, it was a perspective shift in what matters most in teaching: her students. Autumn
critically reflected on where her original thoughts came from, namely it was what she
was trained to think during her college experience. Her disorienting dilemmas seemed to
set this reflection in motion and her realization that her students were who she needed to
focus on; she needed to concentrate on how much they learned rather than coming up
with the most creative lesson. Autumn conversed with her math and literacy coach, and
she reported that each helped her to realize that she didn’t need to be perfect or do
everything herself. Autumn indicated that she believes in collaborating with colleagues
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and using ideas that already exist rather than trying to come up with something by
herself. She puts her students first and concentrates on the impact her lessons have on
their learning.
Self-efficacy. Descriptive statistics for Autumn’s sense o f efficacy are displayed
in Table 7. Autumn experienced an increase in her overall sense o f efficacy between the
pretest and the posttest by 1.16 points. Overall, Autumn was highly efficacious during
both the pretest and the posttest. The classroom management subscale was the highest
rated subscale on the pretest (M = 8.50), and student engagement was the lowest rated
subscale on the posttest (M = 6.50). On the posttest, classroom management and student
engagement were the two highest subscales (M = 9.00). Autumn felt that she could
influence her students in this area a great deal. Two questions stand out on the student
engagement subscale. Item 2 asks, “How much can you do to motivate students who
show low interest in school work?” Item 4 asks, “How much can you do to help students
value learning?” Autumn rated both questions a five on the pretest (some degree) and a
nine on the posttest (a great deal).
Table 7
Autumn’s TSES Pretest and Posttest Scores
Pretest
M
7.67

Teacher Efficacy
Efficacy in Classroom
Management
8.50
Efficacy in Student Engagement
6.50
Efficacy in Instructional Practices
8.00
Note. M - mean; SD = standard deviation.

SD
1.78

Posttest
M
SD
8.83
0.39

1.00
1.91
2.00

9.00
9.00
8.50

0.00
0.00
0.58

Change
1.17
0.50
2.50
0.50
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Penny and Kelly
Penny and Kelly work at the same school as Sarah and Autumn. Penny described
her relationship with Kelly as a great working relationship (Interview 2). Last year Penny
coached Kelly during her first year as a kindergarten teacher and this year she has both
coached her and worked with her as an ESOL support teacher. Penny and Kelly’s work
this year revolved mostly analyzing data, co-teaching, and co-planning. Penny
experienced informational learning over her years as a coach. Kelly experienced both
informational and transformational learning as a novice teacher.
Penny
Penny is 66 years old. She taught for 18 years before becoming a literacy coach.
She is currently in her sixth year of coaching, and all six years of coaching have been
spent at the same school (Coach Questionnaire).
Penny stated that she knew she wanted to be a teacher since she was eight years
old. Her aunt was a teacher. One day she had a chance to go to school with her aunt, and
from that day on, teaching was all she ever wanted to do. Penny taught kindergarten for
14 years at her current school. She became a coach when six new kindergarten teachers
were hired in one year and there was no one to support them. These teachers were upset
every day and didn’t know what to do. She was hired in November and worked solely as
a coach to these kindergarten teachers during that first year (Interview 1).
Penny indicated that she wanted to be a coach because she knew that she had
background in learning that she could help other teachers acquire. She wanted to help
others aspire to be the best they could be, support them, and add new learning and new
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ideas (Coach Questionnaire & Interview 1). Penny coaches teachers in kindergarten
through second grade. This year, in addition to coaching, she teaches half the day. She
supports reading in two classes as an ESOL teacher and in one class as an EIP teacher.
Last year Penny completed a coaching endorsement program. She is currently a stateendorsed instructional coach (Coach Questionnaire).
Penny’s perception o f coaching Kelly. Penny described Kelly as stressed when
she thought about her last year. She said that she honestly did not think that Kelly would
profit much from their work together because she had to concentrate on many things. She
remembered thinking that she would not break through to her (Interview 2). “Last year
she was under so much stress to complete her TFA and teaching certification.. .She was
so busy trying to study every night and get through every day” (Interview 1). She recalled
modeling a writing lesson in her classroom last year. “I remember being in her room and
modeling how to teach writing in kindergarten and at the time she was supposed to be
sitting down and observing and she was doing a bunch of other stuff’ (Interview 2).
Penny thought that Kelly was too busy to pay attention, but she learned that this was not
the case. “Interestingly enough, she said to me the other day, you know when you
modeled that writing for me, that really helped me because then that changed everything
for me” (Interview 2). Penny realized that Kelly was paying attention and that Kelly was
adept at multitasking.
Penny indicated that she started to see a different side o f Kelly when she
voluntarily joined the professional learning community that Penny had established with
her fellow literacy coach. “I recognized her thirst for learning and wanting to improve her
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skills..

(Interview 2). Penny worked in Kelly’s room daily and met with her weekly to

discuss their students. She helped Kelly with instruction and resources. She said that she
has seen her desire to improve her teaching and her students’ learning even more. Penny
noticed that Kelly used the ideas they discussed right away. Kelly came to her with
concerns about her students’ progress and they problem solved together (Interview 2).
Penny stated that Kelly was constantly searching for ways to raise her students’
achievement.
Penny described her time with Kelly as very rewarding. She felt that part of what
made their relationship work was that they are both passionate about the same things.
“It’s exciting to see someone love what you love and so it’s always rewarding to work
with someone who’s very receptive and accepting and who seeks you out with
questions...” (Interview 2). For Penny, this coaching experience was extremely positive.
Informational learning. When Penny started coaching, she had never had a real
coaching experience herself. Two other literacy coaches had started that same year, and
she followed their lead. She did not (and still does not) have a job description from her
administration. She had no training on coaching and had not done any professional
reading on the topic. Penny stated that when she started, she reflected on what she would
want a coach to do and she worked from there. She knew that when she was a new
teacher the most important things she needed were resources and support. With this in
mind, she approached coaching from a customer support standpoint. “It was mostly
customer support. Providing resources. The teachers being the ones to invite me in and
tell me what to do” (Interview 1).
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Penny revealed that she has grown to learn that a coach’s role should include
more than customer support. She stated that the customer support aspect was still a minor
part o f what she did, but it no longer occupied the majority of her time and efforts. She
realized that she needed to decrease what she does for teachers and ensure that her focus
was more on developing teachers’ skill sets. She saw that as a literacy leader, she needed
to work to develop a collaborative culture where she helped teachers focus on student
learning rather than doing things for people. She wanted to help guide teachers in
decision making and help them develop the capacity to reflect on why they needed to
make certain instructional decisions (Interview 1).
I now know that to be an effective coach I need to employ cognitive coaching
techniques with those that I coach, build learning communities among my grade
levels, and spend more time assisting teachers with focusing on student learning
data, assessment, and reteaching (Coach Questionnaire).
Instead o f telling teachers what to do and giving them what they needed, she now saw her
role as working closely with teachers examining student work and reflecting on what the
work indicated about students’ learning (Interview 1).
From our conversations, it seems that Penny has learned that building a learning
community amongst colleagues is important. She wanted to help change the culture of
what collaboration looked like at her school. “.. .Trying to get teachers to look at
planning in a different way. Talking about assessments, how students are learning or not
learning. Talking to one another. How did you teach that? What strategy did you use?”
(Interview 1). She indicated that she has realized that when given time to collaborate,
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teachers can develop incredible lessons (CIQ 2). Last year Penny worked with her fellow
literacy coach as part o f her coaching endorsement program. She stated that they worked
closely with a professional learning community which was made up of teachers in
kindergarten through fifth grade. They spent a great deal of time building community and
Penny felt that it made a big difference in their effectiveness as a group. Penny reported
that administration used this model of staff development school-wide this year, but time
was not spent on building community. She has seen the difference between groups that
have community established and groups that do not have this established. She understood
that building a professional learning community was a vital piece to effective
collaboration (Interview 2).
In reflecting upon her learning as a coach, Penny noted that she has also come to
realize that she now sees that teachers have their own styles. All teachers do not have to
teach in the exact same way in order to be effective. She cannot force a teacher to teach
in a certain way. “I think I’ve grown to realize and accept that there’s going to be
variations that can still work...” (Interview 2).
Penny stated that collaboration with her fellow coaches helped her with her
personal growth as a coach, especially her coach from the previous four years. Together
the two spent many hours discussing their goals as coaches and their goals for literacy
instruction at their school. Through their collaboration, they were able to realize the
school’s needs as a whole rather than from the viewpoint of isolated grade levels.
I interpret Penny’s learning as informational rather than transformational. Penny
seems to have learned more about coaching, the coaching role and the purpose of
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coaching. She reported that she still sees customer support as a part o f that role but not as
the only part. It seems she has added to her understanding of coaching that she did not
have beforehand. She did not report experiencing any moments of turmoil or disorienting
dilemmas that brought on this change. It seems that the change happened through
learning more about her role through collaboration, reading, and training. She did not
report critical reflection on previous beliefs other than the fact than focusing on customer
support is what she thought she would want as a new teacher. She had a trusted colleague
in her fellow literacy coach, but she did not report conversations with that colleague that
opened up her thinking to new perspectives. The learning that Penny did experience,
while not transformational in my opinion, is still extremely valuable. With this new
understanding, it appears that Penny would have a wider impact on her teachers and on
student learning at her school.
Self-efficacy. Descriptive statistics for Penny’s sense o f efficacy are displayed in
Table 8. Penny’s overall sense of efficacy decreased from the pretest to the posttest by
1.00 points. Classroom management was Penny’s highest subscale on the pretest (M =
8.00) and student engagement was the lowest rated subscale (M = 7.25). The instructional
practices subscale was the highest rated subscale on the posttest (M = 8.00) and student
engagement remained the lowest rated subscale (M = 5.75). Penny decreased in all three
subscales between the pretest and the posttest. The largest decreases were in the
classroom management scale and the student engagement subscale. She decreased on the
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classroom management subscale by 1.75 points, and she decreased on the student
engagement subscale by 1.50 points.
Table 8
Penny’s TSES Pretest and Posttest Scores

Teacher Efficacy
Efficacy in Classroom Management
Efficacy in Student Engagement
Efficacy in Instructional Practices
Note. M = mean; SD = standard deviation.

Pretest
SD
M
0.89
7.67
0.00
8.00
7.25
1.50
7.75
0.50

Posttest
M
SD
6.67
1.30
1.26
6.25
5.75
0.50
0.82
8.00

Change
-1.00
-1.75
-1.50
0.25

Kelly
Kelly is 24 years old. She is currently in her second year o f teaching. Last year
she taught kindergarten but moved to first grade this school year. Kelly’s preparation for
teaching is unique. She has a bachelor’s degree in marketing management. Kelly stated
that late in her college experience she realized that going into the field of business was
not what she wanted to do for her career. It was too late for her to change her major once
she had this revelation. She began looking into alternatives and wanted to find something
that would allow her to do something she would enjoy and something that would directly
impact children. Kelly found Teach for America (TFA). TFA embodied everything she
wanted to do in her career (Interview 1).
Kelly comes from a strong line o f both teachers and business people. She said that
when she decided to make a career shift, the business people in her family tried to stop
her, but the education family members supported her in the decision (Interview 1). Kelly
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admitted that she was unprepared to teaching (Teacher Questionnaire). “Coming into
teaching without a degree in education and working towards a certification, I knew
nothing about how to teach” (Teacher Questionnaire). As a TFA requirement, Kelly
attended a summer long training the summer before she started teaching. She worked in a
fifth grade class during this training experience. When she was hired, she expected to
teach fifth grade, so when she was told she was going to teach kindergarten she was in a
state o f shock. She reported that in the end, she learned to love working with younger
students and wouldn’t have it any other way. She noted that she has realized she can
develop relationships with her younger students, and these might be even more
meaningful than relationships with her older students. She also loves to see the
motivation exhibited by kindergarteners and first graders. One thing that particularly
stands out to her about working with younger students is the amount o f growth that they
experience. It has been rewarding to see students’ growth and realize that as the teacher,
she has something to do with it (Interview 1).
Teaching, according to Kelly, is her passion. She wakes up every day for her
students. Kelly said that she views teaching as a prestigious profession. She realizes that
she is teaching the future (Interview 1). Last year Kelly was limited on time. She was
working towards her TFA requirements and gaining her teaching certification all while
working full time. This year she changed her focus. “Last year I focused on excelling as a
teacher. This year I’m pushing for just my students” (Interview 1). She noted that she has
seen herself start to evolve as a leader in the younger grades this year; she feels a
personal responsibility to speak up and share with her colleagues (Interview 1).

Kelly’s perception of being coached. Kelly stated that she has had a positive
experience working with her literacy coach, Penny, over the past two years. She has
worked with Penny in a number of different ways both as a coach and as an ESOL
support teacher. As a brand new teacher and a new teacher to kindergarten, Penny helped
her with understanding how instruction should look in kindergarten. She has provided her
with instructional support as well as emotional support. She admitted that there were
times that she was worried that Penny would get frustrated with her asking questions that
most people should know. Penny showed her that she believed in her and knew she was
trying. She vividly recalled when Penny proved this. “One day I came in and there was a
flower sitting outside my door. She left a saying that said something like it was like
growing and how not everyone starts out great but can end up great” (Interview 1). This
was a turning point for Kelly. “If anyone was going to believe in me and it wasn’t her, I
was pretty doomed because she was spending a lot of time in my classroom. That was a
big aha moment” (Interview 1). It helped her to realize that she could go to Penny
whenever she needed.
Kelly admitted that when she needed help with something, she turned to Penny
even more so than her grade level colleagues or the teacher next door. Kelly enjoyed
working with Penny. She loved collaborating with her for teaching ideas and advice. She
said that she appreciated the fact that Penny points out what she does well but she also
gives her constructive feedback. Penny has been integral in Kelly’s newfound leadership
role on her grade level. She has pushed her to take on that role and gave her advice on
how to handle difficult situations.
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Kelly indicated that she realizes that not everyone perceives coaching in the same
way. “People look at coaches and administration as a nuisance. Everyone tightens up
when they have a walkthrough or when the coach comes in when they should be happy
they are here” (Interview 1). Kelly recognized that some take feedback to be a negative
aspect o f coaching, but Kelly sees that coaching is a collaborative process and something
that has really helped her to grow as a teacher (Interview 1).
Informational learning. Kelly revealed that she has learned that student learning
and analyzing data is a key part o f teaching. Unfortunately she has seen that some other
teachers focus on other things like bulletin boards or themselves rather than students and
how much their students gain from their teaching (Interview 1). She noted realizing that
teaching needs to be data driven in all grade levels. “Teaching should be data driven,
especially for the lower grades because we don’t have a lot of data unless we do it
ourselves, but instruction should be data driven in the upper grades as well as lower
grades” (Interview 1). In coming to this understanding, Kelly stated she has grown to see
the connection between a school and a business. She sees that there are many different
roles within a school building and everyone has a specific job to do. “If one person is not
doing their job correctly, it could all fall apart” (Interview 2).
The learning described above can be described as informational. As a new
teacher, it seems Kelly has added to her understanding o f teaching and teachers. This
learning was not a change in her understanding; rather it was what was learned about the
profession.
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Transformational learning. Kelly indicated that she entered into the teaching
profession with some preconceived notions about what parents would be like at her
school. She felt they would not care about their child’s education (Interview 1). She said
that now she is embarrassed to think that she ever thought o f her parents in this negative
light. “It’s crazy to think that at the beginning I could have ever thought that. It’s crazy to
think those thoughts were ever in my mind now. I’m just so involved with my classroom
and my families” (Interview 2). Kelly seems to have grown to understand that parents at
her school care deeply about their child’s education. “Education is their way out. Initially
I thought that they thought it provides free daycare but that’s most definitely not the case.
They very much care” (Interview 1). She came to the realization that establishing a team
effort between teacher and parent and creating a safe environment where parents feel
comfortable coming to the school and learning about ways to help their child may make a
world o f difference (Interview 1 & Interview 2). Kelly said that over the past two years
she has realized that parents at schools like hers really do want to be involved in their
child’s education. “It also occurred to me that my students’ parents want to help them,
they just don’t know how” (CIQ 1). Kelly noted that she now sees that it is vital that the
school provides a positive, welcoming learning environment for parents and provide them
with strategies they can use at home to help their child be successful (CIQ 1, Interview 1
& Interview 2).
Disorienting dilemmas. Kelly indicated that her first experience with parents as a
new teacher was a disheartening one. “My first open house, I had two parents show up. I
couldn’t believe these parents didn’t care to meet their child’s teacher” (Interview 1).
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Kelly felt extremely frustrated and helpless. She could not understand how a parent
would not bother to come to the school, especially parents of kindergarteners (Interview
1). Another frustrating occurrence was when Kelly would send home books for parents to
read with their children. Kelly realized that she would send home books and they would
immediately come back to school. “I sent home the books and they were just coming
right back to me and I said all it is is the cat can run. I don’t understand why they can’t
read it in English” (Interview 2). As Kelly moved into parent-teacher conferences for the
first time, however, she had an experience with a parent that challenged her thinking
about the fact that these parents simply don’t care and don’t want to help their child.
Kelly recalled the conversation with the parent. “One day a parent during a conference
said something profound and everlasting. How do I teach my student how to read when I
can’t speak or read English myself?” (CIQ 1). This comment caused Kelly to start to
question her preconceived beliefs about parents at her school.
Critical reflection. From our conversations, it seems that Kelly has done a lot of
reflecting on what her real beliefs were about parents at low income schools. “I came in
thinking that parents in the low income communities just don’t care. They don’t have the
time to care nor do they think education is valuable” (Interview 1). She noted realizing
that the way she grew up influenced this thinking.
The way I grew up and the way I saw others treat school districts that weren’t as
prestigious as ours and just the way people talked about it kind o f just melted into
my blood and created a stereotype within me that I didn’t even know (Interview
1).
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Kelly said that she has grown to see that to parents, the school can appear very negative
for a few reasons. “We look negative to them. We are always bashing their children.
Work hard, work harder, your child is not doing well in this” (Interview 1). She has also
started to look at school from second language parents’ perspective. “I realized how scary
it is to walk into a building where you don’t speak the language; you were going to walk
into my classroom where we don’t speak the same language. It’s really scary for a
parent” (Interview 1). She reflected on her own actions and how she treated these parents
when they came to meet with her. She paid attention to how she responded to them and
the impact that had, realizing that the way they responded to her changed (Interview 1).
She realized that these parents do want to help their children, but especially with the
language barrier, they needed to know how.
Reflective discourse. Kelly cited her literacy coach, grade level administrator, and
some TFA colleagues as sources of support over the past two years. With this specific
dilemma, however, Kelly went to her TFA coach for help. “My TFA coach was the one
that said well why don’t you try to teach the parents how to teach the kids how to read”
(Interview 2). This conversation as well as the conversation with the parent at the parent
teacher conference seemed to help solidify her realization that for many of the parents,
they cannot read the material in English (Interview 2). They needed to learn to read and
learn how to help their children read (Interview 1). It wasn’t that they didn’t care; they
didn’t know how to help.
Action. I found that Kelly has learned a lot about parents. During her first parent
teacher conferences this year she discussed the idea of holding parent seminars where she
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teaches parents different strategies they can use to help their child read. Many o f the
parents were interested, even those who spoke English (CIQ 1). She now holds monthly
parent seminars where she teaches parents actual teaching strategies they can use to help
their child read (Interview 1). For example, at the first meeting she taught parents simple
strategies to help their children when they get stuck on a difficult word while reading
(CIQ 1). Her first meeting was a total success. Nineteen out o f her 21 parents attended for
this training. It was so successful that she decided to extend the invitation to all first
grade parents (CIQ 1). Now she is seeing that parents are getting more involved.
I would start getting parents saying I can’t do this night or that night is not good
for me instead o f throwing it in the garbage because they can’t do Wednesday
night.. .They actually say why they weren’t attending or is there another way we
can work this out (Interview 2).
I found that Kelly is starting to evolve from naive first year teacher to teacher
leader. “I truly believe I broke new ground with my students and for other teachers at my
school. They saw the impact o f teaching parents and working with parents and working
with families to ultimately help students” (CIQ 1). She realizes that she needs to be a
leader for her students. It seems her transformation has made a world o f difference for
her, her students, and their parents (Interview 1). She is proud of how she has influenced
the mindset o f other teachers towards parental involvement (CIQ 1).
Kelly’s learning can be described as transformational. It seems she has
experienced a change in her point of view regarding parents. Kelly experienced a
disorienting dilemma where her assumptions were questioned. She critically reflected on
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where those assumptions originated from and how they needed to change. Her
conversation with the parent and her TFA coach helped her to look at the situation
differently. Her TFA coach gave her a suggestion on how to act on her new beliefs. Kelly
now views herself as a change agent. She is changing the mindset of the teachers in her
building when it comes to parents and parental involvement at her school.
Self-efficacy. Descriptive statistics for Kelly’s sense of efficacy are displayed in
Table 9. Pretest scores were not reported. Kelly’s overall sense o f efficacy was 7.25. Her
highest subscale was in her sense o f efficacy for student engagement (M = 7.50). Her
lowest subscale was in her efficacy for classroom management (M = 7.00); however this
subscale was still high. Kelly rated two items, Item 5 and Item 11, a nine (a great deal).
Item 5 asks, “To what extent can you craft good questions for students?” Item 11 asks,
“How much can you assist families in helping their children do well in school?” Item 9
was the lowest rated question. It asks, “To what extent can you use a variety of
assessment strategies?” Kelly rated this question a five (some degree).
Table 9
Kelly’s TSES Pretest and Posttest Scores
Pretest
Posttest
M
SD
M
SD
Teacher Efficacy
n/a
n/a
7.25
1.22
Efficacy in Classroom Management
n/a
n/a
7.00
0.82
Efficacy in Student Engagement
n/a
n/a
7.50
1.29
Efficacy in Instructional Practices
n/a
n/a
7.25
1.71
Note. M = mean; SD = standard deviation, n/a = not applicable.

Change
n/a
n/a
n/a
n/a
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Stephanie and Tim
Stephanie and Tim work at a Title One school in an urban setting in the
southeastern United States. Their school has approximately 750 students. The free and
reduced lunch rate is 92%. Approximately half the students are Black, while 34% of the
students are Hispanic. Stephanie has worked with Tim through two coaching cycles in the
areas o f reading and writing. Classroom management has been a part of these cycles as
well. Stephanie experienced informational learning and two instances o f transformational
learning this year. Tim also experienced both informational and transformational
learning. Stephanie played an important part in both the informational and
transformational that Tim experienced.
Stephanie
Stephanie is 33 years old. She is currently in her first year as a literacy coach.
Previously she taught second grade for nine years at a different school. Stephanie
reported that she didn’t always know she wanted to be a teacher. She made this
realization about halfway through her college experience. She majored in business and
nutrition before realizing that education was her calling (Interview 1).
While teaching second grade, Stephanie became very interested in teaching
literacy. She worked closely with the county literacy coach as well as the literacy coaches
at her school. She became involved with literacy initiatives throughout the county and
facilitated county-wide literacy staff development sessions. When she started teaching at
these trainings, she developed relationships with the other facilitators. Most o f these
individuals were literacy coaches. One o f the coaches told her that her school was
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looking for a literacy coach, and she felt that Stephanie would be perfect for the position.
A few weeks later, Stephanie got the job. She knew she wanted to become a literacy
coach, but she didn’t see the transition happening as soon as it did (Interview 1).
Stephanie indicated that she was excited to enter into this new position. She
looked forward to having collaborative conversations with teachers and seeing what goes
on in other people’s classrooms. She was happy to go to a new school and see what it had
to offer. She was also looking forward to being able to focus only on literacy (Interview

1).
Stephanie reported that she has had both successful and challenging experiences
so far this year. She was nominated by a colleague for school-wide teaching award. The
teacher appreciated her assistance and feedback in helping her with writing workshop
(CIQ 1). Stephanie is highly reflective. When things are not going well, she stops and
thinks about what she can do differently. Throughout this first year, Stephanie has
learned a great deal about herself, about teaching, and about coaching. She sees herself as
a leader in her building and feels empowered to make a difference.
Stephanie’s perception o f working with Tim. In approaching her work with Tim,
Stephanie indicated that she strove to build a relationship, collaborate and support him
however he needed. She wanted to build on what he already knew and leave him with at
least one tool he could use to make his teaching better (Coach Questionnaire). Stephanie
admitted that she is drawn to excellent teachers because she enjoys collaborating with
them. She described Tim as a natural leader. She frequently shared ideas and resources
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with him, and he often sought her out for support. She was extremely impressed with
Tim, especially as a new teacher (Coach Questionnaire).
Informational learning. I found that Stephanie has learned a great deal in this first
year as a literacy coach. She has come to a new understanding of what coaches do in their
day to day roles. Stephanie has realized that her day does not only consist of going into
classrooms and going through the coaching cycle of planning, modeling, co-teaching,
observing and providing feedback. Without a class that she is responsible for, she is often
pulled for different tasks. She has had to inventory books, substitute for teachers, plan
and manage parties, and proctor for testing. With all of this, Stephanie has learned that
her schedule is not definite. She has learned to be flexible and realize that a five day plan
can turn into two weeks (Interview 1).
Stephanie stated that she tries very hard not to ask teachers to give up additional time
to meet with her. She has realized, though, that finding time to discuss her coaching and
her feedback with teachers is very difficult. Often she does it in the classroom by cutting
a lesson short. Although this is not ideal, she feels that it helps the teachers because they
do not have to give up additional planning time (Interview 1).
Stephanie described herself as a self-motivated individual. She has realized that in
this role you have to be that way. She was surprised that administration did not check in
on her more often. The only time they came to find her was when they were doing walk
throughs or evaluations (Interview 1).
It is difficult to measure your effectiveness as a coach. Stephanie commented that it
was easier to see how effective you are when you are in the classroom. You see it in your
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students every day. As a coach, however, you have to rely on the teacher continuing the
practice after you’re gone and you see your effectiveness through their students’
achievement. Stephanie admitted that this has been difficult and challenging for her this
year (Interview 1).
I found this learning to be informational in nature. As a new coach, Stephanie has
learned about what being a coach means and what it entails. She sees how it is different
than being in charge of a classroom full of students. She has added to her understanding
o f coaching.
Transformational learning. Stephanie came into the literacy coaching position as a
new staff member at a new school. This was also her first experience as a literacy coach.
Stephanie is an extremely task-oriented individual. She is a doer and is very efficient.
Through this position, Stephanie indicated that she has realized that this part o f her at
times needs to be put on hold (Interview 1). She has realized that in order to be effective
in her position, she needs to do more than be effective in what she knows and what she
does in the area o f literacy. She has to focus attention on other areas in addition to
literacy. Stephanie said that she has realized that before she can be an effective literacy
coach, she has to invest in the teachers with whom she works. She has to get to know
them, and this means spending more time working on this rather than crossing things off
of her list that need to be done (Interview 1). She needs to have buy-in and credibility
(Interview 2). Stephanie noted that she has also realized that classroom management is
essential in order for her work to be effective. She sees that this piece is often lacking in
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many classrooms, and before she can tackle the literacy piece, she needs to help teachers
get this under control (Interview 1).
It seems that Stephanie has also learned that it takes more than effort on her part
for her work to be effective. A desire to want to learn and grow and a collaborative effort
on both parts o f the coaching relationship are needed. Unfortunately the efforts on the
part of the teacher are not and have not always been reciprocated making her impact at
times minimal (CIQ 1 & Interview 1).
Disorienting dilemmas. Stephanie described herself coming into the coaching role
as a strong classroom teacher, not only in the area of literacy but also in the area of
classroom management. She rarely had issues with managing students’ behaviors; in fact,
sometimes difficult students were purposefully put in her class. When Stephanie entered
into this position, she was appalled at the behavior she was seeing in many classrooms
(Interview 1 & Interview 2). She admitted that she did not think that dealing with
behavior would be something on which she would have to focus, in fact, she was not
even sure if this was her job.
I thought I’d go in and model a lesson and I’d try not to be that part o f it. So often
the teacher might ignore the behaviors or have a plan. I don’t want to come with
things that are already in place, but so often I see that there really isn’t something
in place and that’s the problem (Interview 1).
Stephanie reported that she realized she couldn’t be effective if the classroom
expectations were not conducive to learning (Coach Questionnaire & Interview 1). “So
often I have become a behavior coach with some o f these kids. When I go in and see
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some of the behaviors, it doesn’t matter how great your literacy teaching is, you can’t get
anything done” (Interview 1). She recalled working in a first grade room. “I was in a first
grade room for three weeks and told the teacher I am not teaching writing anymore until
they know how to behave. We did behavior for two days straight” (Interview 1). She said
that it was frustrating to her because she often had to change her focus on literacy due to
the need for classroom management (Coach Questionnaire, Interview 1, & Interview 2).
Stephanie recognized that you can’t teach literacy effectively if the students are out of
control (Interview 1).
Another challenge that Stephanie experienced was establishing relationships and
establishing her purpose with her new colleagues. “Relationships haven’t taken off as
quickly as I thought. In general, most teachers had a wall up. What can she do for me
rather than what can I learn from her” (Interview 1). Relationships with her teachers have
not happened as she thought they would happen. She reported thinking that being nice,
being helpful, and being a good person with integrity would build those relationships, but
this has not been the case from Stephanie’s experience (Interview 1).
In this new position, it seems that Stephanie has had experiences that may have
contributed to a lack o f buy-in from colleagues. Administration did not set guidelines or
communicate her purpose to the staff (Interview 2). Teachers didn’t see her purpose in
their room, and they didn’t get involved or want to get involved in what she was doing
(Interview 1). Sometimes her colleagues did not show a passion or desire for wanting to
grow and learn (CIQ 1). At the beginning of the year, Stephanie was told that she could
focus on the good to great teachers. At some point, though, this was changed. “Stop
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working with these teachers, you need to work with these teachers” (Interview 2). This
change was difficult.
Critical reflection. From our conversations, it seems that Stephanie reflected on
the challenges she faced. She grappled with students’ poor behavior and realized that in
her position, she needs to act. She cannot only focus on literacy. If students are acting
wild and the teacher’s actions are not working, she needs to step in and do something
about it (Interview 1). She said that she now sees that every person in the building is
responsible for students’ learning and behavior, not just the classroom teacher (Interview

1).
Stephanie has done a great deal of reflecting on relationships. She reported that
starting out, she felt that being nice and being helpful was what was needed in order to
establish the relationship, but she was finding that this was not always true (Interview 1).
She recalled watching her fellow literacy coach. “The beginning o f the year, people
would come to her for advice. She would push back from her desk and turn to listen to
them. I would be typing away and doing my job and getting things done” (Interview 1).
Stephanie admitted that she is task-oriented. She is driven by getting things done, and this
might be part o f why she was not able to establish relationships as she wanted. By
watching her fellow coach, she started to realize that she has to stop, look, and listen to
her teachers. She said that she also realized that she needed to talk to them and get to
know them and their lives outside o f school. She needed to talk to them about more than
just teaching (Interview 1). Stephanie saw that in establishing this relationship, she was
able to get to know the teachers and what they wanted to do to improve and grow. She
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could not push them into something. “I was pushing people to go where they didn’t want
to go and that cut off any relationship I had started to build with them” (Interview 2). It
took more than being nice and helpful to establish rapport.
Stephanie stated that she thought by having the title of coach, people would
believe that she had the necessary skills to help them move forward. “I think I thought in
becoming a coach, just having the title of coach, this person was hired and has the skills
necessary to help us move forward, that people would accept that and work with me”
(Interview 2). She has realized that just because she is called a coach doesn’t mean she
will earn the teachers’ respect. “People are going to doubt you and not listen to you. You
have to earn it and it doesn’t just come with the territory” (Interview 2). She noted
realizing that people don’t appreciate you just because you are thoughtful and well
planned; more is needed in order to get the buy in that is necessary from teachers in order
to make a difference (Interview 2).
I found that Stephanie has reflected on why many o f the teachers may not have
seen her as helpful or supportive. She felt that she did not spend as much time providing
resources at the beginning as was necessary. Her fellow coach was in a coaching
endorsement program, and she remembered hearing how ineffective being a resource
provider was for impacting student achievement. Instead of working at her own pace in
this new position, Stephanie admitted she was trying to work up to what the other coach
was doing, and she did not account for the fact that they were at two different stages in
their development as coaches.“I needed to not put myself in the same place as she was in
her cycle” (Interview 2).
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Reflective discourse. Stephanie engaged in conversation with her fellow literacy
coach as well as literacy coaches from her previous school. She indicated that these
individuals were nonjudgmental, and they could help her understand why she was feeling
frustrated. When she talked to them, they tried to get her to describe the core of the
problem. “What exactly is it that’s bothering you? What have you tried? What are you
going to do about it?” They also offered advice and served as a sounding board for new
ideas (Interview 1).
Action. Stephanie reported realizing that classroom management was a major part
of her responsibility as a literacy coach (Interview 1 & Interview 2). “I take those kids
under my wing and teachers and teach them strategies for commanding students’
attention and for following through with expectations and behavior” (Interview 1). She
no longer shies away from this or feels uncertain about whether or not it is something she
is supposed to do. “In the end, no matter what, you are here to help students learn. So
maybe my title isn’t behavior coach, but I can’t be a literacy coach if students have poor
behavior” (Interview 1).
Stephanie revealed that she has also started to set time aside to build relationships
with teachers. She asks questions and pinpoints the exact teacher and student need that
should be addressed. She is putting her work on hold and putting more effort into
investing in her colleagues (Interview 1).
It seems that Stephanie has realized it’s difficult to make lasting change without
the teacher buy-in (Interview 2). After reflecting on the difficulties she has experienced in
this area and her newfound understanding of just how important this is to be effective in
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her position, Stephanie is making some changes. She seems to have realized that she
cannot push people to where they do not want to go. In order to get teachers to see that
she can be helpful, she is doing more by way of providing resources, writing lesson and
unit plans, and she is focusing more on building relationships (Interview 2).
From our conversations, I found that Stephanie experienced transformational
learning. It seems that her point of view of what it takes to be an effective literacy coach
has changed. She said that coming into the role, she felt that being effective meant
sharing literacy knowledge and impacting literacy practices. She has realized that being
an effective literacy coach is about more than literacy. It is about helping teachers in
areas they need help with, including classroom management. Stephanie has also grown to
see that in order to be an effective literacy coach, teachers have to exhibit a desire to learn
and grow. It takes both individuals engaged in the work in order to truly make an impact.
Stephanie had several disorienting dilemmas that made her question what being effective
meant. She realized that even if she didn’t want to get involved in classroom
management, she needed to in order to help teachers get to a place where they could
improve in their instruction. She also realized that she cannot be effective without
relationships and buy-in from teachers, and this is not easy. Stephanie reflected on her
conflicting feelings and grew to realize that her original thoughts did not hold true. She
has seen where she needed to change in her approach in order to make the impact she
strives to make. The reflective discourse that she engaged in with her fellow coaches was
not captured in rich detail through the data collection. Stephanie had difficulty describing
the conversations with specificity, although she knew that they took place and
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remembered the conversations helping her get to the core o f the problem. Her coaches
helped by giving her advice on how to move forward. Stephanie has changed in her focus
and in her point o f view of what it takes to be an effective literacy coach.
Transformational learning. Stephanie reported that she entered into the teaching
and coaching role with a great deal o f emotion and passion. For Stephanie, this is a
career, not simply a job. Stephanie indicated that she has learned that others do not
approach teaching in the same way or with the same passion or drive. She has learned
that everyone does not have the same desire to grow, learn, and collaborate. “Not
everyone comes here because it’s their career, their passion. People come because it’s
their job and they get a paycheck from it. It doesn’t mean as much to them as it means to
me” (Interview 2). She realizes that without both parties being equally engaged in the
work, she cannot be as effective. Unfortunately Stephanie has learned that many in her
career do not approach teaching or coaching in the same way that she views it. “It makes
me sad for some kids. How unfair they have to spend nine months with this teacher when
the kids across the hall get that teacher. It makes me nervous for my own kids” (Interview
2 ).
Disorienting dilemmas. It seems that Stephanie has experienced several instances
that have served as triggers for this change in thinking. In this new position, she goes into
a lot of classrooms. She has experiences that she otherwise would not have had and gains
new knowledge and perspective on how others approach the teaching profession
differently. While working in one classroom with a special education teacher, Stephanie
heard the teacher say to a student, “I’m not going to help you. You said you knew what to
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do.” The student could not sound out an important unknown word part. Startled at the
interaction between the teacher and student, Stephanie spoke up and said, “This isn’t an
assessment. It’s okay to help him” (CIQ 2). Stephanie was taken aback that a teacher,
whose job it is to teach and help students learn, told a student that she would not help him
(CIQ 2).
Other difficult interactions have happened between Stephanie and teachers. After
modeling two very successful guided reading lessons in a classroom and taking time to
reflect with a teacher, the teacher did not commit to continuing the work in her
classroom. Stephanie said that she was surprised at the lack o f interest on the part of the
teacher (CIQ 1). A second difficult teacher interaction came during a grade level planning
session. The teacher was disrespectful in a passive aggressive way. “She basically
belittled me in front of the whole third grade team. Everyone was taken aback by her
comments, and it just put a wedge between her and me, at least in my eyes” (CIQ 2). The
teacher made comments that Stephanie talked too much and that the session was a waste
of their time. A third example was when Stephanie coached in a teacher’s classroom over
the course o f a week. Stephanie modeled several lessons and then the teacher took over
teaching. In starting the reflective conversation on the teacher’s lesson, Stephanie posed
the following question, “Was there anything you were able to take from my lesson that
you were able to apply today to your lesson that you felt made your lesson a little more
successful?” The teacher replied, “No.” Stephanie stated that she felt like the wind had
been knocked out of her (Interview 2).
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It seems that the interactions described above served as disorienting dilemmas for
Stephanie. She indicated that she felt like she had been supportive to these teachers. She
also felt that she put a great deal of effort into her job and she was not getting the impact
she wanted to see (CIQ 2). To Stephanie, teachers see her and wonder what she can do
for them rather than what they can learn from her (Interview 1). This goes against what
Stephanie feels her purpose is which is to get the teacher involved in what she’s doing
and help to make the work more effective (CIQ 1).
Critical reflection. I found that Stephanie reflected and realized that when she
came into coaching, she came with the assumption that people would want her to come in
and help them because that is what she wanted from her coach (Interview 2). She thought
that teachers would be appreciative when they saw her experience success in their
classrooms. What she started to realize, however, was that many are annoyed that she can
come in and do that (Interview 2). Again, her original expectation came from her
previous experiences as a teacher. “When my literacy coach did that, I was hanging on
every word” (Interview 2). This reflection helped Stephanie realize why she was
experiencing some o f her struggles. Not everyone views coaching or teaching in the same
way. She needed to see that a broader perspective existed.
Reflective discourse. I found that Stephanie engaged with a few key individuals in
reflecting on this new learning, including her fellow coach as well as the behavior coach
at her school. During our second interview, she recalled a conversation with the behavior
coach that helped further her realization that differences exist between her and some of
her colleagues. Stephanie felt conflicted after attending a staff development session on
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how Black and Hispanic students need to be taught differently. She felt that best practices
should impact students no matter their background or ethnicity. The behavior coach
helped her realize, however, that just because she has never had cultural or racial issues
with kids of different backgrounds, other people do.
He just opened my eyes to the fact that I am naive to some things that happen in
this world and not really knowing where kids come from and the baggage they
bring that sometimes is beyond an instructional standpoint when we’re talking
about how to work with these kids. Just because I never had racial or cultural
issues with kids o f different races and cultures, other people do. And that’s why
we’re having these conversations. That’s when I need to get out o f myself and say
not everyone is like me (Interview 2).
It seems that Stephanie’s reflective discourse with her former literacy coach has been
more in the role of advisor. She has helped her realize that sometimes things are beyond
her control. She needs to focus on those who want to learn from her. Stephanie admitted
that this can be challenging, however, because her administration determines the teachers
with whom she works (Interview 2).
Action. Stephanie indicated that she has realized that she is a leader in her
building. She has to be strong. “I think I am learning to be strong and stand up for kids,
even if it means standing up to an adult” (CIQ 2). She has realized that as a coach, it is
her job to bring awareness to teachers, even though sometimes it’s hard (CIQ2). When
she sees a problem, she feels she needs to address it (Interview 2).
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Stephanie revealed that she is continuing to reflect and make changes when
necessary. She is striving to get to know her teachers better so she knows how to
approach them and their work together. She is reverting back to providing resources to
teachers. In her eyes, many don’t see her as helpful and supportive as she would like
them to, so she is trying to do things to change this perception by writing unit plans for
them. She is doing more to build relationships and get to know the teachers on a personal
level (Interview 2).
The experiences described above can be characterized as transformational
learning. It seems that Stephanie has experienced a perspective shift in this new role. I
found that she now sees that teachers are not all like her; they do not all approach
teaching, coaching, or students in the same way or in her same way. Sometimes this can
be negative. Stephanie had several disorienting dilemmas with teachers this year that
have caused her to reflect on why she felt the way she felt. She realized that coming into
coaching, she looked at things from her own perspective and didn’t open herself up to
other ways o f thinking about teaching or coaching. She assumed that people would want
to grow and leam and teachers would be respectful o f students’ needs and backgrounds.
These experiences called those assumptions into question. Teachers were not always
doing what was best for students or always behaving in a professional way. Discourse
with a fellow coach at her school helped strengthen her newfound understanding that not
everyone approaches teaching or students in the same way. This has strengthened her
need to get to know her teachers better and establish relationships with them. Once she
gets to know her teachers better she will have a better idea of how to approach and work
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with them. It has also helped her to see that she needs to be a leader and bring awareness
to adults when something they are doing is not what is right for students.
Self-efficacy. Descriptive statistics for Stephanie’s sense o f efficacy are displayed
in Table 10. Stephanie demonstrated a decrease in her overall sense of efficacy from the
pretest to the posttest by 1.00 points. Her highest rated subscale on the pretest was her
efficacy in instructional practices (M = 8.00), and her lowest rated subscale was her
efficacy in classroom management (M = 6.50). On the posttest, efficacy in instructional
practices remained the highest rated subscale (M = 8.50). Efficacy in classroom
management (M = 5.00) and efficacy in student engagement (M = 5.00) were the two
lowest rated subscales on the posttest. Stephanie’s biggest decrease was in the area of
student engagement by 2.00 points. Her scores for each question on this subscale
decreased from a seven (quite a bit) to a five (some degree). The only subscale that
increased from pretest to posttest was efficacy in instructional practices. Stephanie
increased by 0.50 points in this area.
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Table 10
Stephanie‘s TSES Pretest and Posttest Scores
Pretest
Teacher Efficacy
Efficacy in Classroom Management
Efficacy in Student Engagement
Efficacy in Instructional Practices
Note. M = mean; SD = standard deviation.

M
7.17
6.50
7.00
8.00

SD
1.03
1.00
0.00
1.15

Posttest
SD
M
6.17
1.80
5.00
0.00
5.00
0.00
8.50
1.00

Change
-1.00
-1.50
-2.00
0.50

Tim
Tim is 35 years old. He is currently in his second year o f teaching, and he teaches
second grade. Tim comes from a family of teachers. His mother and wife are both
teachers, and he has several aunts and uncles who are also teachers. Teaching is Tim’s
second career. Before teaching, he had a career in sales. He often worked long hours,
traveled, and was away from his family. When he was laid off he did a lot o f soul
searching. He realized he wanted to do something that made an impact on kids’ lives. A
former college baseball player, Tim spent a lot of time working with kids in summer
baseball camps. He recalled a conversation with a child during one of those camps. The
child expressed to him that he wished that Tim were his teacher. That statement still
resonates with Tim today. He realizes that all children have needs, and it is his job to give
back and make sure he meets his students where they are and make an impact on their
lives.
Tim has been successful over these past two years. His class frequently scores
well on county tests, and he is proud of that. This year he was nominated by colleagues
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for a school-wide teaching award. He said that as a new teacher, he was extremely
honored and surprised by this recognition. It helped him to realize that hard work pays
off. This nomination meant a great deal to him, and he was glad to see that others realized
how much effort he puts into his instruction.
Tim’s perception of being coached. Tim reported that he was excited to work with
Stephanie. He sought fresh, new ideas and wanted to use what he could gain from her to
better equip his students for success both this year and in years to come. He described
himself as a sponge; he wanted to soak up everything he could from her. Tim has had a
very positive experience working with Stephanie. He indicated that he thinks she is
extremely helpful (Interview 1). Tim described Stephanie as rigorous and energetic, and
he felt that this was contagious. Tim felt that their relationship was very collaborative.
Tim realized that some teachers do not approach coaching in the same way. He felt that
his coach was underestimated and that many took her for granted (Interview 2).
Informational learning. I found that Tim has learned a great deal about teaching in
general as well as teaching certain subjects. He has learned that there is a lot involved in
the day to day responsibilities of a teacher. He sees that along with lesson planning,
teaching, and classroom management, there are additional requirements that need to be
dealt with each day (Teacher Questionnaire). There are meetings and there is a great deal
to teach. You have to try to manage all of this while at the same time ensure that your
students learn (Interview 1).
Tim indicated that he has learned about the importance of flexibility (CIQ 1). He
recalled spending a great deal o f time preparing a lesson and feeling confident that the
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students would learn a lot from it. When that did not come to fruition, Tim felt total
disappointment. He realized that sometimes things don’t go according to plan, and
sometimes the best laid out plans don’t work (CIQ 1).
Tim has worked closely with his literacy coach in the areas of reading and
writing. He reported learning how to use running records to assess a student’s reading
progress and how to make guided reading groups appropriate for his students (Interview
2). Writing, according to Tim, has been a weakness. He has never seen himself as a good
writer and that was what drove him to want to teach it better (Interview 2). He was unsure
of how to incorporate grammar into writing and how to actually teach students how to
write. Stephanie has been integral in his learning in this area (Teacher Questionnaire).
She came into his class and went through a whole writing piece from beginning to end.
For Tim, this was the blueprint he needed (Interview 1). He now feels like he has some
structure and something to follow when he teaches writing (Interview 2). He knows how
to teach a genre through the entire writing process. Stephanie also helped him find ways
to incorporate grammar into writing. Before he taught grammar in isolation, but he now
sees that it makes more sense to tie it into writing. Tim has taken what he has learned
from Stephanie and uses the ideas in his writing block (Teacher Questionnaire).
I found that Tim has experienced informational learning. He has added to his
understanding of teaching and what is involved in the profession. He learned new
strategies for teaching literacy and how to make this instruction effective for his kids. The
learning cited above is not transformational. Tim did not experience a shift in point of
view; instead he added to his existing knowledgebase.

Transformational learning. Tim entered into the teaching profession from the
business world. He admitted that he came into teaching with the conception that teaching,
for him, would be a snap. He felt it would be less strenuous than what he was coming
from in business. Tim indicated that he has grown to realize, however, that there is a lot
more to the position than he realized when he decided to go into teaching (Interview 1).
“I used to believe teaching was just about grades, just about making sure they learned and
that was it. I used to believe teaching was quote unquote easy” (Interview 2). Tim has
grown to realize there is a lot more to teaching. As a teacher, he impacts his students’
lives (Interview 2). He realizes that as a male teacher, he sometimes has to be both a
teacher and a father figure (Interview 2). He sees that he has to treat each student as an
individual and find what works. “No two students are the same. When I came in, I was
used to the old format at my old job. I expected it to be sort o f that way even though I
wanted a change but I took the same approach” (Interview 1). He realized he cannot do
the same thing each year because his students are different. “No two students are the
same. What worked well last year, even though it worked well, may not work well now”
(Interview 1). This takes time and effort and often doing and redoing. “You have to
change things up. You have to meet each student where they are and then tweak what
needs to be tweaked, change what needs to be changed” (Interview 2). Teaching is not a
snap and each student is different with his or her own needs. A lot goes into teaching in
order to ensure that each student is successful. Teaching is much more involved than the
average person realizes. Successful teaching involves a great deal of work including
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understanding your students individually and finding what works best to meet their
needs.
Disorienting dilemma. Tim described his class last year as a dream class. He had
no behavior problems and was very successful. Tim said that as he began his second year
in the classroom, however, he realized that his class was very different than the year
before. During the first week o f school, one of Tim’s students stabbed a classmate with a
pencil. Tim admitted that coming into teaching, he felt unprepared on how to deal with
negative student behaviors. “I felt that students should come in and listen to what the
teacher says” (Interview 2). He had never been exposed to a student like this before and
felt unsure o f what to do. “It was difficult not knowing what to do and I was never
exposed to that” (Interview 1). He felt overwhelmed because he was unsure how to
handle this situation (Teacher Questionnaire). He recalled the conversations with
administrators on pushing the call button which signaled to the administrator that help
was needed in the classroom. He had always heard other teachers talk about not pushing
the button, but this was the first instance in his teaching that he felt this action was
needed (Interview 1).
It seems that Tim experienced two main disorienting dilemmas when it came to
instruction. First, Tim admitted that starting out he began with the goal of incorporating
hands-on activities in his teaching. He soon found himself following what other people
were doing. He realized that he was not comfortable doing some o f the things other
teachers were doing and he needed to adjust (Interview 2). It did not feel right for him.
Second, Tim had instances when his teaching and his approach no longer seemed to work
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for his students. He reported realizing that using his approach and ideas from what he
used from his class the previous year didn’t always make an impact on his students
(Interview 2).
Critical reflection. I found that Tim has done a great deal of reflecting on how to
effectively deal with managing students’ behavior and what this means about his new
realizations about teaching in general. Tim came into teaching feeling that students
should be respectful of adults. “Not trying to say I lived in a bubble my whole life, but
when you’re brought up and your parents raise you, you are to respect an adult. Those
were the expectations I had” (Interview 2). Tim has realized that his beliefs don’t always
hold true for his students.
Tim indicated coming to the understanding that you have to find what works for
students not only for their academics but their behavior as well. Many times there is a
reason students are misbehaving. Tim reported learning that one o f his difficult students
unexpectedly qualified for the gifted program. He grew to realize that the student’s
behavior problems could have been a result o f a lack o f challenge. “I always saw him as a
problem student and never realized that it may have been actually my fault because I
wasn’t challenging him” (CIQ 2). Tim said he realized that he has to continue to see if
there are things he can do differently to see if it makes a difference for students’ behavior
(CIQ 2). He recalled another student who was acting out. He realized that there were
problems at home.
I went home and later on I was thinking what is going on in this child’s mind.
What can I do to make my room his safe haven? To make sure he gets what he
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needs? I’ve changed up a few things for this particular student. I’ve given him
choice (Interview 2).
It seems that Tim’s notion that kids would come into school and behave because that was
what they were raised to do was not holding true. He had several instances with negative
behavior on the part of his students. There were reasons behind many of these students
acting out. He realized that he needed to be in tune to his actions and the impact they had
on his students. He learned that his students were not all the same and that he needed to
find what worked for each o f them (Interview 1 & Interview 2).
Tim had time to reflect during the summer between his first and second year of
teaching. He admitted that when he first went into teaching, he thought that he could do a
lot o f what he did the previous year. He noted realizing that this isn’t ideal. “There are
days when I want to be stale, relax, and just say well just throw this at them. I can’t. It’s
hurting me because I’m not growing but it’s hurting my students. They deserve the best”
(Interview 1). Change was necessary (Interview 2). While he realized his students were
doing well as indicated by test scores, he strove to go beyond this. “But for me, sure my
scores may be great and they may be learning and having a great time, but there’s always
something else they need” (Interview 2).
Reflective discourse. This year, administration at Tim’s school has required more
grade level collaboration. His grade level meets every Thursday morning for an hour for
collaborative planning. He said that this collaboration allowed him additional
opportunities for reflection with his colleagues that he would not have had otherwise
(Interview 1 & Interview 2).This collaborative time, according to Tim, has helped him

197
grow as an educator. It has allowed him opportunities to share and listen to ideas and
discuss what he has taken away and how he can differentiate ideas shared for his own
students (Interview 2). There is an atmosphere where they can have tough conversations.
“That’s one o f the things, too, having those tough conversations.. ..that’s what makes you
better, that’s what makes you grow” (Interview 2). He felt the grade level was
comfortable sharing their thoughts on the ideas shared and why they will or will not work
for their students (Interview 2). He has had conversations with colleagues about finding
strategies that work for different students. “What should I be doing for this student? I’ve
tried everything I can try. I talked with a colleague. Is there any way I can try what you’re
doing with this student and see if it works?” (Interview 2).
I found that reflective conversations with Tim’s literacy coach both last year and
this year have been critical. He recalled advice from last year’s coach that still sticks with
him today. “I remember her saying you can’t let the little things sink you. You’re not
going to be able to get everything done every day. But make sure you’re focused on what
you’re supposed to do” (Interview 2). The coach made that statement at the beginning of
the school year. He said that it did not sink in until the end o f the year. Stephanie, his
literacy coach this year, has also played an important role in his reflection on instruction
and his realization that he has to do what works best for his students.
So many people do guided reading and so many people do it different ways. She
said what you have to do is make it your own.. .Just because someone does it this
way; you may not need it for your class. You can revamp it and tweak it...
(Interview 2).
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Stephanie has also helped him to think about different ways to approach his instruction.
“Stephanie is always coming up with new ideas. Even if we have great ideas, she’ll come
to us and say have you thought about it this way or adding this to it or putting this with it,
or adding this along with it or changing this up” (Interview 2). These conversations
opened up Tim’s thinking about the necessity of finding ways to meet his students’
needs.
Actions. I found that Tim now approaches his students differently. He has put
together plans that meet their individual needs. He said that he has seen the impact his
efforts have made, especially on a specific student. “I feel like I’ve finally done
something to get through to him to help him understand how much his behavior affects
my classroom.” Tim felt like the student was finally taking ownership for his behavior.
As he has gone through this learning experience, Tim uses it to help his colleagues. “I
used it as a point to motivate others when they’re feeling down about their classroom and
specific students that even the hardest students can come through and can have a positive
impact on the classroom” (CIQ 1).
It seems that Tim was cognizant of the fact that he must continually ensure that he
does what is needed for individual students. He saw himself as more than a teacher. “I
think it’s much more than being a teacher. I’m an educator. I’m a molder of minds. I do
much more than teach” (Interview 2). He continuously looked to find what needed
improvement and sought out help to make sure that he was growing for himself and his
students. He thought about his students and what they needed.
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And the kids. Thinking about all the different kids, all the different nationalities
that are represented, families that are represented, I’m pigeonholing them putting
them all in one little place. And saying what I did last year with this outstanding
group, I’m going to do with this outstanding group and it’s going to work. I’ve
learned that you can’t (Interview 2).
I found that Tim experienced transformational learning. It seems that he
transformed his point of view; he no longer sees teaching as easy, but he now sees that it
takes a great deal o f time and effort and he has to work to find what works for each o f
his students. He reflected on his assumptions with regard to students’ behavior and
instruction and realized that he couldn’t just do what everyone else was doing or do what
he did the year before. Although doing this would make things easier, his students are all
different and they all have their own unique needs. Discourse with grade level colleagues
and his literacy coaches allowed him opportunities to hear other ways o f approaching
instruction and converse about why they would or would not work for his students. His
literacy coach last year gave him advice to remain focused on what matters (his students)
rather than the little things that come with teaching. Conversation with Stephanie this
year helped validate his newfound thinking that he needed to find what works best for his
students, and he needed to take ideas and make them his own. Tim now looks to students’
individual needs and finds what he can do to make an impact. His point of view when it
comes to teaching has changed. It is certainly not a snap; it requires a great deal of time
and effort to find what works for your students and make a lasting impact on students’
lives and their learning.
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Self-efficacy. Descriptive statistics for Tim’s sense o f efficacy are displayed in
Table 11. Tim’s overall sense of efficacy was quite high (M = 7.17). It remained the
same from the pretest to the posttest. On the pretest, Tim’s highest subscale was in his
sense of efficacy for student engagement (M = 8.00) while efficacy in classroom
management and instructional practices were his lowest subscales (M = 6.75). On the
posttest, efficacy in instructional practices remained his lowest subscale (M = 6.75) and
showed no change from pretest to posttest. Classroom management changed from one of
the two lowest ranked subscales on the pretest to the highest ranked subscale on the
posttest. He increased in this area by 0.75 points.
Table 11
Tim ’s TSES Pretest and Posttest Scores
Pretest
M
SD
7.17
M l

Teacher Efficacy
Efficacy in Classroom
Management
6.75
Efficacy in Student Engagement
8.00
6.75
Efficacy in Instructional Practices
Note. M = mean; SD = standard deviation.

0.50
1.41
1.50

Posttest
M
SD
7.17
0.94
7.50
7.25
6.75

0.58
1.26
0.96

Change
0.00
0.75
-0.75
0.00

The next section presents a cross-case analysis. I describe themes that emerged
from participants’ transformational learning experiences. Themes and subthemes are
identified for coaches and novice teachers. Descriptions and descriptive quotes are
provided to illustrate the themes.
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Cross-Case Analysis: Coaches’ Transformational Learning Themes
Three o f the four coaches in this study appear to have experienced
transformational learning. Two had one transformational learning experience while one
had two transformational learning experiences. Their transformational learning is
summarized in Table 12.
Table 12
Coaches ’ Transformational Learning
Participant
Tess

Transformational Learning
Coaches grow teachers (in their
instructional knowledge and practices).
They do not fix or change them.

Sarah

Not everyone approaches teaching and
learning in the same way or as the same
way as the coach.

Stephanie

More is needed to be an effective coach
than just literacy knowledge and literacy
practices.
Not everyone approaches teaching and
coaching like the coach.

Significant statements representing transformational learning were combined for all
coaches. Data were analyzed for themes that represented coaches’ experiences of
transformational learning. Five major themes emerged from the data:
1. Challenges with teachers
2. Support
3. Vantage point
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4. Teachers are unique individuals
5. The meaning o f coaching
Four o f the five major themes had subthemes. Coaches’ challenges with teachers was
divided into resistance to coach, resistance to instructional change, and disrespectful
behavior. Support was divided into administrator and fellow coach. Teachers are unique
individuals was divided into skill sets and priorities. The meaning of coaching was
divided into growth, trusting relationships, growth, limitless, and reciprocal. Table 13
provides a summary o f the themes that represent coaches’ transformational learning
experiences.
Table 13
Coaches ’ Transformational Learning Themes
Major Theme
Challenges with teachers

Subtheme
Resistance to coach
Resistance to instructional change
Disrespectful behavior

Support

Administrator
Fellow coach

Vantage point

n/a

Teachers are unique individuals

Skill sets
Priorities

Meaning of coaching

Growth
Trusting relationship
Limitless
Reciprocal

n/a = not applicable
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Challenges with Teachers
Coaches experienced challenges when they transitioned from being a classroom
teacher to being a coach. They were no longer responsible for a set of students; rather,
they were now responsible for working with fellow teachers. Their challenges revolved
around their work with teachers. The challenges coaches were faced with seemed to
cause many o f the disorienting dilemmas which sparked reflection and led to
transformational learning.
Resistance to coach. Stephanie reported teacher resistance to her and her ideas.
This was a significant challenge she faced as a new coach. She was surprised that
teachers did not show an initiative or an interest in her or her work. Stephanie was taken
aback by the fact that when she went into classrooms to coach, some teachers did not get
involved or reflect on how they could use what she did in their classroom to improve
their teaching. She has been surprised at the fact that relationships have not taken off as
she thought they would take off. “In general, most teachers had a wall up. What can she
do for me rather than what can I learn from her” (Interview 1). She felt that teachers did
not see her as helpful or supportive, and they did not appreciate what she did for them.
When they saw her experience success in their classroom, she reported they actually
seemed annoyed rather than impressed. This teacher resistance was difficult for her to
face and caused her to reexamine her beliefs about teachers.
Resistance to instructional change. Resistance to instructional change was another
major challenge faced by all three coaches. I found that when teachers resisted to revising
their instructional practices, it caused the coaches to reflect on their beliefs about teachers
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and realize they were flawed. Coaches reported now seeing teachers in a different light
than they had expected. Change did not happen easily for some teachers.
When Tess came into her new school, she was appalled at the lack of writing
instruction that was taking place in fourth grade. She noted realizing that this grade level
did not have writing as a state testing requirement, and this was the reason that the
subject was barely taught. For Tess, though, writing was an essential skill that needed to
be taught regardless of whether or not it was tested. She tried to get this to change, but
teachers immediately resisted and reported her to the principal.
Sarah reported coming into coaching with the goal of being able to make large,
sweeping changes. She soon realized, however, that this was not easy. Sarah wanted
teachers to see the value in changing their spelling instruction. She had done the research
and saw the discrepancies in students’ abilities to spell. She tried to make it easy for
teachers by making copies, having lessons available, and telling them exactly what they
needed to do, but they resisted.
Stephanie recalled working on guided reading with a teacher. She modeled two
successful lessons for the teacher and when she sat down to reflect with the teacher, the
teacher did not commit to continuing the practice with her class. Stephanie was shocked
at the fact that the teacher was so adamant about not even trying it out. This experience
seemed to help Stephanie realize the importance of buy-in and that without it, change will
likely not happen.
Disrespectful behavior. When teachers become coaches, they work in many
different classrooms. They see teachers working in the moment, something that fellow
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teachers don’t often see. Sometimes what they might witness is undesirable. I found that
this was the case for Stephanie. As a new coach, Stephanie saw that some teachers are not
always respectful toward their students. “I heard a special education teacher say to a
student I’m not going to help you” (CIQ 2). Stephanie said that she was shocked by this
interaction. “I just can’t understand why TEACHers don’t always understand that their
jobs are to TEACH” (CIQ 2). She was saddened to see that some teachers don’t stay in
the teacher role and that some don’t help children who obviously need help. This
challenging situation caused Stephanie to reflect on her beliefs that teachers all
approached students and teaching in a positive way. She indicated realizing that they are
not all the same.
This year Stephanie has not only experienced teachers being disrespectful to
students, but teachers were disrespectful to her as well. As part of her role as a coach,
Stephanie facilitates staff development sessions. During one session, Stephanie was
introducing a new resource that the school had purchased. During the meeting, she asked
the teachers if she needed to give them additional time to peruse the materials or if she
could continue on with her discussion. One of the teachers was very disrespectful towards
her in a passive aggressive way. “She basically belittled me in front of the whole third
grade team” (CIQ 2). Stephanie said that she felt she had been nothing but helpful, nice,
and supportive towards this teacher, and she was hurt by this interaction. She noted
realizing that adults are not always respectful of one another in the workplace.
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Support
Support was a theme that emerged from the data. Specific individuals were
identified as the source o f this support. When it came to reflective discourse,
administrators and fellow coaches were the individuals with whom the coach reflected
and interacted.
Administrator support. I found that administrators served a major role in coaches’
transformational learning. Most coaches cited having a positive relationship with their
administrator. It appeared that the administrator was useful in the sense that often she
helped open up the coach to a different perspective.
Sarah and Tess both cited administrators as major individuals they went to when
they were experiencing disorienting dilemmas. They each felt comfortable having honest
conversations with their administrators. The dialogue they engaged in helped them to
understand why their thinking needed to change.
Sarah’s conversations with her administrator centered on understanding why
teachers might be resisting to her new ideas and why certain administrative decisions
were made. When Sarah wanted the teachers to change their spelling instruction, she
reported that her administrator helped her to realize that teachers do not immediately buy
in to wide, sweeping change. “She was like you have to understand.. .it wasn’t taught
before. It was never on their radar. It was like their old way o f teaching had been ripped
away from them. This new initiative was coming and it was overwhelming” (Interview
1). Sarah’s conversations with her administrator seemed to help her to see the
administrator perspective and to look at the school as a whole rather than by individual
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classrooms or grade levels. She indicated realizing that she needed to think about timing
and priorities when it came to making decisions about changes that teachers are to
implement (Interview 2).
Tess had conversations with her administrator that helped her to see that her
understanding o f what it meant to coach needed to change. When she tried to get her
fourth grade team to start teaching writing, her administrator called her into her office. “I
got called into the principal’s office and she said you can’t make people do this. We have
to turn this boat slowly. We can’t expect change overnight” (Interview 1). She noted that
her principal helped her to realize that she needed to be cognizant of how she was
approaching teachers. She needed to recognize that they have a wealth of knowledge and
they have positive things happening in their classrooms. It was her job to figure out how
to make them stronger (Interview 2). This conversation seemed to help spark the change
that Tess experienced.
Fellow coaches as support. All three coaches identified fellow coaches as sources
o f support when they experienced challenges. Much of the support was in the form of
advice. When Tess experienced the problems with her grade level not teaching writing,
she recalled calling her lead coach from her previous school. “She said, and I typed this
on my wall, ‘If you lead a horse to water and you can’t make them drink, do something to
make them thirsty’” (Interview 1). This conversation along with her conversation with
her administrator seemed to help her realize that she needed to change in her approach as
a coach. Rather than trying to change teachers, she was going to work to build on their
strengths.
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Vantage Point
I found that two o f the coaches changed in their vantage points once they became
a coach. Both Sarah and Stephanie cite evidence of how as coaches, they now see the
school as a whole rather than just as a grade level or a classroom. Sarah indicated that she
realized that she has more respect for administrators and administrative decisions than
she did when she was in the classroom. “When you’re forced to look at the bigger
picture, forced to get out o f your own four walls, you can see that decisions are made for
the greater good even though they don’t help you in your personal classroom” (Interview
1). They both discussed seeing the bigger picture, and they strove to make adjustments or
bring awareness to teachers. Sarah indicated that this was learned from her realization of
the big trend with students’ spelling discrepancies. Stephanie noted this learning in
reference to the problems o f student behavior across the school. According to Stephanie,
“I feel like because I see the school as a whole now, when I see a problem I have to
address it or go to someone to address it and share my thinking” (Interview 1). She
realized that anyone who works at the school has a stake in students’ growth.
Teachers are Unique Individuals
All three coaches had experiences that helped them grow to realize that teachers
are unique individuals. I found that this was significant transformational learning.
Teachers’ skills and priorities are different, certainly different than theirs as a coach. As
coaches, they needed to remember this as they worked with each teacher.
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Different skill sets. I found that part of the learning that occurred was teachers
have different strengths. They do not all have the same knowledge or skills. It is
important to know teachers’ strengths and work from there.
Sarah said that before she became a coach, administrators would tell her that not
every classroom was run like hers. She was not sure what this statement meant. “I would
say that’s probably the biggest learning experience for me. People had said to me not
everyone runs their classroom like you do and I thought they have to be close. They have
to have something going on here” (Interview 1). As Sarah started coaching, she noted
realizing that she could not put teachers into categories of new and experienced. Before
she thought that she could approach teachers with the mindset that new teachers could
handle certain things and experienced teachers could handle certain things. She realized
she needed to look at teachers as individuals and realize that teachers are all at different
places in terms of their strengths. Not everyone has the same skills or the same skills as
she does as the coach. “At the beginning o f the year I think I started where I was. I think
I’ve changed my perspective where my experiences no longer matter where we start. We
need to start where they are and build from that” (Interview 2).
Stephanie also had experiences with realizing that teachers have different
strengths. She described realizing that not everyone has the same ideas or skills that she
had; what was important to her or easy for her was not necessarily easy or important to
someone else (Interview 2). Teachers needed to be treated as individuals.
Different priorities. All three coaches had experiences where they realized that
what was important to them was not necessarily what was important to the teacher. One

210
area that was highlighted was regarding a desire to grow professionally. Stephanie
indicated feeling surprised that when she came in as a coach, more teachers were not
requesting her help.
I guess I’m surprised at the number of people who are in a profession like this
where things are always changing and everyone is always griping.. .that kids
aren’t learning that when someone comes in who has been successful most of the
time that they wouldn’t be knocking down my door. I have to actually go to them
and say I want to work with you (Interview 1).
She said that when she was a teacher, she always wanted her coach to come in and help
so that she could become a better teacher (Interview 2). Stephanie noted realizing that all
teachers do not have this same priority. For some, teaching is a job, not a profession.
“Not everyone comes here because it’s their career, their passion. People come because
it’s their job and they get a paycheck from it. It doesn’t mean as much to them as it means
to me” (Interview 2).
Tess reported realizing that what she considered important from a teaching and
learning standpoint was not always shared by teachers. Writing was not tested in fourth
grade and teachers were not expected to teach it. It was not a priority to them. The
priority for these teachers was teaching what was tested and writing did not fit into this
category.
The Meaning o f Coaching
A major theme that emerged from the data on coaches’ transformational learning
experiences was what being a coach actually means. Several subthemes were included
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within this major theme. I found coaches learned that coaching is about growth and
trusting relationships. It is limitless and reciprocal.
Growth. For Tess, the notion of what coaching means was significant learning.
Tess reported coming into coaching with the idea that she had to change or fix teachers.
Using the analogy o f an athletic coach, she realized that coaches can’t just stand on the
sidelines and tell people what to do. She has to show them and get involved in the work.
“I walked in and thought I was going to coach. I’m going to fix everybody” (Interview 1).
This idea came from the expectations that her previous principal set for her; she felt that
she had to make sure that everyone was teaching in a specific way. If teachers were not,
they needed to change. Tess noted realizing that this wasn’t working; teachers were not
changing. After speaking with her former coach and her new administrator, Tess realized
that she was not there to fix teachers; she was there to grow them. She described now
seeing that she needs to work with teachers to help them see where they need work and
then help them in that area. She takes small steps rather than overhauling one’s teaching.
She uses cognitive coaching to help teachers reflect and understand their areas o f growth.
Tess has found that she has been much more successful by using this approach.
Trusting relationships. Both Tess and Stephanie reported realizing that coaching
means that you have established trusting relationships with your teachers. Part o f the
dilemma Stephanie experienced at her new school is the fact that the relationships with
teachers have not come easily. Stephanie admitted that she has not put as much into
building them as she needed to, and she has made this a goal for the remainder of the
year. She remembered speaking with her fellow literacy coach, Brandy. Brandy had been
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coaching at the school for two years and was in a coaching endorsement program. She
recalled Brandy speaking about learning the importance o f helping teachers to make
lasting instructional changes. To Stephanie, this meant that she needed to spend her
efforts in classrooms working on instruction rather than establishing these relationships.
She conveyed now realizing that coaching is difficult without the trusting relationships.
She is starting to go back to working on forming relationships with teachers because that
is where she is in her development as a coach. One way she plans to do that is by helping
them with finding and providing resources that they want and need.
Tess also reported seeing the need to establish trusting relationships as a key part
o f coaching. She saw that when her approach changed from fixing to growing teachers,
she was able to gain trust, show respect, and find a way to improve instruction. Part of
forming this bond with teachers, according to Tess, has been by giving them things.
“Here are some resources. Just giving people stuff and they want it and they keep coming
back for more” (Interview 1). Tess has realized that by doing this, she not only starts to
build the relationship with that teacher, but the teacher shares with other teachers. This
makes her work farther reaching than before.
Limitless. Literacy coaching is not limited to literacy. A coach helps teachers in
any way they need. Stephanie indicated that she has grown to realize this. “I thought I
would be mostly modeling lessons, sharing my knowledge on reading and writing,
probably helping to create some assessments and lesson plans, but I really thought
everything would be surrounded by literacy but it really is coaching the teacher in best
practices across the board” (Interview 2). She thought that she could focus on literacy and
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did not think she would need to get involved in the student behavior aspect of it. “I
thought I’d go in and model a lesson and I’d try not to be a part of it” (Interview 1). She
soon realized that as a coach, you help teachers with what they need. For many, as she
has seen, behavior management is a major need. She reported learning that she has a
difficult time with helping teachers with instruction when they lack skills in behavior
management. She needs to start with this before she can concentrate on literacy.
Reciprocal. Coaching involves more than just effort on the part of the coach. It is
a reciprocal relationship between teacher and coach. If a coach is to experience success,
there needs to be a desire to learn on the part o f the teacher as well as the coach.
Stephanie stated, “It takes both sides equally engaged in the teaching and learning
process for the work to be effective” (CIQ 1). Stephanie noted experiencing challenges
with teachers who did not show this desire and those that did not continue a practice after
she worked with them. “When I come back to your room, I don’t want to do the same
thing again. I want to build on what we’ve done together...” (Interview 1). Tess, too,
reported that coaching means working with those who want help. She felt that her work
has been much more effective because o f the idea that she goes to teachers who want
help.
Cross-Case Analysis: Novice Teachers’ Transformational Learning Themes
The four novice teachers in the study all appeared to experience transformational
learning. Learning centered on beliefs about teaching, students, and parents. Novice
teacher transformational learning is summarized in Table 14.
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Table 14
Novice Teachers ’ Transformational Learning
Participant

Transformational Learning

Kat

It takes time to figure out what works best
for you and your students.

Autumn

Students and students’ learning is what
matters most in teaching.

Kelly

Parents at low-income schools do want to
be involved in their child’s education.

Tim

Successful teaching involves a great deal of
work including understanding your students
individually and finding what works best to
meet their needs.

Significant statements representing new teachers’ individual transformational
learning experiences were combined and analyzed for themes. Four themes emerged from
the data analysis: uncertainty, support, parents as partners, and student focus. One o f the
themes included subthemes. Support included the subthemes grade level colleagues and
coaches. Themes and sub themes are summarized in Table 15.
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Table 15
Novice Teachers ’ Transformational Learning Themes
Theme

Subtheme

Uncertainty

n/a

Support

Grade level colleagues
Coach

Parents as partners

n/a

Student focus

n/a

n/a = not applicable
Uncertainty
The feeling o f uncertainty, especially for Tim and Kat, was emphasized in
experiencing disorienting dilemmas and engaging in critical reflection. Tim and Kat
seemed to feel uncertain in two specific areas: instruction and how to manage negative
student behaviors. When they had these feelings, they were not sure what to do and
questioned if their previous ways o f thinking held true.
Both Tim and Kat had experiences this year when they had to deal with student
behaviors and they were unsure o f how to manage or correct them. Tim said that coming
into teaching, he expected that most students would behave. During his first year in the
classroom he rarely had problems in this area. When a student stabbed a classmate with a
pencil during the first week, he was not sure what to do. He indicated thinking all he
would need to do was tell the student not to do it again, but he learned that more was
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needed. Tim reflected on himself and his role in changing the students’ behavior. He
realized that what he did last year was not going to work with his students this year.
Kat also struggled with how to handle student behavior. She experienced times
when she simply did not know what to do to get students to behave. She tried threats;
sometimes they worked and sometimes they did not work. Kat admitted that some days
this part of teaching gets to her personally. Like Tim, Kat has started to reflect on what
she can and is doing to impact her students in this area.
Uncertainty regarding instruction was another commonality in the
transformational learning experiences o f these new teachers, especially for Kat.
When I started I felt that I was teaching blind in a way. I would try
something.. .but I was having to reinvent the wheel almost every other day
because whatever it was didn’t end up working for myself or my class (CIQ 1).
She said that she literally felt like she didn’t have any idea of what she was doing. She
would try things just to see if they worked, and if they didn’t, she would stop and try
something else. With reading, she knew she was supposed to teach balanced literacy. She
felt the best way to do this would be to follow what her cooperating teacher did while she
was student teaching. After she realized reading was not improving and after
collaborating with her literacy coach, Kat realized she needed to adjust.
Autumn also reported times she was unsure o f what to do for instruction. She
recalled teaching a writing lesson that she did not plan well. She had planned the first few
lessons with her literacy coach, but she did not follow up with her on how to continue the
unit. She ended up confusing her students more than helping them. These times of
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uncertainty were significant in the transformational learning that some of the new
teachers experienced.
Support
When the new teachers experienced challenges, there were specific individuals to
whom they turned: grade level colleagues and coaches. They turned to grade level
colleagues and coaches for different reasons. Grade level colleagues seemed to be who
they went to when they needed to plan lessons or share ideas for upcoming units.
Coaches seemed to be who they turned to for advice and lasting changes in their
instructional approaches.
Grade level colleagues. Autumn, Kat and Tim reported grade level colleagues as a
source of support. They turned to these colleagues when they were in need of new ideas
and when planning upcoming lessons. Tim said that he saw the impact that the new
Common Core State Standards had on teachers. His team collaborates more this year as a
result o f these new standards. Tim cited collaborating with the team as a whole, while
Kat preferred planning with another new teacher on her grade level. Autumn also
preferred to plan with another new teacher to her grade level. “You find people you feel
comfortable with sharing and talking about lessons and lesson plans, maybe think on the
same wavelength” (Interview 2). Autumn indicated seeing that teaching is about
teamwork with colleagues. She has appreciated sharing resources and has learned that she
doesn’t need to reinvent the wheel and come up with her own lessons all the time.
Coaches. All four new teachers described collaborating with their coaches as
sources o f support. The collaboration that took place with coaches seemed to be different
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than the collaboration they did with their fellow grade level colleagues. The collaboration
was not regular, but rather, the new teachers seemed to go to the coach in times o f need.
Rather than helping them to come up with ideas for a new lesson, the coaches seemed to
help them in areas that were longer lasting. They also provided them with advice that
seemed to stay with them.
Kat collaborated with her coach in the area of reading instruction. She described
remembering when she realized that her students were not progressing as they needed to,
and she felt uncertain about the best approach to structuring her reading time. She had
done what her cooperating teacher had done while she was student teaching. After talking
with her coach, she saw that she needed to try something different. She reported knowing
that this shift was going to be a challenge because she had already spent a considerable
amount of time using a different approach, but she realized it was necessary. She felt that
the coach helped her feel more comfortable and has a lit a path for her to follow. She has
appreciated the advice and feedback her coach has provided (Teacher Questionnaire).
Autumn went to her coach when she needed feedback and strategies to improve.
She had some clear goals for herself, specifically about pacing her lessons and
differentiating instruction. Her coach worked with her, gave her some tools, and offered
to observe her and provide some feedback on how to improve in this area. Autumn stated
that her coach has been a great cheerleader for her when her confidence was hitting a low
point and has been nothing but supportive.
Tim worked with both literacy coaches at his school. The two literacy coaches
seemed to collaborate with him in the form of listening to concerns and providing him
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with advice. He indicated that the advice they provided him has stayed with him and still
resonates with him today. Brandy, his coach from last year, helped him to always
remember that he needs to put his students first. “I remember her saying you can’t let the
little things sink you. You’re not going to be able to get everything done every day. But
make sure you’re staying focused on what you’re supposed to do” (Interview 2).
Stephanie helped him to realize that he does not have to do things in the same way as
everyone else. He needs to approach his instruction in a way that works for him and his
students.
Kelly did a great deal o f collaborating with her literacy coach, Penny, but it
appeared that this collaboration contributed more to informational rather than
transformational learning. It was the collaboration with her TFA coach that seemed to
spark her idea for parent reading seminars. Last year when she was frustrated and
confused about why parents did not seem to invest time in helping their children read, it
was her TFA coach who told her that she should try to teach the parents how to teach the
kids to read.
Parents as Partners
A major theme that emerged from the data on new teachers’ transformational
learning experiences was the idea that parents are educational partners. While this
learning was specific only to Kelly, I still feel that it is a significant aspect of
transformational learning.
Kelly reported coming into teaching with the notion that parents at schools like
hers did not care about their child’s education, and they viewed school as free day care.
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She was disturbed by the lack o f parent involvement from the parents in her class. After
speaking with a parent at a parent teacher conference and talking with her TFA coach,
Kelly started to realize that her preconceived notions about parents at her school might
not hold true. She started to hold parent reading seminars, and from this experience she
was able to see that parents do want to help their child. It was her job as a teacher to
establish a team approach and teach the parents how they could help their child at home.
Student Focus
I found that much of the transformational learning that was experienced centered
on a newfound focus: students. The teachers found that they needed to do everything
possible to make sure that students were growing both intellectually and with their
behavior. This growth was through working with parents (Kelly), reteaching content
(Autumn, Kat, & Tim), or revamping student behavior systems (Kat & Tim).
It seems that for Autumn, focusing on students meant realizing that the priority
was not on her or her lessons, but it was on her students and how much they were
learning. She indicated learning to focus on what she could do to help her students and
make sure her teaching was making a difference. When she had to stop her teaching to
count money from selling bags o f Cheetohs, she was conflicted because she realized that
her priority should have been her students. Tim had a similar experience with a student’s
behavior. He said he had to remind himself not to get frustrated with a student when he
was not behaving. “I refocus by remembering the breakthrough we had and try to
reevaluate my teaching to see if there’s something I can do differently rather than just
getting frustrated with him” (CIQ 1). When things didn’t go as well as they hoped, both
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Autumn and Tim reported reflecting on themselves and thinking about what they could
do differently rather than placing blame on the student. Both teachers reported going to
their literacy coach during times of uncertainty.
Students are individuals. Part of the transformational learning that three teachers
experienced seemed to center on this. Autumn, Kat, and Tim all indicated coming to the
realization that their students have unique needs. It was their job as the teacher to meet
those needs.
Kat’s experience with classroom management seemed to be a disorienting
dilemma that set this transformational learning into motion. She indicated that she felt
coming up with a classroom management plan that worked for her students would not be
difficult, but this became a struggle. She found herself trying many different strategies to
improve students’ behavior and struggled to find something that made an impact on all of
them. What she learned, however, was that she needed to think o f her students
individually rather than group them all into one. “I guess learning that not all kids
respond the same way to all types of consequences or discipline, to go to it student by
student” (Interview 2). She realized that you need to keep trying and retrying ideas until
you find what works for your students. Sometimes what worked for one student might
not work for another student.
When Tim entered into teaching, he reported that he felt that it would be a snap.
He had the idea that he could take what he did the previous year and use it year after year.
In his second year, though, he realized that this cannot work. “No two students are the
same. What worked well last year, even though it worked well, may not work well now”
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(Interview 1). He felt that taking what he did last year and using it this year without
considering his students and their needs was selling his students short. “You have to
change things up. You have to meet each student where they are and then tweak what
needs to be tweaked, change what needs to be changed” (Interview 2). Tim had a
situation this year with a student who constantly misbehaved. He was shocked to learn
that the student qualified for the gifted program. What he came to realize from this
experience, however, was that the student was acting out because he was not challenged
enough in class. This experience helped Tim realize that he needed to look at students
individually and see if there was something he could do differently to meet their needs.
For this student in particular, he realized that he needed to challenge him more and then
see if that made a difference in his behavior.
Autumn seemed to learn that she needs to design her lessons around what will
work best for her students. She has several ESOL students in her class, and she works to
differentiate her lessons to meet all o f their needs.
I’m trying to do a balancing act and it’s not easy. I try to meet those who have
needs with visuals and breaking things down, at the same time I try not to go too
slow for the other kids. That can be challenging (Interview 1).
She noted realizing that her expectations for students just learning English need to be
different. “I’ve gotten used to. ..planning lessons more carefully based on what they can
do. Don’t expect them to produce a full grammatically correct sentence in English if they
just got here. If they can point to or match and label, those kinds of things are becoming
more clear to me now” (Interview 2).
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Coaches’ Sense of Efficacy
Coaches’ sense o f efficacy is presented in Table 16. Overall, coaches experienced
a 0.75 point decrease in their sense o f efficacy between the pretest and the posttest.
Efficacy in instructional practices was the highest rated subscale on both the pretest
(M = 8.25, SD = 0.46) and the posttest (M= 8.06, SD = 0.43). Efficacy in student
engagement was the lowest rated subscale on the pretest (M= 7.13, SD = 0.45) and the
posttest (M= 6.25, SD = 0.95). The largest decrease occurred on the efficacy in
classroom management subscale.
Table 16
TSES Pretest and Posttest Scores

Coaches’ Teacher Efficacy
Efficacy in Classroom Management
Efficacy in Student Engagement
Efficacy in Instructional Practices

Pretest
M
SD
7.63 1.06

Posttest
M
SD Change
6.88 1.47 -0.75

7.50
7.13
8.25

6.31
6.25
8.06

0.71
0.45
0.46

1.39
0.95
0.43

-1.19
-0.88
-0.19

Note. M = mean; SD = standard deviation.
Novice Teachers’ Sense o f Efficacy
Descriptive statistics for novice teachers’ sense o f efficacy are displayed in Table
17. The novice teachers experienced an increase in their overall sense of efficacy from
the pretest to the posttest by 0.91 points. Efficacy in student engagement was the lowest
ranked subscale on the pretest (M = 6.75, SD = 1.15). Efficacy in instructional practices
was the highest ranked subscale on the pretest (M = 7.08, SD = 0.80). On the posttest,
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efficacy in instructional practices was the lowest ranked subscale (M = 7.67, SD = 0.88).
Efficacy in classroom management was the highest ranked subscale on the posttest
(M= 8.17, SD - 0.76). The novice teachers experienced the most change on the efficacy
in classroom management subscale. The overall mean changed by 1.17 points from
pretest to posttest.
Table 17
Summary o f Novice Teachers ’ TSES Pretest and Posttest Scores
Pretest
SD
M
6.94 1.50

Novice Teachers’ Teacher Efficacy
Efficacy in Classroom Management
Efficacy in Student Engagement
Efficacy in Instructional Practices
Note. M = mean; SD = standard deviation.

7.00
6.75
7.08

1.39
1.15
0.80

Posttest
M
SD
7.85
1.05
8.17
7.71
7.67

0.76
1.13
0.88

Change
0.91
1.17
0.96
0.59

Summary
The purpose of my study was to examine transformational learning experienced
by novice teachers and their coaches. I sought to better understand the coaching and
novice teacher experience through Mezirow’s theory, and I sought to understand novice
teachers’ and coaches’ challenges, the nature of their reflection, and how they were
changed from their experiences. Four novice teachers and their literacy coaches
participated in the study. I interviewed them at two different times. They provided two
critical incidents questionnaires and a teacher or coach questionnaire. They also
submitted TSES results at the beginning and end of the study.
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Data analysis indicated that participants experienced unique challenges depending
on their circumstances, but coach and novice teacher transformational learning themes
were found. Coaches’ transformational learning centered on five major themes:
challenges with teachers, perceived support, a change in vantage point, the notion that
teachers are unique individuals, and a change in the meaning of coaching. Analysis of
novice teachers’ transformational learning indicated four major themes: uncertainty,
perceived support, the understanding that parents are partners, and a newfound focus on
students. Efficacy results were analyzed using descriptive statistics. Coaches experienced
a decrease in an overall mean efficacy score while novice teachers experienced an
increase in the overall mean efficacy score.
In the next and final chapter o f this study, I present a discussion o f the research
results. Connections between the results and the review o f literature are made.
Implications for practice are presented. I end with recommendations for future research
on the topic o f transformational learning of novice teachers and instructional coaches.
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CHAPTER 5
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS
I investigated the transformational learning experiences o f novice teachers and
their coaches. I sought to better understand participants’ transformational learning by
examining their experiences in relation to Mezirow’s overarching phases of
transformational learning. These phases included the challenges, or disorienting
dilemmas each faced, the nature of their reflection and reflective discourse, and the
actions taken based on the reflection in which they engaged. Self-efficacy was a
secondary component of my research. Possible connections between transformational
learning and self-efficacy were explored.
Four novice teacher/coach pairs participated in my study. They each completed
initial questionnaires that asked questions related to their background and their initial
perceptions o f being a teacher or being a coach and working with a new teacher or a
coach. I interviewed each participant at two different times during the study. Critical
incidents questionnaires were submitted two different times and allowed participants to
reflect on high, low, and surprising points. Seven participants completed a survey about
their efficacy beliefs at the beginning and end of data collection.
This chapter includes five sections. The first section is a review o f the research
questions. The second section is a summary and discussion of the research results.
Connections between the results and the literature review are made. The third section
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provides implications for practice. The fourth section includes recommendations for
future research. The chapter ends with a summary o f the study.
Research Questions
1. What is the nature of the transformational learning experience for novice teachers
and their instructional coaches?
a. What disorienting dilemmas are experienced by the novice teacher and
instructional coach?
b.

What is the nature of critical reflection by the novice teacher and
instructional coach?

c. What is the nature o f reflective discourse by the novice teacher and
instructional coach?
d. What actions do the novice teacher and instructional coach take upon
critical reflection and reflective discourse?
2. Is there a relationship between the transformational learning experiences of the
novice teachers and instructional coaches and their sense o f efficacy?
Summary and Discussion of Results
The following section provides the summary and conclusions for the questions
that guided this research. Coach and novice teacher results are presented in separate sub
sections. Connections between the results and the literature review are made.
Coaches
According to Mezirow (2009), transformational learning is the process by which
individuals transform their frames o f reference to make them more inclusive,
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discriminating, and open to change so that they generate new beliefs or opinions that are
more justified in guiding actions. The coaches who experienced transformational learning
reflected on their assumptions and whether or not they were warranted. They engaged in
reflective discourse and used this reflection to guide in their decision making and actions.
Their transformational learning experiences are summarized in Table 18.
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Table 18
Coaches ’ Transformational Learning Experiences
Transformational Learning Theory
Transformational Learning

Coach Research Findings
Coaching
• Growing teachers
• More to coaching than thought
• Involves more than work by coach
Teachers
• Teachers are unique

Disorienting Dilemmas

Teacher resistance
Student behavior
Lack o f teacher trust
Negative teacher responses to students

Critical Reflection

Questioning previously held beliefs
• Does coaching mean fixing?
• Does coaching involve more than
instruction?
• Why isn’t trust or relationships
being established?
• Why aren’t people grasping onto
ideas?

Reflective Discourse

Discourse with administrator
• Different view of coaching and
teachers
Discourse with fellow coaches
• New ideas for how to approach
coaching
• Different views o f teachers

Action

Use o f cognitive coaching
Work with teachers in any way they
need help
Concentrate on establishing trust and
relationships
Approach change carefully
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Coaches’ transformational learning. Three of the four coaches experienced
transformational learning; one o f the coaches showed evidence o f two transformational
learning experiences. Three of the four transformations were with regard to their point o f
view o f coaching. These coaches grew to understand that coaching is about growing
teachers rather than fixing or changing them (Tess), and coaching entailed more than
work on the coach’s part and more than sharing knowledge and practices (Stephanie).
The other transformation was with regard to coaches’ change in their beliefs of teachers.
Sarah and Stephanie realized that teachers are unique. Teachers each approach teaching
differently. They have their own beliefs, skills, and priorities, and these may be different
than those of the coach.
The transformations that the coaches in my study experienced are similar to King
(2004). King studied perspective transformation in adult educators and found a major
theme was becoming more open-minded towards themselves and others. The educators
developed a more reflective approach to their professional lives and gained a better
understanding o f the adults with whom they worked. They cited a more reflective stance,
a more inclusive frame o f reference, and dramatic changes in open-mindedness with
being able to see multiple perspectives. The coaches in my study became more reflective
in their approach with their teachers. They experienced change in their perspective by
becoming open-minded and able to see teaching from different perspectives.
Coaches’ disorienting dilemmas. Disorienting dilemmas can be periods of crisis
and usually occur when one realizes that previously held assumptions are no longer
sufficient or accurate (Mezirow, 2009; Taylor, 1998).When a disorienting dilemma is
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experienced, it can lead to an emotional and challenging situation (Kreber, 2012). Jacobs
and Yendol-Hoppey (2010) found that disorienting dilemmas played a major role in the
transformational learning experienced by educational field supervisors. King (2007)
found that disorienting dilemmas led to questioning and confusion.
The specific disorienting dilemmas that coaches experienced were unique to the
individuals and the situations in which they found themselves, but they were common
challenges cited by coaches in the literature. The disorienting dilemmas served as triggers
for transformational learning. Disorienting dilemmas served as challenges for the coaches
and led to questioning o f their previously held beliefs. Tess’s trigger involved teachers’
resistance to change. Stephanie’s trigger involved being in situations she did not expect
including managing students’ behavior and experiencing a lack of trust and desire to
grow on the part o f her colleagues. Stephanie’s second trigger involved observing
teachers treating students and her with disrespect and experiencing negative responses on
the part of the teachers towards coaching. Sarah’s trigger involved teacher resistance and
realizing that teachers did not do things as she asked or cling to ideas as she did.
The disorienting dilemmas that served as triggers for coaches are cited in the
literature as challenges faced by coaches. Lynch and Ferguson (2010), McCombs and
Marsh (2009), and Neufeld and Roper (2003) found that teacher resistance was a
common barrier to successful coaching. It is difficult for coaches to be successful when
teachers are not willing to change or revise their practices (Neufeld & Roper, 2003). Part
of the resistance that Tess felt was due to her approach to coaching. Vanderburg and
Stephens (2010) found that elementary teachers who had a positive view of coaching
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viewed their coaches as facilitators rather than dictators. They felt that trust had been
established. When this took place, teachers were more willing to make changes and take
risks. Tess was operating more as a dictator when she first started coaching which
seemed to have contributed to her lack of impact on teachers and a lack of change.
Relationship building and trust have been identified as key components of the
coaching work (Knight, 2007; Lynch & Ferguson, 2010). Knight (2007) describes
coaching as a partnership approach. He states that coaches need to be effective in a
number of areas including the ability to collaborate and build relationships. Stephanie has
struggled with establishing relationships with her teachers this year. Teachers have not
wanted to work with her. A lack of teacher trust is a barrier to coaching and change (Ai &
Rivera, 2005). Without this relationship, teachers have lacked trust.
Teaching is a complicated profession; it requires years of experience and a desire
to improve and change (Croft et al., 2009). Part of being an effective coach is being able
to facilitate teacher reflection on teaching and learning. There needs to be a partnership
between coach and teacher (Knight, 2007). Yopp et al. (2011) cited ways that teachers
can be effective consumers o f coaching including communicating their needs and goals,
reflection, and full participation. It appears that part of Stephanie’s disorienting dilemma
stemmed from working with teachers who do not fit this criteria. Through the interviews,
Stephanie revealed that she did not have a lot of choice in who she worked with; this was
decided by her administration. It seems that some teachers exhibit characteristics that
more closely align to what is necessary for a coach to be effective than others and
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working with those who did not fit this criteria served as a disorienting dilemma for
Stephanie.
Coaches’ critical reflection. Critical reflection occurs when one questions
previously held beliefs and assumptions. The critical reflection coaches engaged in were
unique to the individual and the dilemmas experienced. The dilemmas each individual
experienced revolved around questioning the accuracy of previously held beliefs and
assumptions. For Tess, this meant reflecting on why she had taken the stance of coach as
fixer and the realization that it came from her own personality and the culture in which
she worked. For Stephanie, critical reflection involved the realization that as a coach, she
needed to get involved in helping with students’ behaviors and that just being nice and
being a coach didn’t determine whether or not teachers trusted or respected her.
Stephanie’s second disorienting dilemma caused her to reflect and question her previous
assumptions that others would approach coaching or teaching in the same way that she
did as a teacher. Sarah’s critical reflection helped her to realize that she came into
coaching with the belief that teachers were in categories o f new or experienced, and they
could each handle certain things depending on their level of experience. She also
reflected on her own personality and the fact that not everyone has the same attitude of
grasping onto new ideas.
Coaches’ reflective discourse. While each coach experienced unique disorienting
dilemmas and critical reflection, with whom they engaged in reflective discourse was
common. Coaches either went to an administrator or a fellow coach as a way to share
ideas, find other perspectives, and validate their critical reflection. McCombs and Marsh
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(2009) cite administrative support as a necessity to a coach’s success. For Tess, her new
administrator helped her to see the problem with her previous way o f thinking about
coaching. She helped Tess to see a different way o f viewing coaching. Tess’s former
literacy coach helped open her up to new ideas for how to approach her teachers.
Stephanie turned to her fellow coaches for advice when she realized that her thoughts
about coaching were not holding true. For Stephanie’s second transformation, she again
went to fellow coaches at her school. They helped validate her thinking and open her up
to other perspectives regarding teachers. Sarah engaged in discourse with her
administrator who helped her to see teachers from another perspective.
Mezirow (2000) describes the need for trust, security, and empathy between
individuals involved in reflective discourse. Taylor and Snyder (2012) found that in every
review of transformational learning, the role o f relationships was identified as significant.
It appears essential that coaches identify specific individuals with whom they can have
these critical conversations and that these individuals are not limited to fellow coaches.
Administrators serve an important role in facilitating this transformation as well.
Coaches’ action upon critical reflection and reflective discourse. Coaches needed
to decide whether or not to act as a result of critical reflection and reflective discourse.
All three coaches cited examples for how they did this and reported using different
strategies as they approached their work with teachers as a result o f the transformational
learning they experienced. Tess used cognitive coaching techniques to get teachers to
reflect on how they wanted to grow, and she now takes small steps to impact the teachers
rather than just trying to change everything they are doing. Stephanie now works with
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teachers in any area o f need including classroom management. She is cognizant o f the
need to establish trusting relationships with her colleagues and strives to provide them
with resources as one way to do this. Sarah is more careful with her approach with
teachers both in terms o f their instruction and with making changes. All three coaches
seem to have taken their transformational learning and put it into action.
Coaches’ self-efficacy. Coaches’ overall sense o f efficacy decreased from the
pretest to the posttest. Decreases were reported on all three subscales. The biggest
decrease was in the efficacy in classroom management subscale. Some possible
connections could exist between individuals’ coaching experiences and their sense of
efficacy. Possible links between transformational learning and self-efficacy were
particularly significant for Tess and Stephanie.
Tess had the highest overall sense of efficacy for coaches. Part of her
transformational learning was coming to a different understanding o f what coaching
means. Tess changed from trying to change or fix teachers to supporting them in their
growth. She changed in her approach and now seeks people out who want her help. She
sees that her work is making an impact on these teachers. It is possible that her new
understanding of coaching plays a role in her high sense o f efficacy regarding her ability
to influence students. The transformation that Tess described did not occur during the
time of the study. It would be interesting to know her efficacy levels during the
disorienting dilemmas she experienced and if they were similar to the levels she reports
now.
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Both Sarah and Stephanie are new to coaching. They each experienced a decrease
in their sense of efficacy between the pretest and posttest. It is possible that their beliefs
about their ability to influence teachers and students were questioned as they transitioned
into this new role. They had expertise in teaching, but they did not have expertise in
coaching. Neither had training prior to becoming a coach. Bandura (1997) states that
efficacy is multifaceted and not necessarily consistent over subject areas. Perhaps this is
also true when teachers switch positions from teacher to coach.
Stephanie’s efficacy results are particularly interesting. Her biggest decreases
were in her efficacy in classroom management (-1.50) and in her efficacy in student
engagement (-2.00). Stephanie’s transformational learning involved a change in
understanding about the coaching position. She grew to realize that as a literacy coach,
she had to focus on more than just literacy. Her disorienting dilemmas involved working
in classrooms where classroom management was not strong. This was a strong point for
her as a teacher, but she now entered into classrooms where classroom management was
not established. She found she could not be a successful literacy coach if this aspect of
teaching was not well-managed. She stated that she taught teachers strategies for
commanding students’ attention. This indicates that student engagement might have also
been a struggle she faced as a new coach. Stephanie realized that not all teachers are like
her; they don’t all approach teaching or coaching as she did as a teacher. Unlike Tess
who was able to choose the teachers with whom she worked, Stephanie’s administrators
assigned her teachers whom she was to coach. Based on newfound understanding that
some teachers do not approach the profession in the same way she does and some
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teachers are unmotivated to learn and grow, it is possible that many of the teachers
Stephanie worked with exhibited a low sense o f efficacy themselves. Perhaps one’s sense
of efficacy as a coach can be influenced by those they coach. It is plausible that those
Tess coached had a stronger sense o f efficacy. She sought out those who wanted her help;
they likely exhibited some characteristics associated with higher sense o f efficacy
including a willingness to try new ideas and strategies (Tschannen-Moran & Woolfolk
Hoy, 2001). Based on her disorienting dilemmas, it appears that at least some teachers
that Stephanie coached exhibited characteristics associated with less efficacious teachers
(Fry, 2009; Webb & Ashton, 1987).
Both Sarah and Penny experienced a decrease in self-efficacy. These two coaches
only coach part time. It is possible that when one is not in a classroom on a regular basis
as a coach, it is hard to see the influence one’s coaching can make on teachers and
students. Tess reported working with the same teachers over and over again through
coaching cycles. Sarah and Penny were not able to do this. While the two coaches
worked in classrooms as support teachers, they both reported that working with a teacher
as a coach and working with a teacher as a support teacher were not the same. They could
not be a coach and a support teacher at the same time. It is possible that coaches might
question their influence when they cannot see it directly or consistently. Teaching is
different than coaching. Teachers are able to see the influence they have on students each
day; for the most part, Sarah and Penny did not regularly have the opportunity to see the
influence their coaching had on students or teachers.
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Novice Teachers
All four novice teachers appear to have experienced transformational learning.
They each had moments where their previously held beliefs about teaching or parents
were questioned causing them to ponder the accuracy of those beliefs and critically
reflect. They each engaged in reflective discourse and found themselves doing things
differently than they had before. Their transformational learning experiences are
summarized in Table 19.
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Table 19
Novice Teachers ’ Transformational Learning Experiences
Transformational Learning Theory
Transformational Learning

Disorienting Dilemmas

Novice Teacher Research Findings_______
• Beliefs about teaching and students
• Meet students’ needs
• Take time to figure out what works
• Focus on students
• Beliefs about parents
• Parents care about education
•
•
•

Critical Reflection

Reflective Discourse

Students
• Behavior & meeting their needs
Teaching
• Lack of time
Parents
• Lack of involvement

•

Questioning previously held beliefs
• Are all students taught to be
respectful of adults?
• Should I reuse what I used with last
year’s class?
• Can I always apply something and
make it work?
• Can I be effective without coming
up with my own creative lessons?
• Do parents want to help in their
child’s education?

•

Discourse with coach
• Instruction should fit students’
needs
• Adjust and change as needed
• Parents need to be taught ways to
help their children

•
•
•

Instruction meets students’ needs
Change in approach when needed
Collaborate with parents_______
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Novice teachers’ transformational learning. Three of the novice teachers
experienced transformation with reference to their beliefs about teaching and students.
Tim found that he could not use the same ideas and approaches from year to year; instead
he looked at his students as individuals and realized he needed to find what worked
according to their needs and backgrounds. Kat found that as a teacher, it often takes time
to figure out what is best for your students. This means that sometimes you need to stop
and readjust. She cannot just take an idea and implement it and expect it to always work.
Autumn came to realize that in teaching, the focus should be on the students and student
learning rather than the teacher. Kelly’s transformation centered on parents. She changed
in her point o f view regarding parents at schools like her school. She grew to realize that
parents do care about their child’s education and schools need to team with parents and
provide them with strategies they can use to help their children at home. The
transformational learning that was experienced was similar to that found in Cuddapah
(2005). Cuddapah (2005) found that novice teachers’ transformations centered on
teachers’ point o f view o f classroom management, the ability to see the practice of
teaching and learning differently, the recognition that there is more to teaching than was
previously thought, transformation in understanding what teaching actually is, and the
ability to see students, administration, and parents differently. She had ten participants
compared to my four.
Novice teachers’ disorienting dilemmas. The disorienting dilemmas that the
novice teachers experienced were unique to their individual circumstances, but students
and teaching were the most often cited reason, followed by parents. Two o f the teachers
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(Tim and Kat) had disorienting dilemmas regarding students’ behavior and meeting
students’ needs. Tim had multiple disorienting dilemmas. One centered on a student
stabbing a classmate with a pencil. Tim didn’t know how to handle the situation. The
other disorienting dilemma was trying the same approaches he used from his class last
year and realizing that it wasn’t working. Kat also struggled with finding what worked
for her and her students with regard to managing her students’ behavior and teaching
them reading. Nothing seemed to work. Autumn’s disorienting dilemmas revolved
around feelings o f being overwhelmed by the demands she found were placed on her as a
teacher that took away time for planning and from making sure her students were all
learning. Kelly’s disorienting dilemmas involved parents not coming to parent night and
parents not helping their children at home.
Several o f the disorienting dilemmas these novice teachers faced are cited in the
literature as novice teacher challenges. Novice teachers often feel overwhelmed,
experience stress and burnout (Feiman-Nemser, 2003). Student discipline is one o f the
four most cited reasons for why teachers leave the profession (Ingersoll & Smith, 2003).
The 2004 Public Agenda survey found that most new teachers felt unprepared for dealing
with negative student behaviors and Melnick and Meister (2008) found that novice
teachers were almost three times as likely to report that student behavior was an issue in
their classroom. Many novice teachers do not have the strategies to deal with the issues
they face in the classroom when it comes to instruction. It appears that Kat’s feelings
correlate well with the statement by Mandel (2006) in which she described new teachers
as often having a sense that what they are doing is not working but they don’t know how
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to fix it. Fantilli and McDougall (2009) found that meeting students’ unique needs was
the highest rated challenge by new teachers, this correlates with the dilemmas that Tim
and Kat experienced.
Novice teachers’ critical reflection. The four novice teachers experienced
disorienting dilemmas that triggered critical reflection on their beliefs and assumptions
and why they were feeling conflicted. Tim felt that students should be respectful to
adults, but he was realizing that wasn’t automatically the case meaning that more was
needed on his part. Tim also realized that he was feeling conflicted about his students’
lack of academic growth because he had the belief that he could just take what he did last
year and use it again. He realized that these beliefs were not holding true. Kat reflected
on the turmoil she was feeling. She felt that as a teacher she should know what to do and
it should immediately work. This belief wasn’t holding true through what was happening
in her class. Autumn reflected on her belief that she needed to come up with creative
lessons and not reinvent the wheel. When she realized that she didn’t have time for this
and that collaboration and using the resources that existed were better strategies, she
reflected on where her original thoughts came from. She started to see that her beliefs
about what should be her focus needed to change. Kelly reflected on where the thoughts
about parents originated from. She realized that it was deeply engrained in her from the
way she was raised and from her own educational experiences.
Novice teachers’ reflective discourse. Patterns were evident in who the novice
teachers turned to when they needed to reflect on their beliefs and find new ways o f
viewing students, teaching, or parents. The novice teachers turned to fellow teachers and
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most notably to their coach. Tim had a conversation with Stephanie which he vividly
remembered. This conversation helped him to see that he cannot simply take someone
else’s idea; he needed to make it his own and make it fit the needs of his students. When
collaborating with colleagues, he needed to think about why the ideas would or would not
work for his students. Discourse with Kat’s literacy coach helped her to realize that it was
ok to change in her approach for reading instruction. The conversations helped her to see
that what she was doing wasn’t working and that change was needed. It takes time and
sometimes multiple tries to figure out what works for your students. Autumn reported
feelings o f being overwhelmed, and with that, she reported that she didn’t have much
time to have deep conversations with anyone. She did report conversations with her
coaches that helped her realize that she cannot put so much pressure on herself. She will
not be perfect in her first year as a teacher. Her literacy coach helped her to find some
ways to help her students and ensure that she was meeting their needs. Kelly’s TFA
coach opened her eyes to the idea that parents needed ways to help their children at home
instead o f simply thinking that they didn’t care.
Knight (2007) cites the need for coaching to be a partnership between teacher and
coach. When teachers trust their coach, they are more willing to take risks and try
different strategies (Vanderburg & Stephens, 2010). The relationships between the
coaches and teachers in this study reflect this trusted partnership. The coaches serve as a
major source o f support for these teachers, not just as support in their daily instruction,
but in moments o f uncertainty. When it came to questioning their preconceived beliefs
and assumptions, the novice teachers turned to their coach for support.
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Novice teachers’ action upon critical reflection and reflective discourse. The four
novice teachers changed in their beliefs and actions after critical reflection and reflective
discourse. Their actions are unique to their own experiences. Tim now puts together
individual behavior plans when students need them and he constantly reflects on his
students and what they need in order to improve. Kat steps back and evaluates what she is
doing and whether or not it needs to be revised. She has changed in her approach for
reading instruction with the help of her literacy coach, and she is feeling more confident
as a result. Autumn is focusing on her students’ growth and finding ways to meet their
needs, especially her ELL students. She is doing more collaborating with colleagues and
using ideas that already exist rather than coming up with ideas on her own. She cites
planning lessons with her students and their needs in mind and paying attention to the
impact her teaching is having on their learning. Kelly has made huge changes with the
way she approaches parents. She holds monthly parent seminars which are opened to the
whole school. She is becoming a leader in her building and changing the mindset of
others when it comes to parents and parental involvement at her school.
Novice teachers’ self-efficacy. The mean teacher sense of efficacy score for the
three novice teachers who completed the two efficacy surveys increased between the
pretest and the posttest. Increases were reported on all three subscales. The biggest
increase was in the efficacy in classroom management subscale. Perceived support plays
a role in novice teachers’ sense of efficacy (Woolfolk Hoy & Burke Spero, 2005). All
novice teachers in this study reported their coach was a source o f support. It is possible
these coaches supported the teachers not only in their transformational learning, but they
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supported them in their sense of efficacy as well. Some possible connections could also
exist between individuals’ transformational learning experiences and their self-efficacy.
This was particularly significant for Kat and Autumn.
Kat had the lowest novice teacher sense o f efficacy on the pretest, but she showed
the largest gain between pretest and posttest (1.54 points). She increased in all three
subscales, but the greatest increase was in the classroom management subscale (2.25
points). A link between the transformational learning Kat experienced during this study
and her change in efficacy is possible. Kat’s disorienting dilemmas involved realizing
that her classroom management plan was not working right away and her reading
instruction was not helping her students become better readers. She had to stop and redo
things and even work with students individually to find what worked for them. She
started to realize that she cannot implement something and expect it to work. Sometimes
she needs to stop and readjust. Her literacy coach played a role in supporting her and
giving her different ways to approach her instruction. Kat learned that it takes time to
figure out what works best for you and your students. When you do not see that what you
are doing is making an impact on your students, you need to change. Kat readjusted. Now
she feels she is making more of an impact on her students, and she feels like she has
found things that work. This new learning seems that it might be reflected in her gains in
sense of efficacy as well.
Autumn indicated the highest sense of efficacy on both the pretest and the
posttest. Her biggest increase was in the efficacy in student engagement subscale (2.50
points). It is possible that this increase is related to the transformational learning she
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experienced during this study. Autumn transformed in her understanding of what
mattered most in teaching: her students. She paid closer attention to her students and their
needs. With the newfound focus on her students, she could be more cognizant of the
influence her teaching has on her students and what she can do to keep them engaged in
learning. She could be paying more attention to students’ engagement. Her increased
sense o f efficacy in this area may be in conjunction with this transformation in her
understanding and focus on students.
Tim did not experience a change in his overall sense o f efficacy between the
pretest and the posttest. The characteristics he demonstrated throughout this study are
indicative o f highly efficacious teachers as indicated in the literature (Tschannen-Moran
& Woolfolk Hoy, 2001). He sought Stephanie out for help when he experienced
difficulty with his writing instruction and he was willing to try what she taught him. He
realized that even his most difficult students could be reached. He persisted and worked
to find what he could do to impact all of his students. It would be interesting to know
Tim’s efficacy levels during his first year of teaching and whether or not they were in
flux.
Kelly did not provide pretest results on the TSES; however, her posttest results
indicated an interesting connection between her transformational learning and her sense
o f efficacy. Her highest rated item asks, “How much can you assist families in helping
their children do well in school?” Kelly’s score on this question indicated that she could
influence families in this area a great deal. Kelly’s transformational learning involved her
understanding o f parents at her school; she realized that parents do value education and
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schools need to help parents with strategies for this. She holds parent seminars to help
parents teach their children how to read. It is not surprising that she feels most efficacious
in this area.
Implications for Practice
Relatively little is known about the nature o f transformational learning
experiences o f novice teachers or coaches. My study adds to the research base on these
topics. The results of my study have several implications for schools as they support
novice teachers and coaches.
Training for Coaches
Many o f the coaches’ transformational learning experiences revolved around their
perceptions o f the meaning o f coaching and a widening view of teachers. None of these
coaches came into coaching with training, and two of the three coaches were not involved
in any kind o f training while experiencing the transformational learning. It seems that
coaches need preparation before going into this new position. This training may have
prepared some o f the coaches for the challenges they faced such as establishing
relationships, differentiating their work with teachers, and overcoming teacher resistance.
Supporting Coaches’ Sense o f Efficacy
Coaches experienced an overall decrease in their sense o f efficacy between the
pretest and the posttest. Two of these coaches were new to coaching. Bandura (1977)
cites that mastery experiences, vicarious experiences, verbal persuasion, and emotional
arousal contribute to one’s sense o f efficacy. Mastery experiences are the most powerful
sources, but novices have fewer mastery experiences to call upon, thus other sources have
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a greater impact at first. It seems that coaches, especially new ones, need a coach
themselves. They need someone they can work with and learn from, and they need
vicarious experiences observing a fellow coach experience success. They may also need
to work with teachers with whom they will be more likely to have successful mastery
experiences. This might provide them with instances to call upon when their sense of
efficacy is in flux.
Support System for Coaches
Coaches need a support system. They need trusted individuals they can turn to
when they experience challenges, and these individuals need to have an understanding of
what it is the coaches are experiencing. Fellow coaches were individuals who all three of
the coaches turned to during transformational learning. As much as possible, it seems that
schools should strive not to have coaches work in isolation. The work o f coaches is
unique; they are neither a teacher nor an administrator. They need someone else who
understands the coaching position and the challenges that come with it. Coaches also
seemed to turn to their administrators. Conversations with administrators helped them to
see a different perspective on the challenges they were facing. It is vital that
administrators take efforts to establish trusting relationships with their coaches, listen
carefully to coaches’ concerns, show empathy for what they are going through, and
provide them with their viewpoint. Part o f the dilemma that Stephanie faced was the fact
that many of the teachers she tried to work with did not maintain their part of the
coaching relationship. Stephanie reported that her administrators told her to work with
specific teachers. It seems that Stephanie’s time might have been better spent working
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with teachers who showed a desire to grow and learn. Administrators should consider this
when making decisions regarding coaching at their schools.
Focus on Coaches’ Overall Expertise
The four coaches in my study were all literacy coaches. While their content focus
was literacy, it was important for them to have expertise in more than just literacy. When
hiring coaches, it is important to take note of content area expertise, but it is also
important to ensure that the individual is also strong in other instructional areas as well.
Classroom management, for example, was something on which Stephanie found herself
focusing a great deal. Coaches need to be able to help teachers in many areas; their focus
is not limited to a specific content alone.
Time for Novice Teacher Reflection
The novice teachers in my study were undoubtedly overwhelmed. One in
particular, Autumn, mentioned the fact that she did not have time to have deep
conversations with anyone. While all of the teachers reported collaborating with
colleagues, deep, reflective dialogue is an important part o f transformational learning and
growth. It might serve novice teachers well to have structured time to engage in reflection
either on their own or with a trusted colleague.
Pre-Service Training on Individual Student Focus
A novice teacher transformational learning theme was focusing on students and
meeting their unique needs. Teacher education programs may want to consider finding
ways to emphasize this during teacher preparation. Pre-service teachers should have
experiences with focusing on students as individuals. They should have opportunities to
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identify students’ individual learning, emotional, and behavioral needs and design
instruction or interventions around those needs. It seems that placing more of an
emphasis on this during the pre-service experience might help teachers enter the
profession with the understanding that students are unique and better prepare teachers for
some o f the challenges they may face.
Coaches Should Focus on Novice Teachers
Coaches were the most often cited individual that novice teachers turned to when
reflecting. The teachers in my study all formed trusting relationships with their coaches
and felt comfortable going to them during challenging times. Coaches helped teachers
with broader issues than simply planning a lesson. They helped them transform in their
thinking about teaching, students, and parents. Their advice was broad and far reaching.
It will impact the teachers as they approach their craft now and in the future. It is
essential that administrators choose coaches who exhibit certain qualities. These
individuals need to be trustworthy, adept listeners, good communicators, reflective, and
empathetic. It seems that coaches may want to focus much of their attention on novice
teachers in their building. They need to have the skills to work with teachers who have
little experience. It appears that novice teachers need their coach, and they lean on them
for support in ways that are not limited to instruction alone. Coaches help novice teachers
reflect on their previous beliefs and open them to alternative ways of thinking and
approaching teaching.
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Recommendations for Further Research
More research is needed on the transformational learning of novice teachers and
instructional coaches. Research is also needed that studies self-efficacy and coaching. I
have six recommendations for future research related to these topics.
First, four coaches participated in my study. Two o f the coaches were in their first
year while the other two were veteran coaches. One of the new coaches was at her
original school while the other new coach had transferred to a different school. The two
new coaches experienced similar transformational learning experiences with regard to
expanding their viewpoint of teachers. It would be interesting to focus the study solely on
new coaches and gain a better understanding o f their experience as they transition to the
new role and possibly compare what this is like depending on the context in which the
coach finds herself.
Second, the goal o f coaching is to impact student achievement. My study did not
include a student achievement component. The study could be strengthened by including
this aspect. Perhaps there is a relationship between acting with newfound beliefs and an
increase in student achievement.
Third, only one o f the coaches in my study coached full time. My study could be
strengthened by including full time coaching as a requirement. Many o f the challenges
that coaches cited during critical incidents questionnaires and interviews revolved around
the other responsibilities o f their position. It is possible they were less likely to
experience transformational learning regarding coaching because coaching was a small
part o f what they did each day.
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Fourth, it might be interesting to conduct a similar study but at different levels of
schooling. It is possible that the transformational learning that coaches and novice
teachers experience at the middle and high school level is different than those
experienced at the elementary level. The school context might play a role in this.
Fifth, the four coaches in my study experienced a decrease in their efficacy levels.
The biggest decrease was in their efficacy in classroom management. Coaching is
becoming more common in schools. Coaches need support as they enter into this new
position just as novice teachers need support as they enter the profession. A study
investigating efficacy in the area of coaching is warranted.
Sixth, longitudinal studies provide rich insight on a topic over an extended period
of time. It would be interesting to study these individuals over several years. A
longitudinal study would provide additional insight regarding the individuals, their
transformational learning experiences, and their self-efficacy. It would provide further
information regarding how the individuals change and evolve in their thinking and their
beliefs about themselves, students, teaching, and coaching.
Summary
The purpose of my study was to investigate the transformational learning
experiences o f novice teachers and their coaches. Four novice teachers and their coaches
shared their experiences through interviews, critical incidents questionnaires, and teacher
and coach questionnaires. Their sense o f efficacy was also shared through the TSES and
added to my understanding o f them as individuals and their experiences. Data were
analyzed for possible transformation in point o f view including their beliefs, values,
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feelings, and meanings. Seven o f the eight participants indicated evidence of
transformation according to Mezirow’s phases o f transformational learning. Themes
emerged through data analysis. Coach themes included challenging experiences with
teachers, perceived support, a change in vantage point, the understanding that teachers
are unique individuals, and the meaning behind coaching. Novice teacher themes
included feelings o f uncertainty, perceived support, the understanding that parents are
educational partners, and a newfound focus on students.
Findings suggest that coaches’ transformational learning centered mainly on
change in their beliefs about coaching and their beliefs about teaching. Their disorienting
dilemmas were unique to the situations in which they found themselves, but these
dilemmas set in motion the questioning o f beliefs held coming into the coaching role.
Coaches sought out specific individuals with whom they could engage in reflective
conversation, and they included fellow coaches and administrators. These individuals
supported them in finding other ways to think about and look at their circumstances. The
coaches took action upon their newfound understanding; these actions were unique to the
disorienting dilemmas and reflection they experienced.
The novice teachers’ transformational learning focused on change in their beliefs
about teaching and about parents. Their disorienting dilemmas were specific to the
challenges each faced, but they revolved around difficult situations they found
themselves in as teachers. These challenges brought on critical reflection o f previously
held beliefs about students, teaching, themselves, and parents. A pattern existed in who
these teachers turned to for support: their coach. The coach helped open them up to
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looking at and accepting different ways of thinking. The novice teachers took action upon
their reflection and their learning; they approached their teaching and their students
differently than they did before.
While the novice teachers and the coaches in this study each experienced their
own unique transformation, it seems that the relationship between the two individuals can
be vital to their transformation, specifically for the novice teacher. It is widely known that
novice teachers need a great deal of help as they enter this new profession, and coaches
support teachers including novice teachers in improving practice and student
achievement. I found that coaches can help novice teachers in additional ways. Coaches
can play an integral role in supporting novice teachers transform in their view about
teaching, students, and parents.
Little research exists on the transformational learning experiences of novice
teachers or coaches. Studying novice teachers and coaches through the lens of
transformational learning offered another perspective on these important individuals in
our schools. Findings from this study may help strengthen future coaching programs and
assist in supporting the facilitation of transformational learning for novice teachers and
their coaches.

REFERENCES
Abrams, L. M., Pedulla, J. J., & Madaus, G. F. (2003). Views from the classroom:
Teachers’ opinions o f statewide testing programs. Theory into Practice, 42(1), 1829.
Ai, X., & Rivera, N. (2005). Linking ideas to practice: Effectiveness of coaching upon
teacher practice. In J. R. Dangel & E. M. Guyton (Eds.), Research on alternative
and non-traditional education: Teacher education yearbook XIII (pp. 191-204).
Lanham, MD: The Association of Teacher Education.
Alliance for Excellent Education. (2004). Tapping the potential: Retaining and
developing high-quality new teachers. Retrieved from
http://www.allfored.org/files/TappingThePotential.pdf
Anderson, R., Greene, M., & Loewen, P. (1988). Relationships among teachers’ and
students’ thinking skills, sense of efficacy, and student achievement. Alberta
Journal o f Educational Research, 17, 86-95.
Armour, D., Conroy-Oseguera, P., Cox, M., King, N., McDonnell, L., Pascal, A., Pauly,
E., & Zellman, G. (1976). Analysis o f the school preferred reading programs in
selected Los Angeles minority schools (Rep. No. R-2007-LAUSD). Santa Monica,
CA: RAND. Retrieved from
http://www.rand.org/content/dam/rand/pubs/reports/2005/R2007.pdf
Ashton, P. T., & Webb, R. (1986). Making a difference: Teachers ’ sense o f efficacy and
student achievement. New York, NY: Longman.
Aud, S., Hussar, W., Kenna, G., Bianco, K., Frohlich, L., Kemp, J.,& Tehan, K. (2011).
The condition o f education 2011 (NCES 2011-033). United States Department of
Education, National Center for Education Statistics. Washington, DC: U.S.
Government Printing Office.
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191-215.
Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.), Encyclopedia o f human
behavior (pp. 71-81). New York, NY: Academic Press.
255

256
Bandura, A. (1997). Self-efficacy: The exercise o f control. New York, NY: W. H.
Freeman and Company.
Bates, A. J., Ramirez, L., & Drits, D. (2009). Connecting university supervision and
critical reflection: Mentoring and modeling. The Teacher Educator, 44(2), 90112 .

Bean, R. M., Draper, J. A., Hall, V., Vandermolen, J., & Zigmond, N. (2010). Coaches
and coaching in reading first schools: A reality check. The Elementary School
Journal, 777(1), 87-114.
Berman, P., & McLaughlin, M. (1975). Federal programs supporting educational
change, Vol. IV: The findings in review. Santa Monica, CA: The Rand
Corporation.
Berry, B. (2004). Recruiting and retaining “highly-qualified teachers” for hard-to-staff
schools. National Association o f Secondary School Principals, NASSP Bulletin,
88(638), 5-27.
Birman, B. F., Desimone, L., Porter, A. C., & Garet, M. S. (2000). Designing
professional development that works. Educational Leadership, 28-33.
Blarney, K. L., Meyer, C. K., & Walpole, S. (2008). Middle and high school literacy
coaches: A national survey. Journal o f Adolescent & Adult Literacy, 52(4), 310323.
Borman, G. D., & Dowling, N. M. (2008). Teacher attrition and retention: A metaanalytic and narrative review of the research. Review o f Educational Research,
78(3), 367-409.
Bowen, G. A. (2005). Preparing a qualitative research-based dissertation. Lessons
learned. The Qualitative Report, 10(2), 208-222.
Bradley, J. (1993). Methodological issues and practices in qualitative research. Library
Quarterly, 65(4), 431-449.
Brady, C. (2005). School-based staff developers in high poverty schools: A report to the
Kauffman Foundation. Kansas City, MO: Cheryl Brady Associates.
Brookfield, S. (1990). Using critical incidents to explore assumptions. In J. Mezirow and
Associates (Eds.), Fostering critical reflection in adulthood (pp. 177-193). San
Francisco, CA: Jossey-Bass.

257
Brookfield, S. (1998). Critically reflective practice. Journal o f Continuing Education in
the Health Profession, 18(4), 197-205.
Bruce, C. D., & Ross, J. A. (2008). A model for increasing reform implementation and
teacher efficacy: Teacher peer coaching in grades 3 and 6 mathematics. Canadian
Journal o f Education, 31(2), 346-370.
Cantrell, S. C., & Hughes, H. K. (2008). Teacher efficacy and content literacy
implementation: An exploration of the effects of extended professional
development with coaching. Journal o f Literacy Research, 40( 1), 95-127.
Carroll, T. G., & Foster, E. (2010). Who will teach? Experience matters. Washington,
DC: National Commission on Teaching and America’s Future.
Casey, K. (2006). Literacy coaching: The essentials. Portsmouth, NH: Heinemann.
Chester, M., & Beaudin, B. Q. (1996). Efficacy beliefs o f newly hired teachers in urban
schools. American Educational Research Journal, 33, 233-257.
Clark, M. C. (1993). Transformational learning. In S. B. Merriam (Ed.), An update on
adult learning theory: New directions fo r adult and continuing education (pp. 4756). San Francisco, CA: Jossey-Bass.
Cornett, J., & Knight, J. (2008). Research on coaching. In J. Knight (Ed.), Coaching:
Approaches and perspectives (pp. 192-216). Thousand Oaks, CA: Corwin Press.
Costa, A. L., & Garmston, R. J. (2002). Cognitive coaching: A foundation fo r
renaissance schools (2nd ed.). Norwood, MA: Christopher-Gordon.
Cranton, P., & King, K. P. (2003). Transformative learning as a professional
development goal. New Directions fo r Adult and Continuing Education, 98, 3137.
Creswell, J.W. (2007). Qualitative inquiry and research design: Choosing among five
approaches (2nd ed.). Thousand Oaks, CA: Sage.
Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods.
Thousand Oaks, CA: Sage.
Croft, A., Coggshall, J. G., Dolan, M., Powers, E., & Killion, J. (2009). Job-embedded
professional development: What it is, who is responsible, and how to get it done
well. Issue Brief, April 2010. National Comprehensive Center for Teacher
Quality. Washington, DC.

258
Cuddapah, J. L. (2005). Exploring first-year teacher learning through the lens o f
M ezirow’s transformative learning theory (Doctoral dissertation). Available from
ProQuest Dissertations and Theses database. (UMI No. 3175680).
Cuddapah, J. L., & Burtin, A. S. (2012). What all novices need. Educational Leadership,
69(8), 66-69.
Darling-Hammond, L. (2000). Teacher quality and student achievement: A review of
state policy evidence. Education Policy Analysis Archives, 5(1), 1-44.
Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S. (2009).
Professional learning in the learning profession: A status report on teacher
development in the United States and abroad. Retrieved from
http://www.nsdc.org/news/NSDCstudytechnicalreport2009.pdf
Desimone, L. (2009). Improving impact studies of teachers’ professional development:
Toward better conceptualizations and measures. Educational Researcher, 38(3),
181-199.
Desimone, L. (2011). A primer on effective professional development. Kappan
Magazine, 92(6), 68-71.
Desimone, L. M., Porter, A. C., Garet, M., Yoon, K. W., & Birman, B. (2002). Does
professional development change teachers’ instruction? Results from a three year
study. Educational Evaluation and Policy Analysis, 24(2), 81-112.
Dey, I. (1993). Qualitative data analysis: A user friendly guide fo r social scientists.
Retrieved from http://www.drapuig.info/files/Qualitative_data_analysis.pdf
DuFour, R. (2004). The best staff development is in the workplace, not in a workshop.
National Staff Development Council, 25(4), 63-64.
Edwards, J. L., Green, K. E., Lyons, C. A., Rodgers, M. S., & Swords, M. E. (1998,
April). The effects o f cognitive coaching and nonverbal classroom management
on teacher efficacy and perceptions o f school culture. Paper presented at the
annual meeting o f the American Educational Research Association, San Diego,
CA.
Eisen, M. J. (2001). Peer-based professional development through the lens of
transformative learning. Holistic Nursing Practice, 17(22), 30-42.

259
Elish-Piper, L., & L’Allier, S. K. (2010). Exploring the relationship between literacy
coaching and student reading achievement in Grades K -l. Literacy Research and
Instruction, 49(2), 162-174.
Fantilli, R. D., & McDougall, D. E. (2009). A study of novice teachers: Challenges and
supports in the first years. Teaching and Teacher Education, 25, 814-825.
Feiman-Nemser, S. (2003, May). What new teachers need to learn. Educational
Leadership, 25-29.
Fleischman, H. L., Hopstock, P. J., Pelczar, M. P., & Shelley, B. E. (2010). Highlights
from PISA 2009: Performance o f U.S. 15-year-old students in reading,
mathematics, and science literacy in an international context (NCES 2011-004).
U.S. Department of Education, National Center for Education Statistics.
Washington, DC: U.S. Government Printing Office.
Fry, S. W. (2009). Characteristics and experiences that contribute to novice elementary
teachers’ success and efficacy. Teacher Education Quarterly, 95-110.
Fullan, M., & Hargreaves, A. (1996). What’s worth fighting fo r in your school? New
York, NY: Teachers College Press.
Fullan, M., & Pomffet, A. (1977). Research on curriculum and instruction
implementation. Review o f Educational Research, 47(2), 335-397.
Galucci, F., Van Lare, M. D., Yoon, I. H., & Boatright, B. (2010). Instructional coaching:
Building theory about the role and organizational support for professional
learning. American Educational Research Journal, 47(4), 919-963.
Garet, M. S., Porter, A.C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What
makes professional development effective? Results from a national sample of
teachers. American Educational Research Journal, 58(4), 915-945.
Georgia Professional Standards Commission. (2011). Coaching endorsement program.
Retrieved from
http://www.gapsc.com/MessageCenter/msgc_coachingendorsementprogram.asp
Ghaith, G., & Yaghi, H. (1997). Relationships among experience, teacher efficacy, and
attitudes toward the implementation of instructional innovation. Teaching and
Teacher Education, 13(4), 451-458.
Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation. Journal o f
Educational Psychology, 76(4), 569-582.

260
Glaser, B. G., & Strauss, A. L. (1967). The discovery o f grounded theory: Strategies fo r
qualitative research. Chicago, IL: Aldine.
Goddard, R. D., & Goddard, Y. L. (2001). A multilevel analysis o f teacher and collective
efficacy. Teaching and Teacher Education, 17, 807-818.
Goddard; Y. L., Goddard, R. D., & Tschannen-Moran, M. (2007). A theoretical and
empirical investigation of teacher collaboration for school improvement and
student achievement in public elementary schools. Teachers College Record,
109(4), 877-896.
Gross, P. A. (2010). Not another trend: Secondary-level literacy coaching. The Clearing
House, 8 3 ,133-137.
Guba, E. G. (1990). The alternative paradigm dialog. In E. G. Guba (Ed.), The paradigm
dialog (pp. 17-30). Newbury Park, CA: Sage.
Guskey, T. R. (1984). The influence o f teacher change in instructional effectiveness upon
the affective characteristics of teachers. American Educational Research Journal,
21, 245-259.
Guskey, T. R. (1988). Teacher efficacy, self-concept, and attitudes toward the
implementation of instructional innovation. Teaching and Teacher Education,
4(1), 63-69.
Guskey, T. R. (2003). What makes professional development effective? Phi Delta
Kappan, 84(10), 748-750.
Guskey, T. R., & Passaro, P. D. (1994). Teacher efficacy: A study of construct
dimensions. American Educational Research Journal, 31, 627-643.
Habermas, J. (1984). The theory o f communicative action: Reason and the rationalization
o f society (Vol. I). Boston, MA: Beacon Press.
Hall, B. W., Burley, W. W., Villeme, M. G., & Brockmeir, L. (1992). An attempt to
explicate teacher efficacy beliefs among first-year teachers. San Francisco, CA:
American Educational Research Association.
Hawley, W. D., & Valli, L. (1999). The essentials o f effective professional development:
A new consensus. In L. Darling-Hammond & G. Sykes (Eds.), Teaching as the
learning profession: Handbook ofpolicy and practice (pp. 127-150). San
Francisco, CA: Jossey-Bass.

261
Healy, C. C, & Welchert, A. J. (1990). Mentoring relations: A definition to advance
research and practice. Educational Researcher, 19(9), 17-21.
Hirsh, S. (2009). A new definition. Journal o f Staff Development, 30(4), 10-16.
Hoy, W. K., & Woolfolk, A. E. (1990). Prospective teachers’ sense o f efficacy and
beliefs about control. Journal o f Educational Psychology, 52(1), 81-91.
Ingersoll, R. M. (2003). Is there really a teacher shortage? (Document R-03-4).
Retrieved from http://depts.washington.edu/ctpmail/PDFs/Shortage-RI-092003.pdf
Ingersoll, R. M., & Smith, T. M., (2003, May). The wrong solution to the teacher
shortage. Educational Leadership, 30-33.
Ingersoll, R. M., & Smith, T. M. (2004). Do teacher induction and mentoring matter?
National Association o f Secondary School Principals, 55(638), 28-40.
International Reading Association. (2007). Category descriptions o f reading
professionals. Retrieved from
http://www.reading.org/downloads/standards/definitions.pdf
Jacobs, J., & Yendol-Hoppey, D. (2010). Supervisor transformation within a professional
learning community. Teacher Education Quarterly, 97-114.
Johnson, S. K., & Kardos, S. M. (2002, March). Keeping new teachers in mind.
Educational Leadership, 12-16.
Joyce, B., & Showers, B. (1981). Transfer o f training: The contribution o f ‘coaching.’
Boston University Journal o f Education, 162(2), 163-172.
Joyce, B., & Showers, B. (1995). Student achievement through staff development:
Fundamentals o f school renewal. White Plains, NY: Longman.
Joyce, B., & Showers, B. (1996). The evolution of peer coaching. Educational
Leadership, 53(6), 12-16.
Joyce, B., & Showers, B. (2002). Student achievement through sta ff development (3rd
ed.). Alexandria, VA: Association for Supervision and Curriculum Development.
Kegan, R. (2000). What “form” transforms? A constructive-developmental approach to
transformative learning. In K. Illeris (Ed.), Contemporary theories o f learning:
Learning theorists ...in their own words (pp. 35-54). New York, NY: Routledge.

262
Killion, J. (2007). Web o f support strengthens the effectiveness of school-based coaches.
Journal o f Staff Development, 28( 1), 10-18.
Killion, J. & Harrison, C. (2006). Taking the lead: New roles fo r teachers and schoolbased coaches. Oxford, OH: National Staff Development Council.
Killion, J., & Roy, P. (2009). Becoming a learning school. Oxford, OH: National Staff
Development Council.
King, K. P. (1998). A guide to perspective transformation and learning activities: The
learning activities survey. Philadelphia, PA: Research for Better Schools.
King, K. P. (2004). Both sides now: Examining transformative learning and professional
development o f educators. Innovative Higher Education, 29(2), 155-174.
King, K. P. (2007). The transformation model. International Journal o f Information and
Communication Technology Education, 3(2), 26-31.
Kitchener, K. S. (1983). Cognition, metacognition, and epistemic cognition: A three-level
model o f cognitive processing. Human Development, 26(4), 222-232.
Klassen, R. M., Tze, V. M. C., Betts, S. M., & Gordon, K. A. (2011). Teacher efficacy
research 1998-2009: Signs of progress or unfulfilled promise? Educational
Psychology Review, 2 3 ,21-43.
Knight, J. (2007). Instructional coaching: A partnership approach to improving
instruction. Thousand Oaks, CA: Corwin Press.
Knobloch, N. A., & Whittington, M. S. (2002). Novice teachers’ perceptions of support,
teacher preparation quality, and student teaching experience related to teacher
efficacy. Journal o f Vocation Education Research, 27(3), 331-341.
Kopkowski, C. (2008, April). Why they leave. NEA Today. Retrieved from
http://www.nea.org/home/12630.htm
Kreber, C. (2012). Critical reflection in transformative learning. In E. W. Taylor and P. Cranton
(Eds.), The handbook o f transformative learning: Theory, research, andpractice (3 ). 223241). San Francisco, CA: Jossey-Bass.
Lee, Y., Patterson, P. P., & Vega, L. A. (2011). Perils to self-efficacy perceptions and
teacher-preparation quality among special education intern teachers. Teacher
Education Quarterly, 61-76.

263
Little, J. W. (2003). Inside teacher community: Representations o f classroom practice.
Teachers College Record, 105(6), 913-945.
Lynch, J., & Ferguson, K. (2010). Reflections of elementary literacy coaches on practice:
Roles and perspectives. Canadian Journal o f Education, 33(1), 199-227.
Lyons, C. A., & Pinnell, G. S. (2001). Systems fo r change in literacy education.
Portsmouth, NH: Heinemann.
Mandel, S. (2006). What new teachers really need. Educational Leadership, 63(6), 66-69.
Manna, P. (2010, Fall). The 3 r’s o f Obama’s race to the top program: Reform, reward,
and resistance. America’s Quarterly, 112-117.
McAdoo, M. (2013). Teacher attrition up after recession-driven lull. United Federation o f
Teachers: A Union o f Professionals. Retrieved from
http://www.uft.Org/insight/teacher-attrition-after-recession-driven-lull#attrition
McCombs, J. S., & Marsh, J. A. (2009). Lessons for boosting the effectiveness of reading
coaches. Phi Delta Kappan, 90(7), 501-507.
Melnick, S., & Meister, D. (2008). A comparison of beginning and experienced teachers’
concerns. Educational Research Quarterly, 31(3), 39-56.
Meister, D. G., & Melnick, S. A. (2003). National new teacher study: Beginning
teachers’ concerns. Action in Teacher Education, 24(4), 87-94.
Merriam, S. B., Caffarella, R. S., & Baumagartner, L. M. (2007). Learning in adulthood:
A comprehensive guide. San Francisco, CA: John Wiley and Sons.
Mezirow, J. (1978). Education fo r perspective transformation: Women’s reentry
programs in community colleges. New York, NY: Center for Adult Education,
Teachers College, Columbia University.
Mezirow, J. (1985). A critical theory of self-directed learning. In S. Brookfield (Ed.),
Self-directed learning: From theory to practice (pp. 17-30). San Francisco, CA:
Jossey-Bass.
Mezirow, J. (1989). Transformation theory and social action: A response to collard and
law. Adult Education Quarterly, 39, 169-175.

264
Mezirow, J. (1990). How critical reflection triggers transformative learning. In J.
Mezirow and Associates (Eds.), Fostering critical reflection in adulthood (pp. 121). San Francisco, CA: Jossey-Bass.
Mezirow, J. (1995). Transformative theory of adult learning. In M. Welton (Ed.), In
defense o f the lifeworld (pp. 39-70). Albany, NY: State University o f New York
Press.
Mezirow, J. (1997). Transformative learning: Theory to practice. New Directions fo r
Adult and Continuing Education, 74, 5-12.
Mezirow, J. (2000). Learning to think like an adult: Core concepts in transformation
theory. In Mezirow and Associates (Eds.), Learning as transformation (pp. 3-34).
San Francisco, CA: Jossey-Bass.
Mezirow, J. (2009). An overview of transformative learning. In K. Illeris (Ed.),
Contemporary theories o f learning: Learning theorists ...in their own words (pp.
90-105). New York, NY: Routledge.
Midgley, C., Feldlaufer, H., & Eccles, J. S. (1989). Change in teacher efficacy and
student self-and task- related beliefs in mathematics during the transition to junior
high school. Journal o f Educational Psychology, 81(2), 247-258.
Mizell, H., Hord, S., Killion, J., & Hirsh, S. (2011). New standards put the spotlight on
professional learning. Learning Forward, 32(4), 10-13.
Neufeld, B., & Roper, D. (2003). Coaching: A strategy fo r developing instructional
capacity- promises and practicalities. Washington, DC: Aspen Institute Program
on Education and the Annenberg Institute for School Reform.
New Teacher Center. (2006, January). Does new teacher support affect student
achievement? (Issue Brief No. 06-01). Santa Cruz, CA: Michael Strong.
Newmann, F., & Wehlage, G. (1995). Successful school restructuring. Madison, WI:
Center on Organization and Restructuring of Schools.
Quick, H. E., Holtzman, D. J., & Chaney, K. R. (2009). Professional development and
instructional practice: Conceptions and evidence o f effectiveness. Journal o f
Education fo r Students Placed at Risk, 14, 45-71.
Paprock, K. (1992). Book review. Adult Education Quarterly, 42, 195-197.
Patton, M. Q. (1980). Qualitative evaluation methods. Beverly Hills, CA: Sage.

265
Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed). Newbury
Park, CA: Sage.
Penuel, W. R., Fishman, B. J., Yamaguchi, Gallagher, L. P. (2007). What makes
professional development effective? Strategies that foster curriculum
implementation. American Education Research Journal, 44(4), 921-958.
Pike, K. L. (1967). Language in relation to a unified theory o f the structure o f human
behavior (2nd ed.). The Hague: Mouton.
Portnow, K., Popp, N., Broderick, M., Drago-Severson, E., & Kegan, R. (1998).
Transformational learning in adulthood. Focus on Basics, 2, 22-27.
Public Agenda. (2004). Teaching interrupted: Do discipline policies in today’s public
schools foster the common good? Retrieved from
http://www.publicagenda.org/files/teaching_interrupted.pdf
Richardson, V. (2003). The dilemmas o f professional development. Phi Delta Kappan,
84(5), 401-406.
Roberts, N. (2006). Disorienting dilemmas: Their effects on learners, impact on
performance, and implications for adult educators. In M. S. Plakhotnik & S. M.
Neilsen (Eds.), Proceedings o f the Fifth Annual College o f Education Research
Conference: Urban and International Education Section (pp. 100-105). Miami:
Florida International University.
Rodgers, E. M., & Pinnell, G. S. (2002). Professional development scenarios: What is
and what might be. In E. M. Rodgers & G. S. Pinnell (Eds.), Learning from
teaching in literacy education: New perspectives on professional development
(pp. 1-8). Portsmouth, NH: Heinemann.
Rose, A. (1995). An examination of the relationship between teacher efficacy and
curriculum-based measurement and student achievement. Remedial & Special
Education, 16, 247-255.
Ross, J. A. (1992). Teacher efficacy and the effects of coaching on student achievement.
Canadian Journal o f Education, 77(1), 51-65.
Ross, J. A. (1994). The impact o f an in-service to promote cooperative learning on the
stability o f teacher efficacy. Teaching and Teacher Education, 10, 381-394.

266
Ross, J. A., Cousins, J. B., Tadalla, T., & Hannay, L. (1999). Administrative assignment
o f teachers in restricting secondary schools: The effect of out-of-field course
responsibility on teacher efficacy. Educational Administration Quarterly, 35, 782804.
Rowley, J. (2005). Mentor teachers as instructional coaches. In H. Portner (Ed.), Teacher
mentoring and induction (pp. 109-127). Thousand Oaks, CA: Corwin Press.
Ruhland, S. K., & Bremer, C. D. (2002). Professional development needs o f novice
career and technical education teachers. Journal o f Career and Technical
Education, 79(1), 18-31.
Sailors, M., & Price, L. R. (2010). Professional development that supports the teaching of
cognitive reading strategy instruction. The Elementary School Journal, 110(3),
301-322.
Sailors, M., & Shanklin, N. L. (2010). Growing evidence to support coaching in literacy
and mathematics. The Elementary School Journal, 777(1), 1-6.
Saxe, G. B., Gearhart, M., & Nasir, N. S. (2001). Enhancing students’ understanding of
mathematics: A study o f three contrasting approaches to professional support.
Journal o f Mathematics Teacher Education, 4, 55-79.
Schunk, D. H. (2012). Learning theories: An educational perspective (6th ed.). Boston,
MA: Pearson.
Schwandt, T. A. (2001). Dictionary o f qualitative inquiry (2nd ed.). Thousand Oaks, CA:
Sage.
Sharan, S., & Hertz-Lazarowitz, R. (1980). A group investigation method o f cooperative
learning in the classroom. In S. Sharon, P. Hare, C. Webb, & R. HertzLawarowitz (Eds.), Cooperation in education (pp. 14-46). Provo, UT: Brigham
Young University Press.
Smylie, M. A. (1988). The enhancement function o f staff development: Organizational
and psychological antecedents to individual teacher change. American
Educational Research Journal, 25, 1-30.
Spillane, J. P., Reiser, B. J., & Reimer, T. (2002). Policy implementation and cognition:
Refraining and refocusing implementation research. Review o f Educational
Research, 72(3), 387-431.
Stake, R. (1995). The art o f case study research. Thousand Oaks, CA: Sage.

267
Stansbury, K., & Zimmerman, J. (2002). Smart induction programs become lifelines for
the beginning teacher. Journal o f Staff Development, 23(4), 10-17.
Stock, M, J., & Duncan, H. E. (2010). Mentoring as a professional development strategy
for instructional coaches: Who mentors the mentors? Planning and Changing,
41(1/2), 57-69.
Tait, M. (2008). Resilience as a contributor to novice teacher success, commitment, and
retention. Teacher Education Quarterly, 35(4), 57-75.
Taylor, E. W. (1998). The theory and practice o f transformative learning: A critical
review. ERIC Clearinghouse on Adult, Career, and Vocational Education.
Retrieved from http://www.calpro-online.org/eric/docs/taylor/taylor_00.pdf
Taylor, E. W. (2007). An update o f transformative learning theory: A critical review of
the empirical research (1999-2005). International Journal o f Lifelong Education,
26 173-191.
Taylor, E. W. (2008). Transformative learning theory. New Directions fo r Adult and
Continuing Education, 119, 5-15.
Taylor, E. W. (2009). Fostering transformative learning. In J. Mezirow, E. W. Taylor and
Associates (Eds.), Transformative learning in practice: Insights from community,
workplace, and higher education (pp. 3-17). San Francisco, CA: Jossey-Bass.
Taylor, E. W., & Synder, M. J. (2012). Critical review of research on transformative
learning theory, 2006-2010. In E. W. Taylor and P. Cranton (Eds.), The handbook
o f transformative learning: Theory, research, and practice (pp. 37-55). San
Francisco, CA: Jossey-Bass.
Toll, C. (2005). The literacy coach's survival guide. Newark, DE: International Reading
Association.
Tschannen-Moran, M. & McMaster, P. (2009). Four professional development formats
and their relationship to self-efficacy and implementation o f a new teaching
strategy. The Elementary School Journal, 110(2), 228-245.
Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an
elusive construct. Teaching and Teacher Education, 17, 783-805.
Tschannen-Moran, M., & Woolfolk Hoy, A. (2007). The differential antecedents o f selfefficacy beliefs o f novice and experienced teachers. Teaching and Teacher
Education, 2 3 ,944-956.

268
Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W. (1998). Teacher efficacy: Its
meaning and measure. Review o f Educational Research, 68(2), 202-248.
U.S. Department o f Education. (2009). Fact sheet: The race to the top.
http://www.whitehouse.gov/the-press-office/fact-sheet-race-top
U.S. Department o f Education. (2010). Secretary Arne Duncan's remarks at OECD’s
release o f the Program fo r International Student Assessment (PISA) 2009 results.
http://www.ed.gov/news/speeches/secretary-ame-duncans-remarks-oecds-releaseprogram-intemational-student-assessmentU.S. Department o f Education, National Center for Education Statistics. (2011).
Beginning teacher attrition and mobility: Results from the first through third
waves o f the 2007-08 beginning teacher longitudinal study. Retrieved from
http://nces.ed.gov/pubs2011/2011318.pdf
Valencia, S., & Killion, J. (1988). Overcoming obstacles to teacher change: Directions
from school-based efforts. Journal o f Staff Development, 9(2), 168-174.
Valli, L., & Buese, D. (2007). The changing roles o f teachers in an era of high-stakes
accountability. American Educational Research Journal, 44(3), 519-558.
Vanderburg, M., & Stephens, D. (2010). The impact of literacy coaches: What teachers
value and how teachers change. The Elementary School Journal, 111(1), 141-163.
Webb, R., & Ashton, P. T. (1987). Teachers’ motivation and the conditions of teaching:
A call for ecological reform. In S. Walker & L. Barton (Eds.), Changing policies,
changing teachers: New directions fo r schooling? (pp. 22-40). Philadelphia, PA:
Open University Press.
Wong, H. K. (2004). Induction programs that keep new teachers teaching and improving.
National Association o f Secondary School Principals. NASSP Bulletin, 88(63%),
41-58.
Woolfolk Hoy, A., & Burke Spero, R. (2005). Changes in teacher efficacy during the
early years o f teaching: A comparison o f four measures. Teaching and Teacher
Education, 21, 343-356.
Yin, R. K. (2009). Case study research: Design and methods (4th ed.). Thousand Oaks,
CA: Sage.

269

Yoon, K. S., Duncan, T., Lee, S. W. Y., Scarloss, B. & Shapley, K. (2007). Reviewing the
evidence on how teacher professional development affects student achievement.
(Issues & Answers Report, REL 2007-No. 033). Washington, DC: U.S.
Department o f Education, Institute of Education Science, National Center for
Education Evaluation and Regional Assistance, Regional Laboratory Southwest.
Retrieved from
http://ies.ed.gov/ncee/edlabs/regions/southwest/pdf/REL_2007033.pdf
Yopp, D., Burroughs, E. A., Luebeck, J., Heidema, C., Mitchell, A., & Sutton, J. (2011).
How to be a wise consumer of coaching: Strategies teachers can use to maximize
coaching’s benefits. Journal o f Staff Development, 32(1), 50-54.
Yost, D. S. (2006). Reflection and self-efficacy: Enhancing the retention of qualified
teachers from a teacher education perspective. Teacher Education Quarterly, 5976.
Zhang, Y., & Wildemuth, B. M. (2009). Qualitative analysis of content. In B. M.
Wildemuth (Ed.), Applications o f social research methods to questions in
information and library science (pp. 308-319). Westport, CT: Libraries
Unlimited.
Zuckerman, J. T. (2001). Veteran teacher transformation in a collaborative mentoring
relationship. American Secondary Education, 29(4), 18-29.

APPENDICES

270

APPENDIX A
INFORMED CONSENT

271

272

Tift College of Education

Informed Consent
Investigating the Novice Teacher-Instructional Coach Experience through the Lens of
Transformational Learning

You are being asked to participate in a research study. Before you give your consent to
volunteer, it is important that you read the following information and ask as many
questions as necessary to be sure you understand what you will be asked to do.
Investigators
Kara Lefevre Guy, Ed. S.
Purpose of the Research
This study is driven by a desire to u n d erstan d th e n atu re o f th e novice teacher-coach
relationship. It p re sen ts o p p o rtu n ities to discover potentially insightful inform ation regarding
th e challenges th a t novice te a c h e rs and instructional coaches face, how th e s e individuals reflect
upon th eir perspectives and w ork to g e th e r to su p p o rt change and grow th.

Procedures
If you v o lu n teer to participate in this study, you will be asked to reflect and talk w ith th e
principal investigator ab o u t your experiences as a novice te a c h e r o r instructional coach.
Your participation will tak e approxim ately o n e hour p er w eek.

Potential Risks or Discomforts
T here are no fo reseeab le risks associated w ith this study.

Potential Benefits of the Research
This study will help inform th e research and school com m unities a b o u t challenges novice
te a c h e rs an d instructional coaches face and th e ways in which th e y su p p o rt o n e an o th er. It
seeks to u n d erstan d th e novice teacher-instructional coach relationship.

Confidentiality and Data Storage
Precautions will be taken to preserve th e confidentiality/privacy o f participants. C om plete
anonym ity will occur w ith regard to participant nam es, school nam es, an d school districts. Audio
ta p e s will be used to record inform ation. This d ata will be sto red in a locked cabinet in th e
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principal investigator's office for a m inim um of 3 years. Only th e principal investigator will have
access to th e data.

Participation and Withdrawal
Your participation in this research study is voluntary. As a participant you m ay refuse to
participate a t any tim e. To w ithdraw from th e study please co n tact Kara Lefevre Guy.

Questions about the Research
If you have any questions ab o u t th e research, please speak w ith Kara Lefevre Guy.

Audio or Video Taping
Audio taping is required for this project.

This project has been reviewed and approved by Mercer University’s IRB. If you believe
there is any infringement upon your rights as a research subject, you may contact the IRB
Chair, at (478) 301-4101.

You have been given the opportunity to ask questions and these have been answered to your
satisfaction. Your signature below indicates your voluntary agreem ent to participate in this
research study.

Signature o f R esearch Participant

Date

P articipant N am e (Please Print)

Date

Signature of Person Obtaining Consent

Date
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Novice Teacher Questionnaire
Name
Phone Number
Age
Ethnicity
Background Information:
1. How many years have you been teaching?
Years Teaching:
2. What is your highest level of education? Do you hold any special certifications?
Education:

Certification:

3. Do you work at a Title One school?
Yes or No
4. Describe your current position.
Teacher Perceptions:
5. As you entered this new profession, what were your expectations about teaching?
Where do you think those thoughts originated from? Describe how closely your
expectations have aligned with your reality.

6 . Describe your initial thoughts about working with a coach. What were (are) your
expectations? What were (are) your goals? Describe your experience thus far.
Overview Timeline

6 . Think through your experiences teaching thus far this school year including
experiences that may have involved your coach. Think about the first day of
school and how the rest o f the year has unfolded. Please indicate some
experiences and events that took place that particularly stand out to you and place
them in time order (first to most recent). Please think about and address the
following questions as you reflect on these experiences:
-What were the significant events?
-What were the circumstances?
-Who was involved?
-What emotions did you feel?
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Coach Questionnaire
Name
Phone Number
Age
Ethnicity
Background Information:
1. How many years did you teach? How many years have you been coaching?
Years Teaching:

Years Coaching:

2. What is your highest level o f education? Do you hold any special certification(s)?
Education:

Certification:

3. Do you work at a Title One school?
Yes or No
4. Describe your current position.
Coach Perceptions:
5. Describe your initial perception o f coaching. Where did these thoughts originate from?
How closely has your experience as a coach aligned with your original perception of the
role? Explain.

6 . Describe your initial thoughts about coaching a new teacher. What were your
expectations? What were your goals? Describe your experience thus far.
Overview Timeline
7. Think through your experiences as a coach thus far this school year including
experiences that may have involved your new teacher. Think about the first day o f school
and how the rest o f the year has unfolded. Please indicate some experiences and events
that took place that particularly stand out to you and place them in time order (first to
most recent). Please think about and address the following questions as you reflect on
these experiences:
-What were the significant events?
-What were the circumstances?
-Who was involved?
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Date

Name
Critical Incidents Questionnaire

Please reflect upon these questions from your experiences as a novice teacher or a coach:
Describe one high point you had over the course of this month. Elaborate on what
happened by considering the following questions.
• What happened?
• Why did it happen?
• Why do you consider this a high point?
• How did you feel while it was happening?
• Describe any key people involved in the situation.
• What did you learn from the experience?
• What would you do differently if it were to happen again?
• What is still significant about it now?
• Have you done things differently as a result o f this experience?
• Did you seek out other points of view as a result o f this experience? Did you talk
about it with someone? Describe the conversation.
How has this experience impacted you? Describe one low point you had over the course
o f this month. Elaborate on what happened by considering the following questions.
• What happened?
• Why did it happen?
• Why do you consider this a low point?
• How did you feel while it was happening?
• Describe any key people involved in the situation.
• What did you learn from the experience?
• What would you do differently if it were to happen again?
• What is still significant about it now?
• Have you done things differently as a result o f this experience?
• Did you seek out other points of view as a result of this experience? Did you talk
about it with someone? Describe the conversation?
• How has this experience impacted you?
Describe any examples o f when you experienced something particularly unexpected or
surprising this month. Elaborate on what happened by considering the following
questions.
• What happened?
• Why did it happen?
• Why do you consider this surprising or unexpected?

How did you feel while it was happening?
Describe any key people involved in the situation.
What did you learn from the experience?
What would you do differently if it were to happen again?
What is still significant about it now?
Have you done things differently as a result of this experience?
Did you seek out other points of view as a result of this experience? Did you
about it with someone? What was the conversation like?
How has this experience impacted you?
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Interview 1: Teacher
1. Tell me a little about your position
2. Why did you want to become a teacher?
3. What did you think being a teacher was going to be like?
4. Where do you think these thoughts originated from?
5. Has teaching been what you thought it would be like? How/How not?

6 . Describe some o f your significant experiences as indicated on the overview
timeline and describe any difficult experiences you’ve encountered so far this
year that have challenged your preconceived notions or beliefs about yourself or
teaching.
7. If you had any experiences that did not align with how you thought teaching was
going to be, what did you think? What other views were available to think about?
What did you do?

8. Did you engage in dialogue with others when you experienced these challenges?
Who? What was the conversation like?
9. To what extent was there free and open dialogue? Describe the experience.
10. How is your thinking or your actions different now? Describe any new ways of
thinking or acting with examples.
11. Have you changed your mind about things you used to think were important or
unimportant? Have you come to any new beliefs or understandings?

283
Interview 2: Teacher

1. Please think about the following phrase: “I used to believe... about teaching, but
now I believe...” Can you think of any examples, or elaborate on any examples
you’ve previously discussed in this way?
a. Have you had any conversations with others that have helped you have
that shift?
b. Any specific things that led to this change?
c. How is this change reflected in your actions now and how will it guide
you in the future?
2. One part of transformational learning involves reflection- both individual
reflection and talking with others. What kinds of things have you reflected about
both on your own and/or in conversing with others this year?
3. Informational Learning- Informational learning focuses on “the acquisition of
more skills and an increased fund o f knowledge.” What significant informational
learning have you experienced this year?
4. Transformational Learning occurs when we have a change in our beliefs,
attitudes, or perspectives. Transformation occurs when old ways of thinking, our
beliefs or our assumptions, no longer hold true. We critically reflect upon our
previous way o f thinking both individually and with others, reflect on where those
thoughts originated from and why they are no longer holding true, and we change
in our thinking, actions, and/or beliefs. Do you think you have experienced
transformational learning this year? Explain. Has your coach played a role in
either o f the above? If so, how?
5. Present initial ideas about transformational learning and ask for feedback.

6. What have you learned about yourself?
7. What have you learned about teaching?

8. Is there anything else you want to share with me or want me to know?
9. Is there anything about coaching you want me to know?
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Interview 1: Coach
1. Why did you want to become a teacher? Coach?
2. How often do you work with the novice teacher? What types of things have you
done together, focused on?
3. Is there anything about working with a new teacher that has particularly surprised
you, challenged your thinking/beliefs, or resonated with you?
4. What did you think coaching in general was going to be like? What were you
most looking forward to, what challenges did you think you’d experience?
5. Where do you think these thoughts originated from?

6 . Has coaching always been what you thought it would be like? How/How not?
7. If you had any experiences that did not align with what you thought coaching was
going to be, what did you think? What did you do when you had these thoughts?
How did it make you feel?

8. Did you engage in dialogue with others when you experienced these challenges?
Who? What was the conversation like? What kinds o f questions were asked?
9. How did it help you to consider alternative ways of thinking about the challenges
you were experiencing?
10. How is your thinking or how are your actions different now than it used to be?
Describe any new ways o f thinking or acting with examples.
11. Have you changed your mind about things you used to think were important or
unimportant?
12. Have you come to any new beliefs or understandings?
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Coach Interview 2
1. Please think about the following phrase: “I used to believe... about
teaching/coaching, but now I believe...” Can you think of any examples, or
elaborate on any examples you’ve previously discussed in this way?
a. Have you had any conversations with others that have helped you have that
shift?
b. Any specific things that led to this change?
c. How is this change reflected in your actions now and how will it guide you in
the future?
2. Discuss previous interview results and ask for elaboration.
3.

(If scores indicated change; present findings) Self-efficacy is defined as an
assessment of one’s capabilities to attain a desired level of performance in a given
endeavor (Bandura, 1997). What are your thoughts about that?

4. Informational Learning- Informational learning focuses on “the acquisition o f
more skills and an increased fund of knowledge.” What significant informational
learning have you experienced as a coach?
5. Transformational Learning occurs when we have a change in our beliefs,
attitudes, or perspectives. Transformation occurs when old ways o f thinking, our
beliefs or our assumptions, no longer hold true. We critically reflect upon our
previous way o f thinking both individually and with others, reflect on where those
thoughts originated from and why they are no longer holding true, and we change
in our thinking, actions, and/or beliefs.
a. Do you think you have experienced transformational learning this year?
Explain.

6. Present initial ideas about transformational learning and ask for feedback.
7. Do you think (novice teacher) has experienced transformational learning this
year? Explain.

8. Is there anything else you want me to know about working with a novice teacher?

Is there anything else you would like to share about your experiences or learning
over your years as a coach?
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T a b le d
Tess
Part.
Tess

Art.
CQ

Page
2

Line
46-47

Statement
The work I do now is not
to "fix" teachers, but to
grow them

TL DD CR
1

Tess

CQ

2

47-48

My experiences have
taught me how to gain
trust, show respect, and
find a way to improve
instruction, not change it

1

Tess

CIQ1

1

22-23

It confirmed for me that
building relationships is a
key to successful coaching

1

Tess

INTI

1

12-14

1

Tess

INTI

6

188

Tess

INTI

6

188189

Tess

INTI

6

189191

But I've learned that
wanting to be a coach and
being a coach are separate
things. It sounds great, but
you're getting into the nitty
gritty o f it, is so much
more difficult than the idea
o f I'm just going to coach
people
I can't change the world I
have to do it one person at
a time.
Instruction is not one size
fits all. It's not cookie
cutter.
Approaching different
people in different ways
has been huge for me.
How I approach a veteran
teacher is completely
different than those that
call me honey child.

RD ACT

1

1

1
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Tess

INTI

6-7

191193

Tess

INT2

1

12-13

Tess

INT2

8

245247

Tess

INT2

3

79-82

Building relationships is
part o f our coaching
endorsement and learning
that I have to get you to
trust me and believe me
and know that what I'm
doing for you is helpful.
I used to be a crusader
and now I just want to put
some polish on some
people.
, I’ve gone from fixing
people to helping them fix
themselves. It’s no longer
my job to fix you as a
teacher, it’s my job to help
you see what you need to
work on and then help you
work on it.
Here is a teacher who is in
her last year or two of
teaching and had so many
brilliant amazing ideas and
really brought a wealth of
knowledge but she wasn’t
doing it the right way,
right, according to me,
according to what I was
told was the right way, and
so it was my job to go in
and fix her and make her
do it the right way.

1

1

1

1

1
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Tess

INT2

3

82-87

Tess

INT2

3

87-88

Tess

INT2

3

89-91

She had to have the 15
minute mini lesson, she
had to have the small
groups o f 4-6 kids and
they had to be leveled, she
had to be conferring, and
keeping conferring notes
and I realize now that I
would have approached
her completely differently
today than I did six years
ago. She needed more of
how do I take what I
already do and tweak it to
meld into this model.
How do I take this wealth
of knowledge that I
already have and use it
differently to reach my
students.
. I remember beating my
head against a wall
because it was never
exactly perfectly the way
it was supposed to be, it
wasn’t model. I had to fix
it.
Bless her, she tried. But
now I see the error of my
ways, going in for the fix,
that was no way to
approach her, that was
stupid. What did I know? I
was 20 something kid who
was told go make it
happen and so I did.

1

1

1

1

1
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Tess

CQ

2

41-43

Tess

INTI

1

24-25

Tess

INTI

1

14-15

Tess

INTI

3

85-87

Tess

INTI

1

25-28

When I began coaching in
2006,1 saw myself as an
expert who had to "fix"
teachers by going into
their room and doing their
jobs for them. I had to do
their jobs better than they
could so that I might show
them how good teaching
actually looked
I walked in and thought I
was going to coach. I'm
going to fix everybody.
When I first started, it was,
I'm going to change you.
I thought coaching was
going to be me changing
the world. I thought I was
going to be the person who
made a difference in these
people's lives and have this
beautiful utopia of a
school. I thought it was
going to be instant.
I hit a wall immediately
with our fourth grade
team. They didn't want to
do it. They hadn't had to
teach writing. It wasn't
something they were
expected to do. I got called
into the principal's office
and she said you can't
make people do this. We
have to turn the boat
slowly. We can't expect
change overnight.

1

1

1
1

1

1
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Tess

INTI

3

88-90

Tess

INTI

3

92-94

Tess

CQ

2

48-49

Tess

INTI

1

15-17

Tess

CQ

2

43-44

Tess

INTI

1

16-17

Tess

INTI

4

100101

.. .it's difficult to take
someone who's had no
training on being a coach
and be like here are bad
teachers, go make it better.
While you're at it pull their
EIP students and make
them really smart
Principal was like you're
the coach, go fix it, go
make it happen, you're in
charge. Why haven't you
done this, why are they
still teaching this way
I found that if I continued
coaching as a fixer, that
teachers would not change
(I'm going to change
you).. .that's not what my
job is. I think a lot o f that
was fueled by my principal
and how she handled
things.
My perceptions and
intentions grew from
expectations of my lead
coach and my principal
If she had not been the
pushy person she was, the
kind that expected change
to happen yesterday, I
might have started
coaching in a different
fashion.
I am also by nature a fixer.
It's my personality

1

1

1

1

1

1

1
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Tess

INT2

4

1OS112

Tess

INTI

2

34-35

Tess

INTI

1

29-33

I didn’t know that I was
trying to fix, I thought I
was doing what a coach
does. But a lot o f that
came from the model.
Charlene’s model was go
in and change this. Go in
and make it happen. I
don’t think that was her
mindset I think that was
the administrative mindset.
You need to go in and this
is what happens and fix
those teachers and make
them do it this way so that
of course was my
immediate mindset they
are supposed to do it this
way this is the model this
is how you do it
She said, and I typed this
out and put it on my wall,
if you lead a horse to water
and you can't make them
drink, do something to
make them thirsty.
I called my former AP
and coach and said I don't
know what to do, on the
phone crying. I don't know
how to make this happen,
it needs to change, this is
horrible, instruction is
horrible...

1

1

1
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Tess

INT2

4

96101

Tess

INT2

4

101102

Tess

INT2

4

112114

Talking with mentors,
having conversations with
Charlene, because when I
started coaching here I
continued with the Eileen
mindset and having
conversations with her and
then talking with my
principal here and hearing
her say we’re not going to
turn this ship around on a
dime we’ve gotta turn it
slowly and so you need to
think about how you’re
approaching teachers and
you’ve gotta recognize
that they do have a wealth
o f knowledge and they do
have, there are good things
going on with them and
you’ve got to figure out
how to make them
stronger.
That I think, those
conversations are what
helped to change my mind
set
then having conversations
with both her and then
Sandy later about just
making the teaching
stronger and bringing
teachers into the 21st
century it made me realize
it’s not fixing it’s just
making better.

1

1

1
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INTI

2

36-41

Tess

INTI

6

171172

Tess

INTI

6

162164

I'm going to shine people
up. I'm going to go in and
you want me to come to
your room, you want me to
help you, you've shown
interest. I'm going to go
and shine you up. I'm
going to give you stuff and
talk about how great you
are. Every time I'm in your
room... I'm around
administration I'm going to
talk about the work you're
doing in your room...then
maybe someone else will
want me to help them out
.. .so I went from got to
change it and fix it to what
step am I going to take
right now to make a
difference in the life of
that teacher, in two weeks
from now
It's also giving people
stuff. Oh you want to learn
about.. .let's do some
planning. Here are some
resources. Just giving
people stuff and t hey want
it and they keep coming
back for more.

1

1

1
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INT2

1

17-22

Tess

INT2

1

23-24

Tess

INT2

2

60

Tess

INT2

3

69-73

Find one or two small
things I can make better
and then go back in and
make another thing better.
For example, one teacher
I’ve been working with,
her thing has been writing
and stretching her kids as
writers. We started out by
tightening up how her mini
lessons looked and then
we worked on tightening
up how her conferences
went and now we’re at the
point where we’re
tightening up really
specific things like how do
I teach conclusions, how
would you do this, how
would I approach this if, I
get xyz from my students
how do I teach into that?
It’s little pieces at a time
instead of me going we’ve
got to overhaul writing
workshop.
I seek out people who
want help now.
. It doesn’t matter if I go
and work in your
classroom for six days or
six weeks, as soon as I
leave if you’re going to go
back to your old ways,
then what was the point of
me coming in and wasting
my time so I’d rather go to
the people that want the
help and they’re the people
that keep asking oh now
can we do this and I think
that is the way that I get by

1

1

1
1
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that change in attitude.
Tess

INT2

4

123126

Tess

INT2

4-5

126128

Tess

INT2

5

129133

When I look back at the
number of teachers that
I’ve actually been able to
get in their rooms and talk
to them and the number of
children that I know and I
could have a conversation
with you about has grown
astronomically because of
that idea that I go to
teachers that want some
help.
. So I find that I’m seeing
the same teachers over and
over again in cycles. It’s
not a once and done. And
so I’m trying to schedule it
that way like ok I’ve been
gone for a while what’s
been going on? Do you
want me to come in for a
week or just sit and plan or
how's that going or do you
need to sit and chat
and I think I’ve brought
about a lot o f positive
change because I think
there’s a ripple effect too.
As teachers are seeing the
work that goes on and
they’re asking each other.
Oh Theresa shared that
with you can you share
that with me or you did
this in this classroom, can
you tell me about that.
That’s, there’s a little more
of, my work is further
reaching this year than it
has in the past.

1

1

1
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Tess

INT2

5

149151

Tess

INT2

8

226228

Tess

INTI

2

46-48

. I throw it out there at the
beginning of the year and
say hey what are some
things you want to learn
about this year. Let me
know and I’ll come to one
of your IFMs.
Cognitive coaching, how
to have conversations with
people and help them pull
out what they, reflect
through questioning and
help them understand what
they don’t understand or
figure out what they don’t
know so I can help them to
learn it.
Then as teachers are
seeing, oh she really
helped me with writing, I
wonder if she can help me
with reading, I wonder if
she can help me with this.
All of the mindsets are
shifting. So change. It's
slow and it's starting to
happen.

1

1

1
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Table G2
Kat
Part
Kat

Art
IN
T2

PG
5

Line
135138

Kat

IN
T1

4

118119

Kat

IN
T2

7

206207

Kat

IN
T1

2

4445

Statement
Definitely classroom
management too. Just, I guess I
thought that you come into a
classroom and it wouldn't be so
hard to come up with something
that would work for your
classroom but that's been a
struggle. I guess learning that
not all kids respond the same
way to all types of
consequences or discipline, to
go by it student by student.
There was a teacher who gave
me advice. Don't try to make
yourself crazy by doing
everything perfectly. Just focus
on one or two subjects and
really dive in and do your best.
I've taken that to heart.
It doesn't have to be right the
first time, even though I want it
to be, it doesn't have to be.
Sometimes it's good to step
back and evaluate what's going
on. Not to feel so bad if
something's not working.
I feel like with all subjects, I'm
a fast learner and I'll get there.
It's just not going to get there
like that. I already feel like
we're getting the ball rolling I
guess.

TL
1

DD

CR
1

RD

Act

1

1

1

1
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Kat

Cl
Q2

4

104106

It is an honor and privilege to
teach, even though it takes a lot
of time and patience for them to
open up i.e.. 2 whole nine
weeks, it is worth it in the end if
they truly understand something
they didn’t before second grade

1

Kat

IN
T2

6

171172

1

Kat

IN
T1

1

2729

Kat

IN
T1

3

8183

Kat

Cl
Q1

1

3031

Kat

IN
T1

5

131132

I always want to be good at
something right away. But I've
realized that sometimes it takes
2,3, 5 times and it's ok. It's not
always instant gratification.
When I first started I was just
trying things. If it didn't work
I'd try something else. That was
stressful and now that she's
more in the picture, I feel more
stable and she's lit a path for me
to try if it's not working really
well.
I have my ESOL endorsement
but there's nothing like actually
differentiating for them. It's
easy to plan it but doing it is
different with 23 other kids is
challenging.
sometimes this strategy (threats)
works, sometimes just for 3
minutes and sometimes it
doesn’t work at all
That's what I thought would be
the easiest way to have
balanced literacy. I thought I
was on the ball but I noticed
reading was, you know, going
down.
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1

1

1

1

302
IN
T1

1-2

3335

Kat

IN
T1

2

4344

Kat

IN
T1

2

6364

Kat

IN
T1

4

117118

Kat

Cl

1-2

3739

2

4041

Kat

CI
Qi

Kat

CI
Qi

3

00

Qi

1

Kat

I knew there would be a lot of
work involved in planning but
actually doing it is whole
another thing. It's extremely
hard and time consuming, my
first month I barely had time to
sleep let alone shower. It
consumed me.
It's still not where I want it to
be. I'm still struggling with that.
(CM)
A part o f that (workload) is
getting organized. That was the
biggest thing. There were ideas
out there but getting it to a
certain spot and knowing how
to do certain things and see how
everything came together.
Reading, definitely, in the
beginning of the year I was
stressed out because I tried to
do every subject perfectly
when I started I felt that I was
teaching blind in a way. I would
try something.. .but I was
having to reinvent the wheel
almost every other day because
whatever it was didn't end up
working for myself of the class
.. .it was frustrating because I
felt like I didn’t know what I
was doing at times
I didn’t know what else to try to
get them to understand
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1

1

1

1
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Kat

IN
T2

1

1822

Kat

IN
T2

2

4649

Kat

IN
T2

6

185187

Kat

IN
T2

7

208210

Kat

TQ

2

4344

(behavior management) was
something that I didn’t think
was so hard for me to do. Some
days I think it gets to me
personally, students who are
still doing the same things I told
them not to do, like distracting
other students, just things they
should know by now. I always
put it back on me. There must
be something I'm not doing
right because they're still doing
this.
In the beginning o f the year I
was trying different things. I
wasn't sure if I was doing things
the right way. I felt like I wasn't
moving at a fast enough pace to
get everything in. But hearing
from other teachers I realize I
am doing things right and that's
good to hear
It's frustrating. I feel like I
shouldn't have to do it. I
shouldn't have these problems. I
just want to do a good job. I feel
the pressure o f the school. I feel
the pressure o f the kids, almost
third graders. I want them to be
ok in the next grade.
I feel like I wasted time by
trying something and it doesn’t
work. That's what puts the
pressure on me. Just stick to it
and keep going or take the
plunge and do something
different Those are some o f the
hard decisions I've had to make.
You must constantly be open to
new ideas and be able to apply
them to your classroom
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1
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Kat

TQ

2

4446

Kat

CI

2

4142

Qi

Kat

TQ

2

4243

Kat

IN
T1

4

124125

Kat

IN
T1

4

123124

Kat

TQ

3-4

8688

Kat

IN
T1

3

9697

Kat

TQ

3

6364

Creating a safe and conducive
learning environment for all
students means to apply and re
apply different ideas and
concepts until you find the one
that works for you and your
students
I felt like I should know what to
try first and it should work (I
should make it work out)
I expected that this career is one
that you must continually learn
and evolve
That's going to be another shift.
I've been working hard to do
this and now she's thrown this
on me. It's true because I
realized that they're not having
so much time to do independent
reading in these centers they're
doing something to do with
reading but it's not them reading
a book.
One goal my coach and I talked
about was getting out o f the
Daily 5 and going to reader's
workshop and focusing on the
mini lesson and small group.
As I continue to work with her,
while taking advice and
feedback, I feel comfortable in
my ability to do a better job that
I thought I could ever do in my
first year of teaching
I have no problem asking
questions. I don't want to be
surprised.
She has a way o f making me
feel good about what I've
planned for my students
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Kat

IN
T1

4

108109

Kat

IN
T1

2

3637

Kat

CI

4

8688

Qi

Kat

IN
T2

3

9092

Kat

IN
T2

4

102103

Kat

IN
T2

3

7981

Just being reassured and being
pushed toward an idea is
helpful. Even if I don't do it
exactly, I have a mold o f what I
can do. It's fantastic.
Now I feel like I'm more stable
and settling in nicely. I'm more
comfortable with what I'm
doing.
.. .1 learned that it's not always
"plan-teach-practice-assess" all
the time. Sometimes you need
to practice longer and try to
work it in to connect with other
things for students to grasp the
concept successfully
I do feel more comfortable
classroom management wise.
Before I was trying different
things and seeing if they
worked. Didn't really know
what was the right way. But I
do feel better especially after
hearing from other classrooms.
I definitely think I've improved.
I feel like I can make an impact
and I've found things that have
worked. It's less o f an
experiment. Doing things on
purpose.
I am very shy but a lot more
open with asking question.
Before I wouldn't do that. I am
very shy. I don’t feel scared to
do that here. I feel comfortable
enough to ask a question and
not feel stupid.
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Table G3
Sarah
Art.
Part
Sarah INTI

PP
7

Line Statement
197 Not everyone is like me and I
need to remember that

TL DD
1

Sarah

INTI

2

5657

.. .they are unique and have
their own abilities and
backgrounds and not to
generalize.

1

Sarah

INT2

2

4345

Oh my God, so much. I would
say that’s probably the biggest
learning experience for me.
People had said to me not
everyone runs their classroom
like you do and I thought they
have to be close. They have to
have something going on here.

1

Sarah

INT2

6

165- I no longer believe that. I have
166 observed so many lessons that
were taken a totally different
way than I would have done it
and they worked. And they’re
working for people.

1

Sarah INT2

6

167- I see other strategies working
168 for kids that I would have
never done in my room and it’s
ok.

1

Sarah

7

200- not everyone is like me. You
201 get caught up in I know this is
right, I would do it this way.
It’s hard to see others'
perspectives.

1

INTI

1

CR RD ACT
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Sarah INTI

6

178- There are more teachers than I
180 ever expected who are not with
me and doing the bare
minimum just to make me
happy. It's so frustrating
because I know why this is
important and why it's going to
help our kids.

1

Sarah CQ

5

142- I would have saved myself a
143 lot o f annoyance if I had just
fixed and finished it myself

1

Sarah

CQ

5

137- .. .some o f my teachers did
139 exactly what I asked.. .others
who chose to ignore my
directions, did not have them
done on time or simply put in
little effort

1

Sarah CQ

4

114- I could see tears welling up in
115 her eyes, and I remember
thinking back off, she is new
and this is too much for her

1

Sarah INTI

6

189- I have the personality, tell me a
190 new thing, why it's good, and
I'm going to do it tomorrow.

1

Sarah INT2

6

162- I think the biggest shift I’ve
165 had is that every classroom
needs to look like my
classroom and the way my
classroom was run. I literally
walked out of last school year
and thought if the entire school
ran like mine ran than we
would be fine, I thought my
way was the best way, was the
only way this could work to be
successful.

1

*
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Sarah INTI

2

5758

I think that was what I did. All
my new teachers can handle
this. All my experienced
teachers can handle this. I need
to look more at the individual.

1

Sarah INT2

6

171- I think I had that because I was
173 so successful in the classroom.
I was successful; my kids
learned and left me as better
readers and writers. I felt like
what I was doing was working
but I’ve changed that
completely.

1

Sarah INTI

6

190- People just want to ride it out
191 and see how it goes in other
rooms

1

Sarah

6

184- She was like you have to
188 understand.. .it wasn't taught
before. It was never on their
radar. It was like their old way
o f doing things was ripped
away from them. This new
initiative was coming and it
was overwhelming.. .even
though you explained it they
don’t understand it. It's normal
not to have buy-in with such
wide sweeping change.

1

INTI
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Sarah

INT2

2

4548

Sarah

INT2

6

168- I think my new belief is that
171 we need to find what works for
that person. We need to find
their comfort level and what
their belief system is and go
from there instead of me
forcing my strategies and my
belief system down their
throats.

Sarah INT2

3

8284

I think I go into it not
assuming that people have my
mentality and I start from
where they are. At the
beginning of the year I think I
started where I was. I think
I’ve changed my perspective
where my experiences no
longer matter where we start.
We need to start where they
are and build from that.

My lead coach, she’s known
it’s a goal for me and she’s
helped me through that. In
every video she’s watched she
would say look, you’re not
bossy, you backed off.

1

1

1
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Table G4
Autumn
Part.
Art.
Autumn INT2

PG
1

Autumn

INT2

1

Autumn

INTI

6

Autumn INTI

6

Autumn

6

INTI

Line Statement
15I’ve noticed that the way it
16
works or the way it has
worked this year is the whole
collaboration piece. The
collaboration piece of sharing
information.
19I guess the thing you have to
22
be creative with is knowing
what works best for your
students, and that perspective.
Pick the lesson that will work
for your kids but not
necessarily recreate the
wheel. So that’s a really
meaningful phrase for me at
this point in my career.
166- it's not all about me and what
167 I can do. Like how creative I
can be to come up with this
hotshot lesson that I want to
put on
teacherspayteachers.com.
167- It's more about the students
168 and the collaboration with
other teachers and not about
reinventing the wheel but
doing what works to best
meet the needs for the
students
171- Putting those expectations on
173 myself is crazy. I can't do that
every single day. As a new
teacher, it's hard. I've learned
it's about sharing your
resources and doing what's
best for the students' benefit.
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1

1

1

1
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Autumn INT2

1

9

Autumn INT2

4

Autumn INT2

4

Autumn INT2

5

Autumn

6

115- back to that all adage of
117 we’re all in this together.
Everyone’s a team, it’s all
about the student, and it’s not
about me, what can I do to
help the student. The focus is
really on the student. My
teaching makes a difference
for the student.
118- I feel like now just learning
123 that I can trust myself and I
can relax and trust that I have
a plan and I don’t have to
know everything I’m going to
say already. I read something
that said that real teaching
isn’t scripted. That’s a big
transition point for me.
Knowing it’s about the
student learning and the
student response and having
those questions ready to ask
the students but also being
able to off the cusp being able
to come back with a good
open ended question if it isn’t
scripted already.
142- I’m hesitant to let go of the
144 creative element but it’s not
about that. It’s about the
student learning, so that
would be the centerpiece or
the focus. How can the
student learn even if someone
else made it already?
168- it takes a lot o f thought on
169 how to teach someone based
on your teaching style their
learning style. It’s an art and

INT2

but now I believe teaching is
a teamwork event amongst
colleagues, students, etc.

1

1

1

1

1
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a science all in one.
Autumn INTI

4

Autumn

INTI

3

Autumn

CIQ1

5

Autumn CIQ1

5

Autumn

INT2

3

Autumn INT2

1

104- I see 100s and then I see 50s
106 or below. I don’t know if
that's normal, but that's
disheartening sometimes
whenever I see that.
I have an image in my mind
7071
of things I'd like to do with
my class, but I feel like I'm
not doing everything I can or
want to do because I feel so
limited on time
116- I have daily demands from
117 many people in the school.
Many times these demands
are placed on very short
notice.
119- I felt like I had to count
120 Cheetohs change instead of
help my students with their
writing
67Yes, I’ve reflected on
70
specifically assessments. Of
course teaching the ultimate
goal is finding out what
students have learned. I have
a tough class. At the
beginning I took it personally
that they weren’t all getting
as and bs. I’ve had a learning
curve of having to reteach
things when they don’t get
things the first time around.
17People would tell me over
19
and over again as a student
teacher don’t reinvent the
wheel. I felt like maybe as a
student going to school, I
didn’t want to plagiarize
something. I had to create my
own thing but it’s not
necessarily like that in the

1

1

1

1

1

1
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real world.
Autumn CIQ1

4

101

Autumn TQ

3

5758

Autumn TQ

3

7273

Autumn INTI

5

Autumn

5

INTI

Autumn TQ

3

Autumn

INTI

4

Autumn CIQ1

4

Autumn TQ

4

Autumn

4

INTI

Autumn TQ

3

I mentioned this to (coach).
She is always very supportive
of me.
I feel like someone is there
that cares about literacy, my
students, and me as a teacher

1

most o f all, she has been an
AWESOME cheerleader
when my confidence level
was hitting a low point
134- I told her that was something
136 I wanted to improve on and
she seemed to agree with that
and gave me a tool that I
could use to improve
134- We sat down and talked about
136 what was going well and
what I could improve on.

1

6768

She has guided me on pacing
my reading lessons for my
students
113- I don’t think I've had time to
116 have a deep conversation
with anyone about those
things.
101- She offered to come in and
103 observe one o f my writing
classes.. .she gave me great
feedback on it
93
I feel that she has been
nothing but supportive of me
101 or the coach being in my
room and being so supportive
of me. Giving me thumbs up
goes a long way.
63I am fortunate to have her
64
push into my room for 45
minutes per day (when she is
not being pulled for testing)

1

1

1
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INT2

1

Autumn INT2

5

Autumn

INTI

6

Autumn

INTI

4

Autumn CIQ1

6

Autumn CIQ1

6

Autumn

2630

Yeah, Fred, I remember when
I was first starting he could
see the deer in headlights
look in my eyes. I’m Miss
Perfectionist, want everything
to work well. At the
beginning he said something
to the effect of you don’t
become a pro at teaching in
two weeks or two months.
You get comfortable with it
after more like two years not
like two weeks or two
months. I made it seem like I
have to have it all together
now. That was one thing that
helped me get perspective.
149- Everything’s so rush rush. I
150 don’t have a lot of time to sit
down with people and reflect.

169- I come from a place where it
171 was about creativity and
thinking outside the box and
staying away from teach to
the test culture. Coming from
there, I guess I almost had my
mindset that those are the
expectations of a great
teacher
109 How can I change it? What
can I do differently?
139- I learned that the principles of
MO morality does apply often in
life. And, I really should have
put my students first.
148- I should do everything in my
149 power to maintain this
positive environment of
learning and inquiry

1

1

1

1

1
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Autumn

CIQ1

6

161- I need to take a deep breath
162 and remember that I am the
teacher with the purpose of
teaching my students first

1

Autumn INT2

1

8-9

1

Autumn INT2

1

1315

Autumn

INT2

2

5861

Autumn CIQ2

1

1214

Autumn INT2

2

5051

I used to believe that you had
to have it all or be, have it all
together and know
everything, to be a teacher
I put a lot of pressure on
myself as a new teacher, I just
have a vision o f what I think
it should look like and all
these things that would be
great to do your first year,
you have it all together but
I’ve noticed that’s just not the
way it works.
I guess what’s more
challenging for me are the
modifications. I have such a
wide array of students in my
classroom and I try my best
to throw in those
modifications to help those
kids out. Sometimes it’s very
challenging on a constant
basis to have a modification
for them on every subject. I
guess that’s a learning curve
for me right now.
I consider this a high point in
my teaching career because I
gave this series of lessons
thoughtful consideration. I
didn't try and reinvent the
wheel.
I guess I’m just going more
with the flow of things. I’m
not feeling like I need to
recreate the wheel every time
a new topic comes up.

1

1

1

1
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Autumn

INT2

34

Autumn

INT2

5

9698

and I’ve gotten used to those
and planning lessons more
carefully based on what they
can do. Don’t expect them to
produce a full grammatically
correct sentence in English if
they just got here. If they can
point to or match and label,
those kinds of things are
becoming more clear to me
now.
156- preassessments, doing more
157 with that and looking at the
data and using that
information. How are you
going to know if they’ve
learned something without
that?

1
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Table G5
Kelly
Part. Art.
Kelly INTI

Page
6

Line
124125

Kelly

1

2627

Kelly INTI

12

278279

Kelly

3

8691

CIQ1

INT2

Statement
Paraphrase: Parents do
want to come. It's not that
they don't care.
Sometimes they cannot
and the attitude they get
from the school.
It also occurred to me that
my students' parents want
to help them they just
don’t know how

TL DD CR
1

Education is their way
out. Initially I thought
they thought it provides
free day care but that's
most definitely not the
case. They very much
care.
I am able to approach
parents now I feel like
with more confidence. I
know I have done a lot to
help their children in the
classroom and I know
they have done a lot to
help their children at
home so it’s easy for me
to say ok let’s reflect on
this together and as a team
let’s help your child.
That’s how I looked at
parent teacher conferences
this year let’s really try
and help your child
together. What can I do to
help you and what can I
do to support you and
what can vice versa here’s

1

1

1

1

RD Act
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what you can do to help
me.
Kelly

INT2

5

132134

Kelly INT2

3

7680

Kelly CIQ1

1

2325

Kelly INTI

4-5

9697

. It is crazy to think that at
the beginning that I could
have ever thought that.
It’s crazy to think those
thoughts were ever in my
mind now. I’m just so
involved in my classroom
and with my families.
It was my TFA coach. She
actually wanted me to do
it last year because I saw a
lot of my parents couldn’t
really help my children
read at the end of the year.
I sent home the books and
they were just coming
right back to me and I said
all it is is the cat can run I
don’t understand why they
can’t read with their child
and it was because they
can’t read it in English
and my TFA coach was
the one that said well why
don’t you try to teach the
parents how to teach the
kids how to read.
One day a parent during a
conference said something
profound and everlasting"How do I teach my
student how to read when
I can't speak or read
English?"
My first open house, I had
two parents show up. I
couldn't believe these
parents didn't care to meet
their child's teacher.
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1
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Kelly INTI

5

104105

Kelly

INTI

5

9699

Kelly

INTI

5

100103

Kelly

INTI

4

7782

I learned as I watched
parents come in and I've
seen the way I respond to
them and changing that
and seeing how they
respond to me.
I realized how scary it is
to walk into a building
where you don't speak the
language, you were going
to walk into my classroom
where we don't speak the
same language. It's really
scary for a parent. School
is scary for them.
We look negative to them.
We are always bashing
their children. Work hard,
work harder, your child's
not doing well in this.
They're afraid to hear
those things. It's always
negative. We don't shed a
positive light. They're
getting more negative
calls than positive calls.
The way I grew up and
the way I saw others treat
school districts that
weren't as prestigious as
ours and the way people
talked about it kind of just
melted into my blood and
created a stereotype
within me that I didn't
even know. Now I hear
them talk, people from
home or school, I roll my
eyes at them because I
now know where those
thoughts originated from.
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Kelly INTI

3

5355

Kelly CIQ1

1

2526

Kelly INT2

3

6465

Kelly CIQ1

1

3739

Kelly CIQ1

2

4041

Kelly CIQ1

4

9899

I came in thinking that
parents in the low income
communities just don't
care. They don't have the
time to care nor do they
think education is
valuable.
It never occurred to me
that the biggest
disadvantage my students
are facing is their lack of
reading and English
language in the household
I talked to the parent
center who ended up
translating the invitation
the second time for me
and then I also opened it
up to the entire first grade
I truly believe I broke new
ground with my students
and for other teachers at
my school. They saw the
impact of teaching parents
and working with families
to ultimately help
students.
This is something I am
proud of- influencing
other teachers and
impacting the mindset of
teachers toward parental
involvement...
Now I feel as though it is
my duty around school to
be a positive leader
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Kelly CIQ1

Kelly CIQ1
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At the first meeting I
focused on teaching
parents simple strategies
to help their students
when they get stuck on
difficult words while
reading
I invited the entire first
grade parents to a seminar
held after school to begin
a series of reading lessons

1

266267

I feel more obligated this
year to be the lower level
leader for the students.

1

4

9495

1

1

3334

Another surprise I had
was receiving a positive
award at one of the faculty
meetings. I would
consider myself a pretty
positive person but when
others recognized this-1
was beside myself
I only had 1 other teacher
Stay with me (but 2
coaches attended to assist)
but I had over 70 parents
show up to my second
meeting
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1
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CIQ1

1

2829

Kelly CIQ1

1

30

Right now I'm holding
after school things with
parents teaching them
how to read nightly. We
tell them their child is
falling behind, but they
have no idea how to help
them. Actual teaching
strategies. I hold one
every month and we teach
a different reading
strategy and parents are so
receptive to that. They're
not afraid to come in
because I already know
they don't know how. I
have a translator. They
know I'm going to have
someone in here to help
translate. They're so much
more receptive to that.
They know I'm not going
to tell them about their
child's behavior. It's
strictly for them to learn
how to help their child.
A lot o f the parents (even
the parents whom speak
English) were interested
in learning how to teach
their student how to read
I had 19 of my 21 parents
attend the first meeting
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1
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INT2

3
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Kelly CIQ1

1

2729

Then I saw how close our
community outside of
school really is. Parents
from other classes would
say I went to the reading
class and parents from my
class would be like oh
really we were all invited?
You were there and I
wasn’t? My child’s
teacher.
I would start getting
parents saying I can’t do
this night or that night’s
not good for me. Instead
of throwing it in the
garbage because they
can’t do Wednesday night
they would actually say
why they weren’t
attending or is there
another way we can work
this out.
. I introduced this idea to
my students’ parents
individually during the
first conference of the
year. A lot o f parents
(even the parents whom
speak English) were
interesting in learning
how to teach their student
how to read.
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Stephanie CIQ1

1
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Stephanie

Lines Statement
8-10 Now I realize it doesn’t
matter what title or label
you have. People are
going to doubt you and
not listen to you. You
have to earn it and it
doesn't just come with
the territory.
308- In the end, no matter
what, you are here to
310
help kids learn. So
maybe my title isn't
behavior coach but I
can't be a literacy coach
if students have poor
behavior.
I learned that it is
2122
important to set aside
time to build a
relationship, ask
questions, and pinpoint
the exact teacher/student
needs involved in a
coaching situation
214- Even though I know I
217
have something I need to
get done and it makes
me nervous I need to get
something done by the
end of the day, I realize
that sometimes I need to
back away and listen
with my eyes too. I think
that I've changed my
view on that. I have to
balance the relationship
piece with the task piece.
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Stephanie INTI
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273275

Stephanie CIQ1

5

8384

Stephanie CIQ1

5

9091

...I can’t solve all the
problems just by being
effective myself. A
teacher must be
committed to
professional growth to
make this process work.
.. .even though I feel the
work I do with teachers
is important, unless they
are ready to grow and
learn, it might not be
effective.
It takes both sides
equally engaged in the
teaching and learning
process for the work to
be effective
I realized that sometimes
in this position you have
to put the work on hold
and invest in people. I
think I've done that
better.
I was in a first grade
room for 3 weeks and
told the teacher I am not
teaching writing
anymore until they know
how to behave. We did
behavior 2 days straight
after modeling two very
successful guided
reading lessons and
reflecting on the practice
with an EIP teacher, the
teacher did not commit
to continuing that work
in her classroom
.. .she showed very little
interest in continuing the
work
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9-10

285287

INTI

Stephanie INTI

I'm there for a purpose.
It's to get the teacher
involved in what I'm
doing and so often they
don't want to do that.
I thought I'd go in and
model a lesson and I'd
try not to be that part o f
it. So often the teacher
might ignore the
behaviors or have a plan,
I don't want to come
with things that are
already in place, but so
often I see that there isn't
really something in place
and that's the problem
Other than being hung
up on behaviors. I think I
am going to talk to
administration about it.
About going in and
fixing some things. I
don't know if that's my
job or not. There is no
way you can have a
successful reading or
writing workshop if your
kids are out o f control.
When I come back to
your room, I don't want
to do the same thing
again. I want to build on
what we've done
together or watch you do
it and see you do it
again. And not have you
say I don't know what to
do. I do find that to be a
challenge, but it's not
with the new teachers.
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Stephanie INT2

3
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Sometimes I end up
changing the focus of
my lesson due to a need
for management in the
classroom
I am still surprised by
the interaction. Most
teachers at least say that
want to continue the
work and try it out
So often I have become a
behavior coach with
some o f these kids.
When I go in and see
some o f the behaviors, it
doesn't matter how great
your literacy teaching is
you can't get anything
done...
I think how to build
them (relationships). I
thought being nice and
being helpful would
build those relationships
for me and being a good
person and having
integrity and being here
for the kids.
I was told at the
beginning of the year go
to the good to make
them great but that was
flipped on me. Stop
working with these
teachers you need to
work with these
teachers.
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INTI

8

240241

Stephanie INTI

8

250251

Stephanie

INTI

I can't worry that the
teacher isn't going to like
me talking to the student.
If the student is acting
wild and what they're
doing isn't working, I am
going to step in and do
something about it.
Some of the more
difficult personalities. I
am trying to find
something. Facebook
friending people,
knowing what's going on
with their personal
lives...
I need to not let checking
off my to-do list hinder
those relationships with
teachers
I didn't think that
whenever someone came
in that I would have to
stop what I was doing.
But I realize I have to.
I realize that it's not
when we talk about
school stuff but talking
about stuff outside the
school. Knowing things
beyond.
Relationships aren't
bound to school stuff
and teacher stuff. It
needs to go beyond that
to some degree. To build
that relationship it needs
to be any time.
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7-8

Stephanie INT2

3

7173

Stephanie INT2

3

7576

The beginning o f the
year people would come
to her (other coach) for
advice. She would push
back from her desk and
turn to listen to them. I
would be typing away
and doing my job and
getting things done.
I've decided that any
educator in this building
is responsible for student
behavior and learning.

1

I think I thought in
becoming a coach, just
having the title o f coach,
this person was hired
and has the skills
necessary to help us
move forward, that
people would accept that
and work with me.
I think I started building
those relationships but
because o f the dire
straits our school is in
got some push to get into
those classrooms and I
think I didn't get the
opportunity to do what I
really wanted to do this
year to be invited in and
to wait for teachers to
come to me.
I was pushing people to
go where they didn’t
want to go and that cut
off any relationship I had
started to build with
them.
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Stephanie INTI
Stephanie INTI

6
6

171
175177

Stephanie INTI

6

182183

INTI

I will call her and ask
why do I feel this way.
Why am I so confused
about this? She is the
most nonjudgmental
person ever and she will
give you the truthful
answer without
judgment and I love that.
What exactly is it that's
bothering you? What
have you tried? What are
you going to do about it?
Sometimes it's just
venting. I think it's
advice more than
questions. Just being
able to see something
from another side of it.
That's the majority of
what I talk to (other
coach) about is like what
just happened, how did
the wheels fall off.
other literacy coach
(eluding to who you go
to when experiencing
challenges)
other literacy coaches
I take those kids under
my wing and teachers
and teach them strategies
for commanding
students' attention and
for following through
with expectations and
behavior
I give teachers strategies
on student behavior
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4
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4

114116

Stephanie INT2

6

160161

It has become that
sometimes I am a
behavior coach. If kids
don’t listen to you, it
doesn’t matter how good
you are. If they don’t
have the procedures. It
has to come first.
A lot of times when
teachers come to me it’s
I can’t get my kids to...
Well how did you go
about teaching it? Their
lesson seems fine. So
therefore in order to
solve the instructional
problem I have to teach
them procedural things
to do in order to get
there.
I think because I wasn’t
out in other people’s
classrooms I didn’t know
how bad it could be. I
didn’t know how chaotic
it could be. The
disrespect never
occurred in my
classroom. It’s been eyeopening and jaw
dropping for me.
They didn’t see me as
helpful and supportive
and maybe I lacked that.
I should have done more
of that at the beginning
(resource providing).
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8

250251

Stephanie INT2

9

269272

Because I was trying to
work up to what she was
doing in her coaching
class and what she was
saying was what we
were supposed to be
doing when I needed to
not put myself in the
same place where she
was in her cycle.
It’s difficult to make it
last without the teacher
buy in.
Yeah I guess I thought I
would be mostly
modeling lessons,
sharing my knowledge
on reading and writing,
probably helping create
some assessments and
lesson plans, but I really
thought everything
would be surrounded by
literacy but it really is
coaching the teacher in
best practices across the
board.
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231232

Stephanie CIQ2

2

5152

Stephanie

Sometimes I wonder
when you have a coach
at your school if the
administration were to
set the guidelines of this
is their job. They are not
a sub. Every time they
come into your
classroom you are to sit
there and observe them.
Do not get up. Do not to
leave the classroom.
Don’t check your
computer. If there were
more guidelines
presented outside of
what I say I am to the
teachers then maybe it
would. Maybe it’s more
of a culture or a climate
in a school versus me
doing or not doing what
I do or don’t do.
Relationships haven't
taken off as quickly as I
thought. In general, most
teachers had a wall up.
What can she do for me
rather than what can I
learn from her.
You cant make everyone
happy, and even when
you are well planned and
thoughtful, not everyone
will appreciate what you
do
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.. .even though I feel
the work I do with
teachers is important,
unless they are ready
to grow and learn, it
might not be
effective.
It takes both sides
equally engaged in
the teaching and
learning process for
the work to be
effective
Not everyone comes
here because it's
their career, their
passion. People
come because it's
their job and they get
a paycheck from it. It
doesn't mean as
much to them as it
means to me.
It’s difficult to make
it last without the
teacher buy in.
It makes me feel sad
for some kids. How
unfair they have to
spend nine months
with this teacher
when the kids across
the whole get that
teacher. It makes me
nervous for my own
kids.
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CIQ1

5

8990

Stephanie

INTI

7
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7
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Not everyone has the
same ideas, the same
skills or whatever
that I bring to the
table that make it
easy for me or
important to me
might not be what is
easy or important to
someone else.
after modeling two
very successful
guided reading
lessons and
reflecting on the
practice with an EIP
teacher, the teacher
did not commit to
continuing that work
in her classroom
.. .she showed very
little interest in
continuing the work
I showed her a very
simple and straight
forward way to do a
guided reading group
I'm there for a
purpose. It's to get
the teacher involved
in what I'm doing
and so often they
don't want to do that.
Relationships haven't
taken off as quickly
as I thought. In
general, most
teachers had a wall
up. What can she do
for me rather than
what can I learn
from her.
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4
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When I come back to
your room, I don't
want to do the same
thing again. I want to
build on what we've
done together or
watch you do it and
see you do it again.
And not have you
say I don't know
what to do. I do find
that to be a
challenge, but it's not
with the new
teachers.
I put so much into
my job, and I worry
sometimes that I'm
not making the kind
o f impact I strive to
make
During a grade level
planning, a 3rd grade
teacher was very
disrespectful toward
me in a passive
aggressive way
She basically
belittled me in front
of the whole 3rd
grade team.
Everyone was taken
aback by her
comments, and it just
put a wedge between
her and me, at least
in my eyes
I heard a teacher say
to a special
education student,
"I'm not going to
help you. You said
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you knew what to
do."

Stephanie

CIQ2

4
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I just said, "This isn't
an assessment. Its
okay to help him"

1
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1
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Stephanie

INT2

2

4145

Was there anything
you were able to take
from my lesson that
you were able to
apply today to your
lesson that you felt
made your lesson a
little more
successful? Looked
me dead in the face
and said no.
I felt like the wind
was knocked out of
me.
I guess I'm surprised
at the number of
people who are in a
profession like this
where things are
always changing and
everyone is always
griping about how
much and things and
that and kids aren't
learning that when
someone comes who
has been successful
most of the time that
they wouldn't be
knocking down my
door. I have to
actually go to them
and say I want to
work with you.
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3
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I thought people
would be like oh
come in and help.
That's what I always
wanted from my
coaches. I wanted
them to come in so I
could be a better
teacher.
I also thought that
when I go in and I do
a lesson and it’s
beautiful, I thought
teachers would be
impressed and I
don’t get the feeling
they’re impressed. I
get the feeling
they’re annoyed that
I can come in and do
that. It’s like a
thankless job. When
my literacy coach
did that I was
hanging on every
word.
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Stephanie

INT2

1

2930

He just opened my
eyes to the fact that I
am naive to some
things that happen in
this world and not
really knowing
where kids come
from and the
baggage they bring
that sometimes it’s
beyond an
instructional
standpoint when
we’re talking about
how to work with
these kids. Just
because I never had
racial or cultural
issues with kids of
different races and
cultures, other
people do. And
that’s why we’re
having these
conversations. That’s
when I need to get
out o f myself and
say not everyone is
like me.
other literacy coach
(eluding to who you
go to when
experiencing
challenges)
other literacy
coaches
She has experienced
the same things. We
kind of feed off of
each other which
isn't always good.
She said yeah, that's
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1
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going to happen and
just don't go in there
anymore.

Stephanie

INT2

1

3032

Stephanie

CIQ2

4

9293

Stephanie

CIQ2

4

9899

Stephanie

INT2

9
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I talked to Marci.
She told me don't
work in there
anymore. She said be
nice and smile but if
she's not going to
learn from you, go to
those who do.
I think I am learning
to be strong and
stand up for kids,
even if it means
standing up to an
adult
It also reminds that,
as a coach, it is my
job to bring
awareness to
teachers, even
though sometimes it
is hard.
I feel like because I
see the school as a
whole now. When I
see a problem I have
to address it or go to
someone to address
it and share my
thinking.
I think because I
reflect on it I try to
approach things
differently each time
something new
happens. When I felt
like I wasn’t getting
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follow through or
having conversations
about my modeling I
brought out these.
When that teacher
said nothing you did
helped me, I realized
I have to approach
the conversation
differently. When I
ask teachers what are
we working on
together, and they
keep going back to
students, I realize I
have to word things
differently to get the
answers I want.
They didn’t see me
as helpful and
supportive and
maybe I lacked that.
I should have done
more of that at the
beginning (resource
providing).

1

342
Table G8
Tim
Part.
Tim

Art.
INT2

Page Line
8
227230

Statement
And the kids, thinking about
all the different kids, and all
the different nationalities that
are represented, families that
are represented, cultures that
are represented, I’m
pigeonholing them and putting
them all in one little place.
And saying what I did last year
with this outstanding group,
I’m going to do with this
outstanding group and it’s
going to work. I’ve learned
that you can’t.

TL DD
1

Tim

INT2

8

230232

You have to change things up.
You have to meet each student
where they are and then tweak
what needs to be tweaked,
change what needs to be
changed.

1

1

Tim

INT2

10

302303

You get to impact lives, you
do the grades, sure you do all
that, but I mean, you just get to
impact them.

1

1
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INT2
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299300

I think it’s much more than
being a teacher, I’m an
educator. I’m a molder of
minds. I do much more than
teach.
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8-9

I used to believe teaching was
just about grades, just about
making sure they learned and
that was it. I used to believe
teaching was quote unquote
easy.
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1
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8-9

250254

It would be stale for me. I
could do it but doing that in
that fashion, long enough,
you’re just doing it for a pay
check you’re not doing it for
the kids. Every teacher coming
in, I want to make a difference
for kids; they’re not going to
tell you I’m doing it for a
paycheck. But over tae. If
they’re not willing to make
changes, to learn, to do that,
even though it’s still in the
classroom and they’re making
an impact, it’s not as powerful
as it could be.
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262264

No two students are the same.
When I came in, I was used to
the old format at my old job. I
expected it to be sort o f that
way even though I wanted a
change but I took the same
approach.
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No two students are the same.
What worked well last year,
even though it worked well,
may not work well now. So
you've got to be willing to roll
with the punches.
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3-4

I feel like there's a lot more
that goes with the position that
I was unaware o f when I first
displayed interest in teaching

1
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2

44-45

I'll be honest. I thought
teaching was going to be a
snap. It was in my bloodline.
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49-50

I thought I could get home by
4 . 1 could get the summers of
and be with my friends and
family.

1

Tim

TQ
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40-41

As I began my education
career, I felt like education
would be less strenuous than
the business world.
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INT2
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9-11

However now after coming
through my first year and
beginning this portion of the
second year, kind o f toward
the end o f my second year, I
believe now I can see teaching
is so much more than what the
normal person sees.
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But when you get in, there is
just so much more to it. There
is a lot more rewarding things
too.
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17-19

Sure you have to do the
paperwork and you have to do
the grading you have to do all
the paperwork that comes
along with it, but seeing that
child learn, seeing them finally
get it, that’s what teaching is
different, how it’s different to
me now.
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8

223226

That can’t happen. I think
that’s a mistake that many
teachers make. I made that
mistake. Now I have my first
year under my belt, it’s going
to get a lot easier. I’ve got all
my stuff and my files, I’m
good. I can just sit back. And,
in education you can’t. You
can’t. If you do that, sure you
can, you can do that, every
year and keep everything the
way it is, but that’s stale.
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INT2

8

241244

I thought I can’t pigeonhole
these students. I can’t sell them
short by thinking I can take
this from last year and put it in
this year’s class. I have to
teach them and put them on
that pedestal I have to teach
them while they’re there.
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312315

That’s why I say it’s much
more than being a teacher. It’s
having fun with them, learning
with them, just molding them,
and being around them. That’s
how things changed in my
mind. Oh yeah, summers off,
I’d love to get out at 2:00, but
then you get in it and it’s some
work. Let’s get going. Now I
see I love it. I love doing it, I
love them.
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330335

For me, learning about myself,
I didn’t realize that you had to
be, some kids don’t have a
father, you’ve got to be that for
them. It’s one of the many hats
you have to wear as a male
teacher. If I can be that for
those students, that’s just part
o f my job, that’s part of me,
that’s what I need to do for
that particular student to meet
them, if I can do that for them
and get them to meet or exceed
expectations from where they
need to be and if that part helps
get them to where they need to
be then that’s part o f it.
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Tim

INT2

5

139141

However, last year, you know
you have, you can’t come into
it naive, you’re going to have
those students who are not
going to do what you say,
that’s part o f I think what
makes you a better teacher.
You’ve got to figure out what
to do.

1

Tim

INTI

7

203207

I guess I was not familiar and
not really knowing what to do.
It's just, ok, just don't blow up
again. But she didn't do that.
She didn't back down.
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182183

I remember he kept denying it,
but I saw it. It wasn't that he
was angry with her. He just
took it out on her.
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80-81

The first week I had a student
that stabbed another student
with a pencil
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I have always heard you don't
push the button. You don't go
hit the button. But I said I'm
going to push the button.
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It was difficult in not knowing
what to do and I was never
exposed to that.
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82-83

I felt very overwhelmed
because I was unsure o f how to
handle this situation
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69-73

This year I remember thinking
about November, December, I
had my Daily 5 going, I had
guided reading and the guided
math. I felt like it was a welloiled machine and then right
after Thanksgiving, that month
of December, the kids just
totally stopped. I had to think,
don’t let the little things sink
you. Don’t let that take you out
of your element, just revamp.
That’s when I got with
Stephanie.
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175178

Your first year, you hear a lot
o f things about what people do
their first year, but for me
specifically my first year I
tried to do a lot o f hands on
things but I found myself
gravitating more towards other
teachers and what they were
doing. If they were teaching
from the basal, that's what I
found. I didn't really like that. I
found myself doing more of
that in my first year.
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214218

However after I came in, it was
pretty soon, I want to say
around October and actually in
December as well, this isn’t
working out like I thought it
would. You’re teaching,
making sure students are
getting what they should be
getting but it’s not smooth. It’s
not a well-oiled machine like it
should be. So I’ve seen my
attitude change. That was sort
o f my old way of thinking.
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This year, also, I think during
the school year I’ve taken
more tae to reflect, and I think
we’ve done that as a grade
level. Last year we didn’t do it
as much as a grade level, we
did on occasion. This year we
meet every Thursday and it’s
collaborative planning.
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75-77

With common core coming on
board this year, we do a lot of
collaboration on our team,
whereas last year, we
collaborated but it's not like it
is now.
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40-41

I remember there are several
people that have impacted me,
my wife and my mother, but
more specifically here, I know
for instance the literacy
coaches
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41-46

Brandy helps me stay on my
feet. I remember conversations
I had with her last year. I
remember her saying you can’t
let the little things sink you.
You can’t let the little things
sink you. You’re not going to
be able to get everything done
every day. But make sure
you’re staying focused on what
you’re supposed to do. If it’s a
little thing, in the big picture if
it’s a little thing, don’t let it
sink you. Don’t get all caught
up in the one little thing
because the days are going to
keep coming. You have to
learn to let it roll and deal with
it if you have to deal with it.
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46-48

She said that to me that first
week of preplanning. I’ll never
forget it, she revisited me, she
would stop and visit me, but it
never really sank in to me until
toward the end o f last year.
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49-53

She(Stephanie) said make it
your own. And that was one
thing; you know you hear that
all the tae, but with it actually
resonating with me. So many
people do guided reading and
so many people do it different
ways. She said what you have
to do is make it your own. She
said that to me in January. She
said make it your own, make it
great but make it your own.
Just because someone does it
this way, you may not need it
for your class. You can revamp
it and tweak it whatever you
want to do.
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119122

That’s helped me grow as an
educator. I think it speaks
volumes with having a grade
level you can bounce ideas off
o f and know whether they’re
going to take it and run with it.
That you can just talk freely,
well I think I’ll take it this
way, having the freedom to do
that, I think that’s made us a
strong team.
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That’s one o f the things too,
having those tough
conversations. The easy
conversations but having that
tough conversation, that’s what
makes you better, that’s what
makes you grow.
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127129

We get together and talk.
There’s a strategy, talk about
different students. What should
I be doing for this student?
I’ve tried everything I can try.
I talked with a colleague. Is
there any way I can try what
you’re doing with this student
and see if it works?
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129131

For me, I guess gaining advice
from other teachers on how to,
not really how to deal with
them but how to impact them
for the better, because that’s
ultimately what it amounts to
in my opinion.
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259262

Stephanie is always coming up
with new ideas. Even if we
have great ideas, she’ll come
to us and say have you thought
about it this way, or adding
this to it or putting this with it,
or adding this along with it or
changing this up. She’s always
willing to come in and give
those new ideas and for me
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I set up an incentive system for
the student. I felt like we were
getting nowhere. What I
thought was working, wasn't.
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15-17

finally done something to get
through to him to help him
understand how much his
behavior affects my classroom
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39-41

I used it as a point to motivate
others when they're feeling
down about their
classroom/specific students
that even the hardest students
can come through and can
have a positive impact in the
classroom
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160163

the behavior is something I
really didn’t know how to deal
with starting off with. I felt
most students should come in
and they should listen to what
you say. I’ve done a lot of self
reflecting on what can I do.
How can I change this? What
can I do to make this better so
we don’t have these outbursts?
I feel like I’ve gotten a better
handle on it than I did.
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28-30

When I am frustrated with his
attitude/behavior in class, I
refocus by remembering the
breakthrough we had and try to
reevaluate my teaching to see
if there's something I can do
differently rather than just
getting frustrated with him
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45-48

I have realized that our
students are not all going to be
the most well behaved, polite,
or the brightest students, but
that its my job to find that
inner being in them and try to
reach in and pull out the best
in all students, not just the
ones that are already good
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269270

There are days when I want to
be stale, relax, and just say
well just throw this at them. I
can't. It's hurting me because
I'm not growing but it's hurting
my students. They deserve the
best.
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75-78

One student moved into the
gifted program and I wasn’t
expecting him to. While he has
behavioral issues, it was noted
that he is extremely bright.
Through the process we
realized that some of his
behavioral issues were that he
wasn’t challenged enough.
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79-80

I always saw him as a 'problem
student' and never realized that
it may have been actually my
fault because I wasn’t
challenging him
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87-89

I would look to see if there's
something I could do
differently (more challenging
or possibly less challenging),
to see if it makes a difference
in their class behavior
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I think during the summer,
between last year and this year
I did a great deal of reflecting.
During the year you reflect as
much as you can I guess.
You’re constantly wanting to
do that because you want to
make your teaching better.
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I felt that there were many
students. I would say probably
80% that when the teacher
asked you to do something that
you would do it. That’s what I
thought. Not trying to say I
lived in a bubble my whole life
but when you’re brought up
and your parents raise you, you
are to respect an adult. Those
were the expectations I had.
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144145

Out o f the three or five or six
students I have that I’m
thinking of, most don’t have a
two parent home. And most of,
all except one, they don’t have
the father or the father isn’t
present.
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I went home and later on I was
thinking what is going on in
that child’s mind. What can I
do to make my room his safe
haven? To make sure he’s
getting what he needs. I’ve
changed up a few things for
that particular student. I’ve
given him choice.
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212214

I feel like one o f the ideas that
I had in my head when I first
came in, even this year, I’m
going to do a lot of what I did
in my last year’s class and see
how that works. I can change
this and do this but I at least
want to change my behavior
management plan and we’ll
just go with it.
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Even now I see myself and I’ll
say you know I’m not that
great of a teacher and other
people say look at your scores,
you’re doing this and you’re
doing that, and I say no,
there’s something else I can be
doing, they say no, you just
don’t understand Tim, you
can’t fix everything, you can’t
do everything. But for me,
sure my scores may be great
and they may be learning and
having a great tae, but there’s
always something else they
need.

