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ABSTRACT 

  

Enhancing Teacher Practice Through Coaching:  
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Doctor of Philosophy 

Temple University, 2010 
Dr. Erin McNamara Horvat, Doctoral Advisory Committee Chair 

 

 

This study examines the use of instructional coaching in one urban school as a 

form of professional development for teachers. The use of instructional coaches in the 

classroom has become more and more popular in many school districts across the nation 

as they look for ways to improve student performance by improving the performance of 

their teachers. With higher academic standards placed on schools, there is greater demand 

on teachers to make certain that all of their students are successful. The need for 

professional development and coaching for teachers of English language learners (ELLs) 

is discussed.  

The research site for this study, City View Middle School, is located in a large 

urban school district where approximately 176,000 students are English language 

learners. The participants include 1 principal, 14 teachers, and 2 coaches. At the school, 

all students are considered English language learners and 40% are also considered 

Students with Interrupted Formal Education (SIFE). This case study employed qualitative 

methods in the form of observations and interviews of each participant.  

From the teachers’ perspective, three themes emerged as their greatest challenges 

in working with English language learners. These included: student stressors related to 

adapting to a new country, the wide range of literacy levels in the classroom, and 
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teaching academic language. Even with these challenges facing them, were teachers 

willing to work with coaches in an effort to improve their classroom practice? Were 

teachers receptive to the feedback they received from coaches? Were they willing to try 

new strategies? Were there any signs of teacher resistance? How were coaches able to 

create change?  

The coaches offered a professional development program that included training in 

the following areas: vocabulary, reading, writing/lesson planning, and cooperative 

learning strategies. Two types of coaching were implemented at the school: 1) peer 

observations and group debriefing sessions in Teacher Learning Communities (TLCs); 

and 2) individualized coaching sessions, which included: a one-on-one pre-meeting, an 

observation, and a one-on-one debriefing session. 

The results of this study suggest that there were several preconditions for change. 

In order for change to occur there were several interrelated factors that needed to take 

place in the coaching relationship. The professional and personal qualities of the coaches 

became key factors in how coaching was established at the school. These qualities 

affected the ways in which they established trust, how they set the tone for their work at 

the school, how they provided teachers feedback and opportunities for reflective 

dialogue, and how they created a supportive and nurturing environment. These elements 

of coaching allowed teachers to feel comfortable to: ask questions, seek help, change 

their perceptions about what works and what does not work with ELLs, and the 

confidence to try something new. The support from the principal was also a key element 

in creating change. Without the principal’s support, coaches would not have been able to 

accomplish their goals with the teachers. This study contributes to our understanding of 
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how schools can support teachers who are experiencing an increasing number of English 

language learners in their classrooms and do not have the credentials to effectively teach 

them.  
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CHAPTER 1 

 

INTRODUCTION 

 

The Educational Outcome of English Language Learners (ELLs) 

 Across the nation, over 6 million American students in secondary schools, 6th 

through 12th grades, are at risk because they do not have the basic reading and 

comprehension skills needed to be successful in high school, postsecondary education, or 

the workforce. Of all secondary students, only 30% can read at a proficient level (Short 

and Fitzsimmons, 2007). The circumstances are much worse for students of color. 

According to the National Center for Education Statistics (2004), 89% of Latino and 86% 

of African-American students in middle and high schools are reading below grade level.  

 Although these statistics are grim, the literacy crisis for English language learners 

is much more disturbing. The 2005 and 2007 National Assessment for Educational 

Progress (NAEP), the nation’s only ongoing assessment of what students know and can 

do in various subjects, reported that 4% of English language learners in 8th grade public 

schools scored at or above the Proficient level in reading compared to approximately 

31% of non-ELLs. In both 2005 and 2007, 71% of English language learners scored 

below Basic compared to approximately 26% of the non-ELL population  (Perie, Grigg, 

& Donahue, 2005; Lee, Grigg, & Donahue, 2007). The NAEP’s achievement levels are 

defined as follows: 

Basic denotes partial mastery of prerequisite knowledge and skills that are 
fundamental for proficient work at a given grade. 
 
Proficient represents solid academic performance. Students reaching this 
level have demonstrated competency over challenging subject matter. 
 
Advanced represents superior performance. (Lee et al., 2007, p. 6) 
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English language learners are at higher risk of dropping out than their native English-

speaking peers (Short & Fitzsimmons, 2007). The main reason for dropping out of school 

is the lack of literacy skills needed to keep up with the curriculum in high schools 

(Kamil, 2003). According to the National Center for Education Statistics (2004), 

only10% of students that reported speaking English at home in the 2000 U.S. Census 

dropped out of high school compared to 31% of English language learners. Also, if ELLs 

reported that they had difficulty speaking English, their chances of completing high 

school dropped to 18% (NCES, 2004; Short and Fitzsimmons, 2007, p. 5). 

There are detrimental effects for students that are unable to master the English 

language before leaving school. English proficiency will likely impact their success in the 

labor market and their ability to navigate the health care systems. Unfortunately, ensuring 

English proficiency still remains highly controversial because there is no consensus on 

how to best teach English language learners across the grade spectrum.  

The number of American students who are nonnative English speakers is 

increasing.  According to Waxman, Téllez, and Walberg (2004), “Native Spanish-

speaking Latino students, whose educational achievement is unacceptably low, constitute 

the largest group of English language learners (ELLs) ” (p. 1). These students, in 

particular, are vulnerable to leaving school. This study will focus on teachers working 

with English language learners of Spanish-speaking backgrounds.  

Statement of the Problem - Teachers of English Language Learners 

Literacy development is a particular problem for the English language learners 

who enter U.S. schools in later grades, especially in high school. Overall, they will have 
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fewer years to learn the American educational school system and fewer years to master 

the English language along with complex course content. These same students are 

enrolling at an age where literacy instruction is no longer provided and some have below-

grade-level literacy in their native language (Rueda & Garcia, 2001; Short and 

Fitzsimmons, 2007). In spite of these conditions, English language learners tend to be 

placed in classrooms with middle and high school teachers who have not been trained to 

teach even basic literacy skills to students (Rueda & Garcia, 2001; Short and 

Fitzsimmons, 2007). 

Approximately 56% of all public school teachers in the United States have at least 

one ELL in their classroom but less than 20% of the teachers who serve ELLs are 

certified English as a second language or bilingual teachers (Waxman et al., 2004). 

Calderón (2007) argues that Latino and other language-minority students’ limited English 

language skills and low academic achievement may present a major problem in 

secondary schools. In order to improve the performance of these students, Calderón 

suggests that schools have to improve the performance of their teachers, especially 

teachers that have English language learners and other students reading below grade level 

in their classrooms (p. 3). 

The academic success of ELLs depends on teachers’ knowledge and application 

of effective pedagogy in the classroom. Up until now, professional development offered 

in schools on language and academic needs of English language learners has been 

addressed to the bilingual and/or English as a Second Language (ESL) teachers but this 

needs to change according to Minaya-Rowe (2004).  She argues that this professional 

development needs to be extended to the mainstream teachers who have or will have 
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ELLs in their classrooms considering the number of these students in regular mainstream 

classrooms is growing (p. 6).  

A recent study conducted by the National Center for Education Statistics (2004) 

on the quality of our nations’ teachers, found that most teachers with English language 

learners or other culturally diverse students in their classrooms did not feel that they were 

well prepared to meet the needs of their students. Waxman et al. (2004) reported that in a 

national survey of classroom teachers, almost 60% of teachers responded that they either 

“very much needed” or “somewhat needed” more information on helping their English 

language learners improve their academic performance (p. 1). Almost half of the teachers 

working with English language learners have never received any training in the 

instructional strategies to teach them. English language learners are three times more 

likely than any other student to have an under-qualified or uncredentialed teacher 

(Waxman, et al., 2004). Gándara and Maxwell-Jolly (2004) argue that the “primary key 

to successfully educating all students, particularly those who are as vulnerable as English 

learners, is providing them with a well-qualified teacher, nothing is more important for 

educational outcomes than the qualifications of the teacher” (p. 4).   

There is an urgent need to assist all teachers working with English language 

learners. Since many teachers have never been trained in strategies that could best help 

their ELLs in the classroom, how can a professional development program give these 

teachers the tools they need to help their ELLs succeed? How can the strategies they 

learn in professional development workshops be transferred into the classroom 

effectively? How do coaches help teachers in transferring new knowledge into the 

classroom?  
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Professional Development for Teachers 

Traditionally, teachers have been supported in their growth through professional 

development (PD) programs. The educational backgrounds of teachers vary; therefore, 

professional development programs need to be designed to meet the needs of teachers. 

For example, in science some teachers may need to be briefed only on the changes in 

science that have occurred since their postsecondary-level of study and others may lack 

even basic knowledge of science and need more in-depth training (Ong & Lundin, 2004, 

p. 294). The National Reading Panel (2000) indicates that there are different cognitive 

demands placed upon teachers with the task of improving reading comprehension: 

Successful teachers must respond flexibly and opportunistically to 
students’ needs for instructive feedback as they read. To be able to do this, 
teachers themselves must have a firm grasp not only of the strategies they 
are teaching the children but also of the instructional strategies that they 
can employ to achieve their goal. (NRP, 2000, p. 119)  
 
Although there are many different types of professional development programs 

that serve many different types of teachers, the primary objective of all PD programs 

must be to improve student achievement (Ong & Lundin, 2004, p. 294).  In addition to 

student achievement being the main indicator of success in professional development 

programs, Ong & Lundin (2004) also argue that an effective professional development 

program is one with classroom follow-up. 

Drago-Severson (2007) found that professional development programs for 

teachers need to be: “embedded in and derived from practice, ongoing rather than one-

shot experiences, on-site and school based, focused on student achievement, integrated 

with school reform processes, and centered around teacher collaboration…” Hawley and 

Valli (1999) maintain that professional development programs also need to be “sensitive 
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to teachers’ learning needs.” It has also been recognized that practice in professional 

development programs must occur in the context of teachers’ actual classrooms (Lovett et 

al., 2008). The National Staff Development Council’s Standards for Staff Development 

(2001) states that professional development is too often viewed as an expense that 

diminishes a school district’s ability to meet its other financial obligations. Instead, the 

NSDC argues that professional development needs to be viewed as an investment that 

will pay future dividends in improved staff performance and student learning. 

 Instructional coaching is one model of professional development that has an 

excellent potential for fostering greater collaboration among teachers (Lovett et al., 

2008).  But, how receptive are teachers to change? How do coaches overcome teacher 

resistance, if any? And, what factors lead to a positive relationship between teachers and 

coaches where new strategies are being implemented in the classroom even when the 

coach is not present? Now, more than ever, the stakes are high for English language 

learners; so, how can instructional coaches help teachers in the classroom? This study 

will examine these issues.   

Purpose of the Study and Research Questions 

 The purpose of this qualitative study is to answer the following questions:  

• In what ways can coaching enhance teacher practice?  

• In what ways can coaching promote teacher collaboration? 

 

 In answering these questions, I will also examine the following: (1) How willing were 

teachers to change their classroom practice? (2) What contributed to a positive 

relationship between teachers and coaches? (3) What other factors contributed to or had 

an impact on enhancing teacher practice? To provide a background on this topic, I will 
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begin by reviewing the literature in two parts. First, I will review what challenges exist 

for teachers of English language learners and what professional development 

opportunities exist for these teachers. Second, my literature review will focus on 

instructional coaching as a professional development tool for teachers of English 

language learners.   

Significance of the Study - High Stakes Testing for ELLs in NYC 

 This study is significant when one looks at the educational outcome of English 

language learners, mostly Latino, in New York City schools. There are high stakes 

involved for these students and many challenges ahead for teachers who are seeing more 

and more ELLs in their classrooms. The National Clearinghouse for Bilingual Education 

(NCBE) (1997) defines “high stakes assessment” as testing that will determine: grade 

level promotion or retention, graduation, acceptance into educational programs or 

services, or for other “high stakes” consequences. High stakes testing includes all of the 

following: statewide assessments, standards-based tests, and other assessments used to 

place a student or to determine the type of educational program and/or the type of high 

school graduation certificate or diploma a student will receive. Many states exclude 

English language learners from participating in such high stakes assessments. However, 

some states continue to include ELLs in these assessments without providing appropriate 

accommodations that take into consideration their level of English literacy (NCBE, 

1997).  

 One important issue for teachers of ELLs in New York is how to prepare them for 

new graduation and promotion standards. The Advocates for Children of New York 

(2001) explain that English language learners will not graduate from high school if 
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teachers just teach these students to understand and speak English without teaching them 

to become academically proficient in the English language. They also argue that the basic 

educational needs of ELLs in New York have been overlooked for such a long time and 

as a result of this these children continue to be underserved. English language learners lag 

behind their peers academically and have extremely high dropout rates. Although there 

are several barriers that also need to be addressed such as overcrowding and poorly 

equipped schools, the Advocates for Children of New York (2001) believe that the real 

problem for English language learners is not having enough quality and well-trained 

teachers with the appropriate instructional materials, curriculum, and resources to help 

their students become academically proficient in English while mastering other core 

subjects at the same time. All teachers need to know how to address the unique needs of 

their English language learners, including mainstream math, science, social studies, and 

language arts teachers. 

 The Report from the Front Lines: What’s Needed to Make New York’s ESL and 

Bilingual Programs Succeed (2001), focused on teachers and the resources they have to 

help this particular group of children. In New York State, English language learners make 

up about 8% of all students; however, in New York City, ELLs make up almost 17% of 

the total student population and 25% of these students are concentrated in the high 

schools. These numbers only take into account the ELLs who have entered the school 

system in the last three years. There are approximately 220,000 English language learners 

in New York State and roughly 80% are enrolled in New York City schools. Of these 

ELL students, 20,000 are placed in self-contained special education programs/services.  
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 The Advocates for Children of New York (2001) recognize that not all English 

language learners are immigrants or the children of immigrants and that some may not 

require additional help in learning English; however, the “size and diversity of New York 

City’s immigrant and refugee communities create more demand for English language 

instruction in schools” (p. 9). They argue that the support that will be required to help 

these teachers includes: teacher readiness, teacher certification, training and professional 

development, curriculum alignment, and proper materials and supplies in the classroom 

(p. 5). 

  The New York State Board of Regents considerably revised the academic 

standards for high school graduation in New York in 1996. The new graduation 

requirements ask that high school seniors, including all ELLs, pass five Regents subject 

exams in English, Math, Global History, United States History and Government, and 

Science in order to receive a high school diploma. For the first time in June 2000, all 

NYC seniors were required to pass the English Language Arts Regents exam in order to 

graduate, no matter how long they were in the United States, their level of English 

proficiency, or the educational services they received. In 2001, students were required to 

pass both the English Language Arts Regents as well as the Mathematics Regents. In 

addition to passing these exams, students are now required to complete 40 credits. These 

credits are to include the following: 8 credits each in English and social studies, 6 credits 

each in science and mathematics, 2 credits in a second language, 1 credit each in health 

education, art, and music, and the completion of physical education requirements 

(Advocates for Children of New York, 2001, p. 15). 
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In 2004, additional Regents exams were phased in. Before these changes took 

place, NYC high school seniors could graduate with 40 credits and a select core of 

curriculum credits.  They could also pass Regents Competency tests (RCT) and receive a 

local diploma as an alternative to taking Regents exams and receiving a Regents 

Diploma.  

Students who were not English proficient could graduate by passing the 
reading sub-test of the English Language Assessment Battery (LAB) and 
the translated versions of the RCTs. Finally, students in special education 
classes could receive an IEP diploma if they had met the educational goal 
in their most recent educational program and had completed 12 years of 
schooling (Advocates for Children of New York, 2002, p. 20).  
  

 The status of English Regents scores in a cohort of 9,456 ELLs in the class of 

2000, indicated the following: 1) only 39.7% passed the English Regents in 1999 vs. 63% 

of non-ELLs; 2) 14.4% failed the Regents vs. 6.6% of non-ELLs; and 3) 45.9% had not 

taken the test yet vs. 30.4% of non-ELLs. The NYC Board of Education’s Current Status 

on the English Regents of English Language Learners (2000) also reported the following: 

out of the 8,481 ELLs in the Class of 2000 (all entering 9th grade in Fall 1996): 

• 4.4% graduated as accelerated students; 
• 34.5% were on grade level in grade 12; 
• 17.4% were one year behind in grade 11; 
• 12.1% were two years behind in grade 10; 
• 3.8% were three years behind in grade 9, and 
• 25.5% had dropped out of school. 

 
 Out of approximately 12,000 English language learners in the Class of 2000, only 

1,565 met the ELA Regents requirement, which means the rest of these students either 

dropped out or were retained. The number of students not meeting this requirement has 

been rising since the new standards were implemented. Both of these trends will lead to 

decreased graduation rates and opportunities for ELLs since retaining students greatly 
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increases the chances of dropping out of school (Advocates for Children of New York, 

2001, p. 26). 

Qualifications and Training of Teachers of ELLs 

 With higher academic standards placed on schools, there is a greater demand on 

teachers to make certain that ELLs are successful. One of the greatest barriers to the 

success of ELLs is the large proportion of existing ESL and bilingual teachers in NYC 

public schools who are not certified. Some of the highest rates of uncertified teachers in 

the NYC public schools are those who teach ELLs. In 2001, 14% of ESL and 27% of 

bilingual teachers in NYC were uncertified. The largest number of uncertified teachers 

can be found in bilingual special education classes where approximately 50% are 

uncertified (Advocates for Children of New York, 2001, p. 28).  According to the 

Campaign for Fiscal Equity v. State of New York (2001) decision: 

Professional in-service training, commonly known as professional 
development, involves the teaching of many skills to new and experienced 
educators. It includes teaching everyday teacher responsibilities such as 
classroom management, discipline, attendance taking and lesson planning. 
It also includes training to keep staff knowledgeable regarding content in 
specific subjects. Finally, it includes the teaching of instructional 
strategies, such as methods for determining whether students have 
mastered course material.  
 

Professional development is crucial in training and maintaining qualified teachers and is 

particularly important in helping teachers address the needs of at-risk students, including 

English language learners.  In the Campaign for Fiscal Equity decision, the professional 

development being provided to NYC public school teachers was found to be inadequate 

(Advocates for Children of New York, 2001). 
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 In New York City, teachers and other school staff are rarely provided the training 

they need to teach English language learners. As Ruiz-de-Velasco et al. (2000) pointed 

out, content teachers are often not provided training to work with English language 

learners and tend to think that developing students’ basic literacy skills is not part of their 

responsibility. Also in New York City, the language arts teacher is typically not trained in 

English as a Second Language methodology and has to deal with a large number of ELLs 

who have a wide range of proficiency levels. During the school day, there is little 

opportunity for ESL and language arts teachers to meet to coordinate instruction. This 

impacts their level of understanding about the skills and content areas they will each 

cover in the classroom. The needs of students at the lowest levels of proficiency are not 

being addressed in the English language arts classroom because language arts teachers 

are not trained to work with ELLs and because they are working towards English 

Language Arts (ELA) standards designed for children who are fully proficient in English 

(Advocates for Children of New York, 2001, p. 31). 

  The high risk of failure and/or dropout that English language learners face and 

the level of training and uncertainty that their teachers bring to the classroom make this 

study important. Results may be useful for school districts that are looking at coaching as 

a way to improve the educational outcome of this student population. Teachers of English 

language learners across subject areas should get the support and professional 

development they need to learn strategies that could help their students succeed. Drago-

Severson (2007) reported that across the nation, educational leaders are searching for 

successful programs to improve teachers’ professional development. If school 

administrators, such as principals, supported teacher learning and growth, then teachers 



 13 

flourish (Blase & Blase, 2001). The results of this study will be useful for school district 

administrators, as they seek instructional experts to help their teachers in the classroom. 

Furthermore, the results of this study will be useful for teachers as they look for ways to 

enhance their classroom practice and seek to understand the nature of the teacher-coach 

relationship. This study will also be useful for principals and assistant principals 

responsible for hiring coaches, in order to understand the qualities and skills that can 

truly have an impact on their school, their staff, and their students. For coaches, the 

results of this study could inspire self-analysis on their performance as coaches and the 

knowledge gained could be a way of improving their own practice. According to Nancy 

Shanklin, the Director of the Literacy Coaching Clearinghouse, “in order for coaching to 

succeed, we need really highly qualified people in positions as coaches” (International 

Reading Association, 2008). Knight (2005) argues that in the history of U.S. education, 

there may never have been more pressure on schools to improve the quality of their 

instruction.  Therefore, schools are looking for instructional coaches to respond to this 

critical need and yet, there has been little research showing what works and what does not 

work when it comes to instructional coaches in schools. If school administrators do not 

understand what a good coach is they risk losing money on instructional coaching 

programs that do not work or do not have an effect on student learning and achievement 

(Knight, 2005).  The results of this study can shed some light on these issues. 

Scope of the Study 

 This dissertation employs qualitative research methods in order to understand how 

school administrators can enhance teacher practice through coaching. Fourteen teachers, 

one school administrator, and two coaches were asked to participate in this study based 
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on their participation in the ExC-ELL professional development training. The data 

collected consisted of interviews, observations, and documents related to the ExC-ELL 

training at their school and documents related to the research site, City View Middle 

School. The names in this study, including the name of the research site, are pseudonyms. 

The data was analyzed as it was collected and the results of this study are a narrative of 

what teachers and coaches described as the elements of coaching that may have enhanced 

teacher practice and promoted teacher collaboration.  
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CHAPTER 2 

 

REVIEW OF THE LITERATURE 

 

 This setting for this case study is an urban middle school where 100% of the 

students are considered English language learners. The purpose of this chapter is to gain a 

deeper understanding of English language learners. Some school districts may also refer 

to this population as Limited English Proficient (LEP) or English Language Acquisition 

(ELA) students; these terms are used interchangeably in the literature. For the purpose of 

this study, I will use English language learners (ELLs) to refer to these students. As 

mentioned in the previous chapter, my research questions are: In what ways can coaching 

enhance teacher practice? And, in what ways can coaching promote teacher 

collaboration? Understanding the needs of this student population is important to this 

study. Understanding the teachers that work closely with these students is just as 

important. There are two parts to this literature review. The first part is related to the 

students, English language learners, in particular and the second part is related to teachers 

and the type of professional development training they receive to help them address the 

needs of their students.   

 In the first part of the literature review, I will address the following questions:  

• What is an English language learner and what is the educational outcome of 
this student population?  

• What are the academic needs of this student population?  
• What does it mean to be a student with interrupted formal education (SIFE)?  
• What are the best teaching practices for ELLs? 

 
In the second part of the literature review, I will address the following questions related 

to the educational training of teachers working with this student population:  

• What type of training exists for these teachers?  
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• How can professional development programs help to address some of their 
instructional needs?  

• What are instructional coaches and how can they help teachers transfer their 
new knowledge into classroom practice?  

 
I will also address teacher resistance in this part of the literature review as follows.  

• How willing are teachers to change their instructional practice?  
• Why do teachers become resistant to change?  
• How do coaches address teacher resistance?  

 

Lastly, I will describe the ExC-ELL professional development program that was 

implemented at the research site.   

 This literature review will benefit educators and policymakers seeking to 

understand the challenges that face English language learners in the classroom and how 

those challenges can be addressed by giving teachers the tools needed to successfully 

address this student population. This literature review will also benefit school 

administrators and other educators as they seek to understand the relationship between 

coaches and teachers and the dynamics in this relationship that help to create change.  

Immigrant English Language Learners 

 According to Ruiz-de-Velasco, Fix and Clewell (2000) no other American 

institution has felt the effects of the high levels of immigration more powerfully than the 

nation’s public schools and no other institution is as important to the future success of 

these students. Although most immigrant children perform as well as or better than their 

native peers academically, there are certain subpopulations that continue to lag behind 

other students; these students come from Mexican and Central American backgrounds 

(Ruiz-de-Velasco et al., 2000). Mexican and Central American immigrant students are 

less likely to enroll in school beyond the eighth grade. If they do enroll, they tend to be 
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retained in grade and/or fail to graduate from high school. The National Center for 

Education Statistics (1995) found that immigrant teenagers tend to have one of the 

highest dropout rates and this was associated with how recently they arrived to the U.S. 

and also how difficult they found it to speak or comprehend the English language in 

school. 

 Ruiz et al. (2000) argue that there needs to be a greater focus on the educational 

needs of older English language learners (in both middle schools and high schools) and 

on the challenges that high-poverty secondary schools face when working with this 

population. In a study conducted by McDonnell and Hill (1993), immigrant ELLs tend to 

be concentrated in high-poverty schools with insufficient adequately trained teachers, 

limited instructional materials, and a generally low ability to educate their immigrant or 

native-born students. English language learners are not always recent immigrants to the 

U.S.; they can also be second- and third-generation children. Third-generation children 

are native-born children of native-born parents. Ruiz et al. (2000) found that 10 percent 

of ELLs are members of this third generation. First- and second-generation English 

language learners are twice as likely to be Mexican compared to their Asian counterparts. 

So, why do these students continue to lag behind other students from generation to 

generation when they are attending U.S. schools?  

 In the report, Overlooked and Underserved: Immigrant Students in U.S. 

Secondary Schools (2000), the Program in Immigrant Education (PRIME), a project 

funded by the Andrew W. Mellon Foundation in 1993, focused on two subpopulations of 

immigrant students that have received little attention. These subpopulations are: 1) 

immigrant teenagers who come to U.S. schools with significant gaps in their schooling 
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and 2) long-term English language learners. Students in these subgroups pose unique 

challenges for the secondary schools that serve them. With the first group, many of these 

teens enter school not being fully literate in their native language, much less in English. 

Fleischman and Hopstock (1993) reported that almost 20 percent of ELLs in high school 

and 12 percent of ELLs in middle school have missed two or more years of school since 

the age of six. With the second group, long-term ELLs come from language minority 

homes and have been in U.S. schools for a longer period of time, but have not mastered 

basic language and literacy skills. Although these students are considered to be “orally 

proficient” in English, they have reading and writings skills that lag those of their peers 

(Ruiz-de-Velasco et al., 2000). 

 PRIME found four institutional challenges that secondary schools faced in 

strengthening their programs for immigrant children. The first challenge was related to 

the teachers and their limited capacity and training to work with these students. This was 

due in part, to the limited number of teachers specially trained to teach ELLs and/or 

immigrant students and also, the number of content teachers unable to communicate 

effectively with these students. The second challenge was related to how secondary 

schools are set up and organized. PRIME found that secondary schools do not offer an 

environment conducive to language learning in middle and high schools. Class schedules 

are typically divided into fifty-minute periods that limit the amount of one-on-one time 

students with special learning needs could receive. Secondary schools also tend to be 

divided into departments similar to universities and language development teachers are 

often isolated from other departments.  
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 The third challenge involves the system of accountability that has historically 

excluded ELLs/immigrant students in U.S. schools. Because of this, very little has been 

expected of both the students and the schools that serve them. Throughout the years, 

schools were given very little incentive to improve the educational outcomes for these 

students. Lastly, although building language skills and content area knowledge are 

equally important and necessary for these students to complete high school, school 

reformers struggle with how to simultaneously do this.  

 This study will examine a middle school that will implement a professional 

development program geared to teachers of English language learners, including content 

area teachers. One of the key components of this professional development program is 

giving teachers tools they need to help their students build their language skills and 

content-area knowledge simultaneously. Because the research site was a secondary 

school, I wanted to take a closer look at adolescent English language learners in the 

literature to better understand this population of students. In the next section, the diversity 

of adolescent English language learners will be discussed along with what makes this 

population so vulnerable to leaving school. 

Adolescent English Language Learners 

 English language learners are more likely to have faced educational gaps that 

make developing their literacy skills very difficult. Secondary ELLs are also more likely 

to start school with zero-English proficiency. This means that for these students, reading 

becomes an overwhelming task that they have to master very quickly. In order to really 

understand the difficulties that teachers may have faced in helping English language 

learners in their classrooms, it was important to look at what it means to be an English 
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language learner and what challenges are associated with adolescent ELLs in particular. 

English language learners bring diverse educational and cultural experiences to 

classrooms in the United States. According to Short and Fitzsimmons (2007), ELLs also 

bring significant linguistic differences, and these distinctions have implications for 

instruction, assessment, and program design. The following are some of the variations 

that exist with adolescent ELLs:  

• They usually enter schools with differing levels of language 
proficiency, both in English and in their native language. Some have 
literacy levels that are well below grade level in their native language. 
Others have strong native language and literacy skills. In general, they 
have strong oral language skills in their native language, but some may 
speak a mixture of English and their native language. 

 
• They vary considerably in their knowledge of academic subject matter 

when they enter middle or high school. First-generation immigrants 
have had varying educational opportunities in their home or transit 
countries. Older students are sometimes placed in lower grades than 
are others of their age because of lack of academic credits or 
demonstrable proof of prior coursework (e.g., families unable to bring 
or send for transcripts, districts unable to translate transcripts). 

 
• 57% of adolescent ELLs were actually born in the United States, that 

is, they are second- or third-generation immigrants…these large 
numbers indicate that these students are not learning the language 
well, even after many years in U.S. schools.  

 
• 43% of adolescent ELLs who are foreign-born, and enter U.S. schools 

in later grades have more difficulty than their younger peers due to 
fewer resources at the secondary level and less amount of time to 
ensure that they learn English and master the content areas (Capps et 
al., 2005). 

 
• Although some adolescent ELLs live in middle- and upper-income 

homes, immigrant adolescents are more likely to be poor than are non-
immigrants. Some immigrant adolescent ELLs are also undocumented 
and this impacts both socioeconomic status and in some states, options 
for postsecondary education. 
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• Adolescent ELLs also differ in their expectations of the school 
experience, age of arrival in the U.S., parents’ educational levels and 
proficiency in English, family situation, and other personal 
experiences. All of these factors have been shown to have an impact 
on literacy development. (Short and Fitzsimmons, 2007, p. 10) 

  

The experiences of this population of students are so varied and this presents challenges 

not only to teachers in the classroom, but also to schools. Schools have to be able to 

provide a setting where these students will flourish and where teachers and staff are 

trained and given continued support to help these students succeed. For City View 

Middle School in particular, the school is usually the students’ first experience of the 

American educational school system. Many of the school’s students are recent 

immigrants and have only been in the country for a few years. The principal is aware of 

many of these challenges and has implemented the ExC-ELL professional development 

model at the school to help the teachers. One unique challenge for the school is that many 

of the English language learners, almost 40 percent, are also classified as students with 

interrupted formal education (SIFE).  

Students with Interrupted Formal Education (SIFE)  

One of the main factors that contributed to the need for professional development 

and coaching at City View Middle School was the large population of students with 

interrupted formal education, also known as SIFE. In 2004-2005, schools in New York 

City had approximately 10 percent of their English language learners classified as SIFE 

(DeCapua, Smathers, Tang, 2007, p. 40). At City View Middle School, the percentage 

was higher; approximately 40% of their ELLs were considered SIFE according to the 

principal.   
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 The New York State Department of Education defines SIFEs as children who 

come from homes where a language other than English is spoken and have enrolled in a 

U.S. school after 2nd grade. Also, these students have had “two fewer years of schooling 

than their peers,” perform “at least two years below grade level in reading and math,” and 

may be “preliterate in their native language,” measures that separate them from other 

English language learners (DeCapua, et al., 2007, p. 41). Other indicators of the SIFE 

population may include: poor education records, no education records, or education 

records with significant gaps; self-report or parental reports of absence from school for 

extended periods of time; poor attendance records from previous schools; poor grades; 

very weak grasp of academic content; and, poor performance on standardized tests 

(DeCapua, et al., 2007, p. 42). The following are some examples of what a student with 

interrupted formal education (SIFE) might look like (DeCapua, Andrea, et al., 2007, p. 

40): 

At age 15, Tom emigrated from Sierra Leone, Africa, to the United States. 
He had had no formal schooling in his home country and was illiterate. 
Nevertheless, because of his age he was placed in 9th grade. Now, after 
two years, Tom can speak English fairly well, but his academic skills, as 
well as his reading and writing abilities, are at a 4th grade level.  
 
At age 16, John arrived to the U.S. from China, where he had attended 
school until 6th grade. He did not attend school in China for the two years 
he was waiting for permission to immigrate and worked as a salesperson 
instead. Once in the U.S., John was placed in 9th grade because of his age. 
One year later, he has acquired basic interpersonal communication skills 
in English, but he does not have enough higher-level cognitive proficiency 
to handle grade-level academic work.  
 
Sonia has been moving back and forth between the Dominican Republic 
and the United States since she was very young. In the Dominican 
Republic, she sporadically attends school. When she’s in the United 
States, she attends school more regularly, although at times, she stays 
home to help her family. As a result of this bicultural transience, Sonia has 
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missed several years of formal education. Her spoken English, 
characterized as Spanglish, is heavily accented and filled with 
colloquialisms. Although she’s in 11th grade, Sonia reads and writes at a 
7th grade level. (DeCapua, Andrea, et al., 2007, p. 40) 

 

 From these descriptions, one can see how Tom, John, and Sonia’s academic and 

language abilities are varied: Tom can communicate well in English and has been placed 

in 9th grade with a fourth grade reading and writing level; John is able to communicate in 

English using the basics, but is unable to grasp higher level academic language; and 

Sonia is graduating in one more year, yet she can only read and write at a 7th grade level 

and uses mostly Spanglish, a mixture of Spanish and English, to communicate. 

 Although the needs of SIFEs can be similar to or overlap the needs of English 

language learners, SIFEs tend to require additional assistance in developing fundamental 

skills that many ELLs already possess. The Office of English Language Learning and 

Migrant Education in the Indiana Department of Education (2010) lists several common 

features of an effective program for educators working with SIFEs. SIFEs may require 

extensive long-term remedial instruction and tutoring, in addition to the following:  

1. Literacy and content courses that are thematically coordinated and 
encourage transfer of learning across content areas;  

2. Follow-up on thematic content and skill development provided by 
double-period ESL classes;  

3.  Small classes that allow individualized attention from teachers;  
4.  Common planning periods that give bilingual and ESL teachers an 

opportunity to coordinate their work; and  
5.  Course structure that allows students to learn at their own pace. 

(www.doe.in.gov/englishlanguagelearning) 
 

  Having students with a wide range of reading and writing skills placed in a 

classroom, can be overwhelming for teachers, especially new teachers or teachers that 

have not been adequately trained to address the needs of this population of students. It 
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was not uncommon for teachers at City View to experience this diversity in each of their 

classrooms. In answering my research question, it was important to understand what City 

View Middle School’s teachers were experiencing in the classroom and how the coaches 

were going to help them. What challenges did teachers have? How were they addressing 

the needs of their students?  

Best Practices for Teaching English Language Learners 

 In a report to the Carnegie Corporation of New York, Short and Fitzsimmons 

(2007) identified nine instructional practices that may be effective in developing literacy 

among adolescent English language learners. These are listed and discussed briefly in this 

section. The nine instructional practices include (Short & Fitzsimmons, 2007, p. 34):  

1) Integrating the four language skills into instruction from the start.  

 Integrating the four language skills from the beginning involves the “explicit 

instruction in reading, writing, listening, and speaking across the curriculum,” despite 

students’ proficiency levels (Short & Fitzsimmons, 2007; Genesee, Lindholm-Leary, 

Saunders, Christian, 2006). August and Shanahan (2006) found that integrating oral 

discourse, or speaking, along with reading and writing activities are important in order to 

become academically literate. In planning lessons, oral language development should not 

be sacrificed for more time on reading and writing. The four language skills are equally 

important.  

2) Teaching the components and processes of reading and writing. 

 In teaching the components and processes of reading and writing, it is important 

to teach the basics to adolescent English language learners who do not read or write in 

any language. The components of reading begin with phonemic awareness and phonics 
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and adding vocabulary, text comprehension and fluency (August & Shanahan, 2006; 

Calderón, 2007; Short & Fitzsimmons, 2007). These components can be taught in either 

the native language or English. After learning the basics, ELLs can move on to reading 

and writing processes that include: previewing, making predictions, paraphrasing, and 

inferring (for reading) and brainstorming, drafting, editing, and publishing (for writing) 

(Short & Fitzsimmons, 2007; Calderón, 2007). 

3) Teaching reading comprehension strategies.  

 In addition to learning the basics of reading, English language learners also need 

to be given explicit instruction about reading comprehension strategies. If students 

already know reading strategies in their native language, they can apply them to reading 

in English as well (August, 2002; Genesee, 2006). If students do not know reading 

strategies in their native language, the strategies learned in English can be applied to 

reading in any language (Short & Fitzsimmons, 2007). 

4) Focusing on vocabulary development.  

 Short and Fitzsimmons (2007) argue that English language learners need a strong 

vocabulary base that continues to grow in order to become academically literate. 

Calderón (2007) supports this argument, the “size of a students’ vocabulary bank predicts 

his or her level of reading comprehension” (p. 18). The number of words ELLs know is 

key in determining how well they will perform on high-stakes tests that measure reading 

comprehension (Calderón, 2007). According to Samuels (2002), reading comprehension 

will be limited unless students know 85 to 95% of the words they are reading.  Graves 

(1986, 2006) emphasizes the importance of knowing words, word parts, and word 

relationships in order to understand concepts in the content areas and to develop test-



 26 

taking skills. There are several strategies that can help students comprehend and 

remember words and their meanings, such as: “visuals, graphic organizers, and 

demonstrations” (Short and Fitzsimmons, 2007).  

5) Building and activating background knowledge.  

 For English language learners that are new to the United States, building 

background knowledge is critical and a significant factor in reading comprehension 

(Bernhardt, 2005). Background knowledge is “what students know from schooling, 

personal experience, or insights gained from study in another country or from oral 

history” (Bernhardt, 2005, Short and Fitzsimmons, 2007). Many adolescent ELLs do not 

have the background knowledge to understand the concepts taught in content classes in 

secondary schools. Therefore, it is important for teachers to be able to connect what they 

are teaching to what students already know. Studies show that students become more 

engaged and reading comprehension improves when teachers take an interest in their 

existing “funds of knowledge” and relate them to what is happening in the classroom 

(Gonzalez et al., 1993; Moje et al., 2004). Other strategies for building background 

knowledge are to introduce new topics and concepts by using video clips, 

demonstrations, or field experiences in a lesson (Short and Fitzsimmons, p. 36).  

6) Teaching language through content and themes.  

 Adolescents perform even better in school when they can understand the 

relevance of what they are learning. Students may become more motivated when they 

understand how developing their language and academic literacy can have an impact on 

how they perform in other classes (Short and Fitzsimmons, 2007, p. 36). In most 

situations, both the language and the content taught in school are new to English 
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language learners. Consequently, when teachers can connect language instruction to real-

life experiences, including the content or themes being taught in other classes, it is more 

likely that students can make the connection to both and perform well (Garcia & Godina, 

2004; Short, 1999).  

7) Using native language strategically.  

 Studies have shown that when ELLs receive reading instruction in both their 

native language and English they outperform students that only receive instruction in 

English (Lindholm-Leary, 2006; August & Shanahan, 2006). Short and Fitzsimmons 

(2007) found that teachers can help ELLs “understand difficult academic and content-

specific concepts” by describing these ideas in the students’ native language. This allows 

for a deeper understanding of the concepts and ideas while they are still learning the 

associated words that define them (p. 36). Teachers can also use bilingual dictionaries, 

glossaries, or websites to further explain or clarify concepts. 

8) Pairing technology with existing interventions. 

 Although there is limited research on the impact of technological interventions on 

the reading and writing development of adolescent ELLs (Short and Fitzsimmons, 2007), 

incorporating technology in classroom lessons can have positive effects on student 

motivation (Kim and Kamil, 2004). Warschauer, Grant, Del Real, & Rosseau, (2004) 

found that adolescent ELLs improved standardized test scores when classroom projects 

involved incorporating multiple technologies (internet research; information exchange 

through email, chat room, and bulletin boards; and producing DVDs and CDs). 

Supporting literacy development through the use of audio books may also be effective 
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because students are able to follow along with written text, which helps with 

pronunciation and fluency. 

9) Motivating English Language Learners through choice.  

 When ELLs have the opportunity to choose the type of reading or writing project, 

when they get to choose with whom they will do a project, and/or when they get to decide 

what to read, they tend to be more motivated and more successful. Allowing choice for 

adolescent ELLs also means being able to provide them with a variety of texts that 

present a wide range of topics and reading levels. “High-interest, low-difficulty texts play 

a significant role in a successful adolescent ELL literacy program and are critical to the 

fostering of reading skills of struggling readers and to engaging all students” (Short and 

Fitzsimmons, 2007, p. 38). 

 Many of these strategies are similar to the ExC-ELL strategies that were taught 

and later implemented at City View Middle School, with the help of the coaches. 

Improving the “academic language” of City View’s students was important to the 

teachers and principal, and was often discussed in debriefings with teachers. In the next 

section, I take a closer look at the importance of developing academic language for ELLs. 

The Importance of “Academic Language” for English Language Learners 

 As the researcher, I needed to understand the concept of “academic language” as 

it related to this study.  When teachers at City View Middle School were asked to 

describe their English language learners, one of the greatest concerns they had was 

teaching academic language to students with very low literacy skills.  I found some 

variations within the definition of academic language.   
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There were different definitions and interpretations for this concept based on the 

subject or content-area in which it was defined (Solomon & Rhodes, 1995). For example, 

in science, the National Science Teachers Association (1991) described academic 

language as the functions of science, such as: formulating hypotheses, proposing 

alternative solutions, describing, classifying, using time and spatial relations, inferring, 

interpreting data, predicting, generalizing and communicating findings (p. 7). Chamot 

and O’Malley (1986) further explain, that in science there are non-technical terms that 

have unique meanings when it comes to science, such as the words “table” and “energy” 

(p. 23).  

 Spanos, Rhodes, Dale and Crandall (1988) explained that from a mathematical 

perspective, “academic language” relies on the passive voice, has different uses of 

prepositions, and uses logical connectors such as “if…then” and “given that.” The 

authors argued that the semantic features of the mathematics language consist of new 

technical vocabulary, such as: “additive inverse,” and “coefficient”, vocabulary that can 

mean different things in math, such as: “square,” and “power”, complex strings of words 

and phrases, such as “add,” “plus,” and “combine” that all mean addition, and other math 

symbols and notations (p. 226-227). 

 Academic language as defined by Bailey and Butler (2003) was “language that 

stands in contrast to the everyday informal speech that students use outside the classroom 

environment” (p. 9). It is important for teachers to understand the differences between 

acquiring social language and academic language. If these differences are not taken into 

account the distinctions in acquiring conversational and academic language has resulted 
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in discriminatory psychological assessment of bilingual students and premature exit from 

language support programs into mainstream classes (Cummins, 1984). 

 Haynes (2009) described Basic Interpersonal Communication Skills (BICS) as 

language skills that are needed in day-to-day social situations. “English language learners 

will use these communication skills when they are on the playground, in the lunch room, 

on the school bus, at parties, playing sports and talking on the phone” (p. 1). Cognitively 

speaking, basic interpersonal communication skills are not very demanding. English 

language learners are able to develop these language skills within six months to two years 

after arriving to the U.S. (p. 1).  

 On the other hand, Cognitive Academic Language Proficiency (CALP) “includes 

listening, speaking, reading, and writing about subject area content material (Haynes, 

2009).” Cummins (1979) first introduced the distinctions between BICS and CALP. He 

used these terms to determine what how long it would take immigrant students to develop 

conversational fluency as opposed to grade-appropriate academic proficiency. Studies 

found that students will attain conversational fluency at a functional level within 

approximately two years of initial exposure to the second language and it will take at 

least five years for students to catch up to native speakers in academic language 

proficiency (Collier, 1987; Klesmer, 1994; Cummins, 1981). Cummins (2003) asserted 

that the skills, ideas, and concepts learned in the first language would be transferred to 

the second language. For City View Middle School’s teachers, this was one reason it was 

important for teachers to be able to teach this academic language to students in both their 

native language and English. 
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The Need for Professional Development for Teachers of ELLs 

The 1994 Improving America’s Schools Act (IASA) stressed the need for 

integrated, teacher-driven, long-term professional development for all staff involved in 

the education of English language learners (Galbraith and Anstrom, 1995). For too long, 

the education of these students has been perceived as the domain of only a small group of 

specialized individuals, specifically ESL and bilingual teachers. This perception has often 

led to the isolation of ELL students from the rest of the school and the provision of a 

separate curriculum for these students (Galbraith and Anstrom, 1995).  

 Three studies focusing on professional development for English as a second 

language and bilingual education teachers (Calderón & Marsh, 1988; Hoffman, Roser & 

Farest, 1988; Saunders & Goldenberg, 1996) found that professional development 

opportunities can influence teacher beliefs and that this may help teachers become more 

aware of how their attitudes and beliefs influence their instruction (Rueda & Garcia, 

1996). Calderón and Marsh (1988) emphasize the importance of staff development that 

builds on theory, effective teacher craft, and close collaboration between researchers and 

teachers given the limited research on literacy instruction for this group of students. The 

most effective teacher trainings are those that focus on specific strategies for improving 

instruction for language-minority students, the exploration of the theory that informs the 

strategies, and how to apply the strategies in classrooms also enhances the effectiveness 

of the trainings. These studies also suggest that to develop a quality professional 

development program for language-minority students, it is important to involve all staff 

involved in their education, including: bilingual and English-language specialists, 

classroom teachers, and learning disabilities specialists. 
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What is Instructional Coaching? 

In order to answer the research question, I needed to understand what a coach was 

and what his/her responsibilities were at school. How is coaching used in professional 

development settings? How are coaches selected? What kind of impact do coaches have 

on schools? What kind of impact do they have on teachers and their students?  

In schools, the word “coach” used to mean the person who taught gym class 

(Galm & Perry, Jr., 2004).  Today however, in schools across the country there is 

increased emphasis on a different type of coaching, instructional coaching, sometimes 

referred to as just coaching or peer coaching. Coaching, as defined by Poglinco and Bach 

(2004) is a process whereby seasoned teachers provide instructional support, professional 

development opportunities, feedback, and materials to classroom teachers as a central 

means to improve instruction and build the capacity of school staff members (p. 398). 

Instructional coaching has been adopted as a central professional development strategy in 

Boston, Dallas, New York, and Philadelphia public schools. The increased popularity and 

use of coaching is due in part to the professional development requirements contained in 

the No Child Left Behind (NCLB) Act. Kowal and Steiner (2007) argue that with No 

Child Left Behind, districts that have failed to make adequate yearly progress (AYP) for 

two years or more, must create and implement a school improvement plan that includes 

professional development trainings for teachers. Coaching is ideal in these professional 

development settings because it is something that can be provided consistently over time 

(Kowal & Steiner, 2007).   

From 1999 to 2005, researchers from the Kansas University Center for Research 

on Learning (KU-CRL) studied the impact of instructional coaches who worked in two 
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programs. The programs are Kansas University’s Pathways to Success project and the 

Maryland Department of Special Education’s Passport to Success project. Both programs 

work with middle schools and high schools in Kansas and Maryland. Knight (2004 and 

2005), the Project Director of the Pathways to Success program, defines instructional 

coaches (ICs) as on-site professional developers who teach educators how to use proven 

teaching methods.   

Instructional coaches use a repertoire of effective instructional practices to 
collaborate with teachers, identify practices that will effectively address 
teachers’ needs, and help teachers implement those practices. Coaches use 
a variety of professional development procedures to encourage the 
widespread, high-quality implementation of effective teaching practices, 
including holding one-to-one or small-group meetings during which they 
can identify how to address their most pressing concerns; guiding teachers 
through instructional manuals, checklists, and other materials; 
collaboratively planning with teachers to identify when and how to 
implement effective instruction practices; preparing materials for teachers 
prior to instruction; modeling instructional practices in teachers’ 
classrooms; observing teachers when they use interventions; and providing 
feedback to teachers. (Knight, 2004, p. 17) 

In 1994, the Edna McConnell Clark Foundation’s Program for Student 

Achievement launched a staff development/coaching program intended to help three 

districts improve middle school achievement. This school-based staff development and 

coaching program successfully improved both teacher and student learning in three 

urban, ethnically diverse districts with a high population of poor students and English 

language learners.   

Coaching as part of this professional development model had positive results at 

three of the traditionally lowest-performing middle schools in San Diego, CA. For 

example, standardized test scores are up significantly and two out of the three schools 
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more than doubled the state-set targeted increase in test scores between 2002 and 2003 

(Galm & Perry, Jr., 2004). In Corpus Christi, Texas the same staff development and 

coaching program was able to show success in five middle schools. Each school 

increased the percentage of students passing the Texas Assessment of Academic Skills 

(TAAS) by 3% to 15% between 2001 and 2002. “In 2003, students exceeded 

expectations for performance in the first year of the Texas Assessment of Knowledge and 

Skills (TAKS) by 2% to 40%” (Galm & Perry, Jr., 2004). In three years between 22% 

and 35% of the students that participated in this cohort increased their reading 

comprehension test scores by more than three grade levels. 

This study revealed that schools needed to create environments where coaching 

thrives.  This means that it is important for schools to: 1) select staff developers that are 

comfortable with conflict, resistance, and multiple demands on their time; 2) make clear 

the mission, role, and development of site-based coaching; 3) focus coaches on one or 

two goals within the school’s overall mission in order to have a greater impact; 4) 

provide either long-term support through school administrators or short-term support by 

outside consultants; 5) use constructive feedback in order to create a supportive 

environment; 6) focus their resources on training coaches on the curriculum content to be 

improved (whether it’s math, science, social studies, etc.) and in training new coaches 

(Galm & Perry, Jr., 2004, p. 2).  

Investing in Instructional Coaching 

Knight’s research suggests that there are at least three important reasons why 

coaching can be a successful option for school improvement efforts. The first reason is 

that if the right conditions are in place, coaching can lead to the implementation of new 
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strategies in the classroom. Coaching programs that have been well structured have 

consistently shown implementation rates of at least 85%, with schools getting every 

teacher to use several effective instructional practices (Knight, 2005, p. 18). According to 

Showers and Joyce (1996) traditional inservice with no follow-up is likely to have no 

better than a 10% implementation rate (p. 12). 

 

 

Figure 2.1 Implementation Rate. Percentage of teachers supported by coaches implementing 

interventions within six weeks of workshops compared to the implementation rate for traditional 

inservice (Knight, 2005, p. 18). 

 

 
A second reason why coaching can be a powerful intervention for school 

improvement is that instructional coaches can also increase teachers’ fidelity to 

instructional interventions. In a recent survey of teachers conducted by KU-CRL, 

teachers stated that watching an instructional coach made it easier for them to implement 

new strategies, increased their fidelity to the instructional model, increased their 

confidence, and enabled them to learn other teaching techniques. According to the 

teachers surveyed watching a coach in the classroom was a significant part of 

professional learning (Knight, 2005).   
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The third reason for schools to use instructional coaches is that it promotes 

positive conversations in schools. Coaches make an important contribution to school 

reform by supporting teachers and administrators and changing the type of conversations 

that take place in schools. Instructional coaches help teachers and administrators through 

healthy and empathetic conversations that move away from regressive behaviors and 

interactions that are often reflected through blaming external factors such as parents 

and/or administrators (Fisher & Frey, 2003).  Knight (2005) argues that these 

conversations lead to progressive interactions that foster trust, cohesiveness and 

commitment (p. 18).   

What do Coaches Provide to Teachers? 

In general, coaches can provide professional development opportunities that come 

in two forms. The first is the in-class support that is given to individual teachers and the 

other type is the group-focused professional development activities that coaches lead. 

Group-focused activities include staff and/or teacher meetings and study groups.   

Coaches typically concentrate on the teachers’ and students’ needs in the 

classroom.  Coaches can help in many ways from addressing classroom management 

issues to teaching teachers the strategies that will ensure that students master the course 

content. Some of the teaching tactics used by coaches include: advance organizers, 

effective modeling, constructive feedback, effective questions, and scaffolding 

instruction (Knight, 2005). In order to provide effective support to teachers in the 

classroom, Poglinco and Bach (2004) found that coaches need to be proficient in several 

areas, including in-class instructional modeling, joint lesson planning, co-teaching, 
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formal observation and feedback, informal one-on-one conversations, and mentoring new 

teachers (p. 399).  

In many group-focused professional development activities, teachers are given 

curricular materials and it can be very difficult to determine if they are using the 

materials or becoming more knowledgeable about changing their instructional practices. 

This is one area where “coaches must engage teachers in continuous conversations that 

loop back to using the materials and techniques in the classroom to better address the 

needs of students” (Poglinco & Bach, 2004, p. 399). Poglinco and Bach (2004) also 

found that a coach’s own skills, his or her repertoire of techniques to call upon, and 

understanding of teachers’ instructional goals and practices are extremely important in 

helping teachers adopt new instructional strategies. This reinforces the need for coaches 

who are sincerely committed to and capable of instructional modeling. 

The Concept of Resistance and How It Affects Change  

 In analyzing the ways that coaching could enhance teacher practice and promote 

teacher collaboration, I had to consider whether or not teachers would want to change. I 

also had to consider what makes people resistant to change in general? Maurer (1996) 

discusses three levels of resistance to change that he has seen in different organizational 

settings.  

 The first level is resistance to change itself. He says that in this level, “people 

simply oppose, question, or are confused by the change.” This level is really considered a 

low level of resistance. The general feeling is that people do not understand what the 

organization is trying to accomplish and do not understand why the change is so 

important. These people tend to like the “status quo” and do not know if the change will 
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have any impact on them. Some may have their own ideas of what the organization needs 

to do or they like the idea, but do not agree on the timing of the change. 

 The second level of resistance runs “deeper than the particular change at hand.” 

Maurer believes that most organizational resistance is at this stage. Usually people at this 

stage believe that the organization has made similar promises in the past and they have 

not kept their promises. They wonder why the organization wants to change now and 

read between the lines. At this stage, people are afraid that the change is really the start of 

something else and are suspicious of it. People may not even be resisting the change 

itself; they are just too tired of taking on so many changes so quickly. 

 In the third level, the resistance seems to be the most overwhelming because the 

resistance is deeply embedded. People at this stage do not trust the organization and this 

may run through several generations. There can be a conflict between people’s values and 

visions. Typically, at this stage, what management wants may be a world apart from what 

the people want and would have to live with in the organization. Resistance is most 

difficult to deal with at this stage because the conflict is between people’s values and 

visions. 

 Even though there has been a long history of educational reform efforts, 

resistance continues to play a noteworthy role in change (Friend & Cook, 1996; Gitlin & 

Margonis, 1995). Winitzky, Stoddart, and O’Keefe (1992) argue that even in ideal 

conditions, high expectations and motivated educators in place, problems will still arise 

when people are working toward innovations and reform. However, Gitlin and Margonis 

(1995) argue that resistance to change is not always bad or an obstacle to reform efforts. 

It can actually serve a constructive purpose and is an appropriate response in many 
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situations, especially when it is a symptom of deeper issues within the organization. For 

example, people may justifiably resist change when a program is poorly designed, under-

funded, or focused on unneeded activities. Teachers who have seen irrelevant staff 

development programs come and go will understandably be suspicious when a new 

program is implemented. 

 At City View Middle School, teachers have attended several professional 

development workshops and trainings throughout the years, however, this was the first 

time a professional development program would provide coaching during the school year. 

The principal wanted the coaching aspect to be a school-wide effort in order to ensure 

that teachers would implement the strategies they learned into their classroom practice. 

So, how would teachers receive this professional development training and coaching? 

Would teachers automatically begin to implement what they learned? According to the 

literature, it would be normal to see some resistance to change, but how would coaches 

and the principal address this resistance? 

Factors that Contribute to Teacher Resistance 

 Studies report that traditional secondary school instruction is very resistant to 

change (Cuban, 1993; Sturtevant, 1993). These studies have explored reasons for this 

resistance and found that there are several roadblocks that can be frustrating to educators. 

“These include structural and contextual constraints within schools, including: lack of 

time; large class sizes; the total numbers of students and classes taught by an individual 

teacher; the traditional secondary school curriculum; high stakes assessments; and 

teachers’ and administrators’ long-held instructional knowledge and beliefs” (Sturtevant, 
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1993). For teachers who do want to make changes, these factors can contribute to 

teachers’ constant juggling act, as they try to balance competing demands. 

 The secondary school environment and curriculum are often fast-paced and 

teachers may feel that lecture-style instruction can accomplish many more important 

purposes. “[Lecture-style instruction] is an efficient method for allowing teachers to 

convey the large quantity of factual information often required by district and state 

guidelines” (Sturtevant, 1993). However, this type of instruction does not leave time for 

thoughtful study or critical thinking about important events and concepts. As mentioned 

in the first chapter, with the enactment of the No Child Left Behind legislation came an 

increased use of “high-stakes” testing; that is, “testing students for purposes such as grade 

level retention or advancement, high school graduation, selection for special programs or 

services, or for other ‘high stakes’ consequences” (National Clearing House for Bilingual 

Education, 1997, p. 1). Sturtevant (1993) argues that although high-stakes tests ensure 

that teachers are covering the same material in different regions, they inadvertently 

change the curriculum in such a way that lessens the amount of time spent on thoughtful 

reading and writing (p. 9). In lecture-style instruction it is also easier for teachers to 

manage their large groups of students, and this might make trying cooperative learning 

strategies, where students do most of the talking, a daunting endeavor. 

 The traditional beliefs and attitudes of teachers can contribute to their resistance. 

Sturtevant (1993) argues that many content area teachers do not believe they need to 

include literacy related strategies in their instructional practices. Literacy related 

strategies are usually not a predominant practice at the secondary level; therefore, new 

content teachers may not have even seen these strategies with their own secondary school 
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teachers (p. 9). New teachers may also resist taking a content reading course at the pre-

service level because they think that it does not apply to their own discipline (Stewart and 

O’Brien, 1989).  

Stewart and O’Brien (1989) argue that, “educational reform depends upon 

effective teacher education…teachers must be educated in new pedagogy if reform is to 

be realized in the classroom” (p. 396). Sturtevant (1993) states that successful 

professional development programs can help teachers understand how important it is for 

all teachers to have a role in helping students develop reading and communication skills 

in middle and high school. Coaches and other professional developers can help teachers 

understand that students can develop content knowledge and improve literacy at the same 

time. In order to develop a strong literacy program at a school, she argues, these types of 

conversations and trainings need to occur with teachers and administrators in order to 

clear up any misunderstandings (p. 10). 

 Cuban (1993) examined attitudes toward change between 1880 and 1990 in 

several urban school districts across the United States. He found that, “the occupational 

ethos of teaching breeds conservatism” and that there exists a “cautious attitude towards 

change” (p. 18). He argued that the purpose of teaching was to change children into youth 

that were considered “desirable” to society and teachers were completely dependent on 

their students for these results. Because there was “no societal consensus about what the 

desired outcomes of teaching were…teachers were often reluctant to take risks by 

modifying practices, particularly by embracing student-centered instructional reforms, 

which placed even more reliance upon students for results” (p. 18). District and school 
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structures influenced what types of instructional strategies would be adopted by teachers 

and they changed very little over time.  

 At City View Middle School, the principal made sure that teachers understood 

what this professional development program would entail and what her expectations were 

of the coaches and of the teachers during this process. Although it was important for 

teachers to begin to implement some of these new strategies, she also wanted them to 

believe in what they were implementing and understand how these strategies would help 

improve the literacy levels for all of their English language learners. Having teachers 

involved from the very beginning in determining how this professional development 

program would be set up was one way of reducing any frustration and lowering 

resistance. But, would teachers “buy into” what they were learning in the professional 

development trainings? Would teachers be able to implement what they learned right 

away? How would coaches help teachers in transferring this new knowledge into their 

classroom practice?  

The Importance of Classroom Modeling in Overcoming Resistance 

 Classrooms are typically very isolated and when another adult comes in, there can 

be subtle resistance. This resistance is damaging to teacher development and school 

improvement. Louis and Marks (1998) argued that teacher isolation in the classroom 

could be overcome by creating professional school communities with shared values, 

collaborative decision-making, and reflective dialogue (p. 539).   

“Teachers are more likely to ‘buy in’ and change their own instructional practices 

when coaches come into their classrooms and model instructional techniques” (Poglinco 

& Bach, 2004, p. 399). Kwiat (1989) maintained that “by experimenting with specific 
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skills and experiencing success through coaching, mainstream classroom teachers are not 

only able to improve their teaching in such a way that all students benefit, but are also 

able to develop a more positive outlook toward having ELL students in their classrooms” 

(p. 2). 

Bruce and Ross (2006) argued that teachers who anticipate success tend to set 

higher goals for themselves and their students. High expectations of success motivate 

classroom experimentation because teachers anticipate they will be able to rise above any 

obstacles and experience the benefits of innovations. Teachers with high efficacy tend to 

produce higher student achievement because they can use classroom management 

strategies that stimulate student autonomy; attend to the needs of low ability students; and 

positively influence students’ perceptions of their abilities (Bruce & Ross, 2006). When 

the appropriate climate is developed, coaching has proven to show positive effects 

(McLymont & da Costa, 1998). 

 Part of the responsibility of the ExC-ELL coaches at City View Middle School 

was to go into classrooms to make sure that strategies were being implemented or to help 

teachers in implementing strategies that were learned and practiced during the training 

sessions. Coaches modeled certain strategies on few occasions, because they felt their 

role was to help teachers adapt strategies to their lesson plans and to the needs of the 

students beforehand, if necessary. But, when the time came to teach, they wanted to 

observe teachers using the strategies in their lessons. Afterwards, the coaches would 

provide feedback on how it was implemented, whether it was done well, or if 

modifications would be needed. Sometimes modifications would be needed if a strategy 

took too long to implement, taking away from the actual lesson plan. Before I started the 
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observations in the classrooms, I wondered how comfortable teachers would be with the 

coaches observing them. I wondered if teachers were more likely to implement new 

strategies if the coaches were observing than if they were not. I also wanted to know if 

classroom modeling made a difference in overcoming teacher resistance. 

What Skills Should Coaches Possess? 

 Coaches should have a broad awareness of the interventions they are sharing with 

teachers and therefore it is beneficial that coaches participate in ongoing and extensive 

professional development in these areas. Having the knowledge and experience to be a 

great coach does not necessarily make a great coach. Knight (2005) found that personal 

qualities are very important in a coach; “how a coach goes about working is just as 

important as what a coach knows” (p. 19). He maintains that coaches need to feel 

comfortable walking into any classroom and must enjoy the opportunity to work with 

different teachers. This is just as important as being an expert in instructional techniques. 

Other qualities that coaches should possess are energy and a positive outlook. He or she 

must be the type of person that others enjoy being around. “Effective coaches have to 

care deeply about teachers and students and they also have to clearly communicate to 

others that they care” (Knight, 2007, p. 30). 

Effective School Support for Coaches 

The support given to coaches by principals and other school administrators is just 

as critical as the support coaches give to teachers (Poglinco & Bach, 2004; Knight 2005). 

The position of a coach lies somewhere between a teaching colleague and an 

administrator. If the coaching model is to succeed in schools, it is vital that principals 

enter into a partnership with coaches and that their roles are clearly defined (Poglinco & 
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Bach, 2004). “Coaches and principals must be in agreement about the nature, potential, 

and effectiveness of the interventions a coach brings to a school” (Knight, 2005, p. 19). 

They should also work together in identifying the teachers that would most benefit from 

the coaching.   

Coaches often fulfill multiple roles and have numerous responsibilities. Their 

effectiveness increases when school administrators support them in their efforts to 

improve classroom instruction. Support can be seen in the training provided to coaches 

before they model instruction for teachers and it can also be seen when coaches are 

encouraged to participate in their own continued professional development. 

Expediting Comprehension for English Language Learners (ExC-ELL) 

In 2003, the Project, Expediting Comprehension for English Language Learners 

(ExC-ELL) was funded by the Carnegie Corporation of New York. Their goal was to 

develop and study the effects of a professional development model for middle and high 

school teachers of science, math, social studies, and language arts who work with English 

language learners in New York City (Calderón, 2007). Because most ELLs are placed in 

integrated classrooms, this staff development program was designed to help teachers 

provide quality instruction for ELLs and all other students, especially those reading 

below grade level and needing broader vocabulary development. The target student 

populations for the ExC-ELL project are: 1) relatively recent newcomers in middle and 

high schools with or without previous schooling; 2) English language learners who have 

been in U.S. schools for longer periods of time, but are not making progress towards 

meeting high academic standards or are reading below 4th grade level; and 3) English-

only students in these classrooms (Calderón, Minaya-Rowe, & Carreón, 2006).   
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The ExC-ELL professional development is usually comprised of 5 to 10 days of 

comprehensive staff development that is classroom-focused and includes theory 

presentation, modeling of instructional strategies, teacher practice at the training site, and 

follow-up classroom observations by coaches. McLymont and de Costa (1998) maintain 

that teachers’ “lived experiences in the classroom have been ones that have been 

dominated at all levels of the education system by the ‘pouring out of information into 

some other human container’” (p. 6).  They argue that, “professional development for 

reform cannot take on the general practice where ‘experts’ are ‘brought in to transfer’ 

new information and techniques to teachers” (p. 6). Sparks and Hirsh (1997) believe that 

teachers experience growth when they are engaged as learners and when they are 

reflective of the use of teaching methods which they might want to use, so that their 

students could have similar learning experiences to theirs. The ExC-ELL project claims 

to do just this, demonstrating strategies that can be molded to the teacher’s own 

personality and creativity in the classroom. Professional development means providing 

teachers with the occasion to reflect and form new knowledge and beliefs about content, 

pedagogy, and how their students, as learners, learn (Sparks & Hirsh, 1997).    

ExC-ELL trainings and classroom observations focus on teachers’ instructional 

practices and how they are integrating reading, writing, and vocabulary development 

along with their content (Calderón, 2007).  The observation protocol used in these 

classrooms was tested for validity and reliability and came to be known as the ExC-ELL 

Observation Protocol (EOP).  The EOP is a 9-page document with several components 

that are targeted to help teachers of English language learners (see Appendix E).  

Teachers first participate in a professional development workshop with hands-on training 
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in strategies that can best help their ELLs. Later, teachers are observed in a structured 

format with the EOP.  

The implementation of the ExC-ELL professional development program at City 

View Middle School consisted of two full days of training in vocabulary and reading and 

two half-day trainings in writing/lesson planning and cooperative learning. During the 

first day of professional development, the ExC-ELL coach reviewed the “Ten Component 

Program that Expedites Comprehension for ELLs” (Calderón, 2007). The Ten 

Components are described as follows: 

1. Teachers select the district’s content standard, objective, indicators (“I 
can” statements), purpose, outcomes and targets, and scan the text for 
information that addresses the standard. 

2. Parsing of text by teachers. Teachers preview the expository or 
narrative text (textbook chapter, literature section, poem, etc.) to 
select, condense, and eliminate unnecessary information and segment 
the text for explicit instruction. 

3. Summarization/overview of unit, lesson, chapter. Teacher writes a 
short summary for sharing with students before, during, or after the 
lesson introduction. 

4. Background building of concepts. Teachers use graphics, films, 
pictures, real objects, or concepts of print (title, headings, charts, 
graphs) in the selected text to provide an anticipatory set of main 
concepts. 

5. Review previous lesson/concepts/content. Teachers connect new 
information with previous information learned. 

6. Vocabulary 
• Teachers select Tier 1, 2, and 3 words for background building, for 

pre-teaching, for teaching on the run as the teacher conducts a read 
aloud, and for follow-up activities with the new words after 
students have read the text.  

• Teachers select method/technique for teaching each word (e.g., 
ESL technique, Beck strategy, Parking Lot, semantic map, 
Roundtable, word bank). 

• Teachers write debriefing questions that focus on word knowledge 
and strategies for figuring out unfamiliar words.  

7. Formulate questions for drawing background knowledge. Teachers 
write out questions to use before reading, during reading, and after 
reading to check for comprehension every step of the way. 
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8. Engagement with text. 
• Teachers select comprehension strategy (e.g., clarifying, finding 

main idea, cause and effect, making inferences, 
comparing/contrasting, self-correction, rereading a sentence, 
decoding a word, summarizing a couple of sentences, questioning 
the author/text, questioning ourselves). 

• Teachers model the use of metalinguistic skills to figure out new 
words, and metacognitive skills to figure out how to learn content 
by using skills previously learned (e.g., in elementary school, in 
the primary language). 

• Teachers conduct read-alouds to model fluency and 
comprehension strategies. 

• Students conduct partner reading to practice comprehension 
strategies and comprehend content. 

• Teachers debrief with whole class about the content and the skills-
linguistic, meta-linguistic, meta-cognitive, comprehension, social, 
and cooperative learning skills-which they learned. 

9. Consolidation of content and skills. Teachers use cross-cutting 
strategies to anchor knowledge, check for understanding, and assess 
individual student learning, through: 
• Writing for different purposes in different styles, and for reflection 

and summarizing what has been learned.  
• Instructional Conversations with whole class, small teams, 

individual students. 
• Cooperative Learning—a variety of methods (e.g. Roundtable, 

WriteAround, Tea Party, several Jigsaws, Numbered Heads 
Together, Cooperative Integrated Reading and Composition). 

• Teacher present and model questions and activities for student to 
formulate questions at different levels of complexity, and test them 
on peer teams. 

• Teachers incorporate social skills and teamwork development 
during partner and team activities. 

10. Assessments 
• Teachers use monitoring charts (e.g., for teamwork, for ELL 

discourse, for use of new vocabulary) and show students how to 
use them for self-assessment and team assessment.  

• Performance assessments (e.g., student reflections, team 
presentations). 

• Portfolio contents (e.g., writing samples, individual products, 
reports). 

• Other assessments (e.g., team products, monthly tests, weekly 
quizzes). 

• State or district assessments. (Calderón, 2007, p. 14) 
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Day 1: ExC-ELL Vocabulary - Training Highlights 

 In the vocabulary training at City View Middle School, coaches described the 

difference between implicit and explicit instruction of ELLs. They argued that the 

explicit instruction is more effective for English language learners. In teaching 

vocabulary to ELLs, ExC-ELL coaches argued that, “knowing words means explicit 

instruction not just exposure. Students need 12 production opportunities to own a word.” 

They defined the difference between implicit and explicit instruction as follows (power 

point handout):  

1. Implicit practices: 
• Encouraging group work. 
• Silent reading and discussions.  
• Silent reading and answering questions.  

2. Explicit practices: 
• Word learning is the direct focus of any activity (semantic awareness). 
• Teacher models fluency and metacognition. 
• Students read aloud with peers, discuss and formulate questions. 

 
 One strategy for pre-teaching vocabulary to ELLs, as described by the ExC-ELL 

program, is to use the Seven-Step Process. According to Calderón (2007), “Before 

students read a text or a teacher reads a text aloud to the students or a teacher lectures, it 

is vital to preteach six or seven words that are key to comprehending that text or lecture” 

(p. 34). Calderón (2007) describes the ExC-ELL 7 Step Vocabulary strategy as a process 

that is different from other models, “because these steps integrate second-language 

strategies” (p. 34). The following is the complete description of the 7 Step Vocabulary 

that was taught to teachers at City View Middle School. 

1. The teacher says the word in English (and in the primary language in 
bilingual classrooms). 

2. The teacher states the word in context from the text.  
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3. The teacher provides a definition or key definitions from the dictionary 
(not the students-they may have partially correct or wrong definitions). 

4. The teacher provides another example of the word in a way that 
clarifies the word’s meaning (in student-friendly terms). 

5. The teacher asks students to repeat the word at least 3 times to build a 
phonological representation of the word. 

6. The teacher ensures 100% of the students become ‘engaged with the 
word’ through oral language activities. The production activity can be 
carried out with a partner. For instance, the teacher might say, “Tell 
your partner about a time you were mesmerized.” After a minute of 
sharing with partners, the teacher asks two or three students to share 
what their partners said. “Turn to your partner” and “Tell me what you 
partner said” ensure 100% production by all students because all are 
using the word at the same time and hearing it several times from 
others. When they have to report to the teacher what their partners said 
they need to apply it again from a different reference point, a different 
context, using it with related words and phrases. This discourse 
sequence helps ELLs anchor their knowledge of the word. It helps 
non-ELLs achieve higher levels of specificity. It also develops 
listening and paraphrasing skills, third-person pronoun-verb agreement 
(My partner says…), and other grammatical structures. 

7. They say the word again or the whole sentence where it is found. 
(Calderón, 2007, p. 34) 

 

Other topics discussed during the ExC-ELL Vocabulary Training included: Tier 

1, 2, and 3 Words, Homophones, Cognates, False Cognates, Polysemous Words, and a 

variety of group activities and strategies that could be used in teaching vocabulary to 

ELLs. The following were some of the strategies that were discussed and practiced 

among teachers in the training: Polysemous S.E.E.D., Roundtable, and Corners 

(Vocabulary training power point handout). 

Day 2: ExC-ELL Reading - Training Highlights 

ExC-ELL argues that the same five components identified by the National 

Reading Panel (2000) are important for ELLs. These five components are: phonemic 

awareness, phonics, fluency, vocabulary and reading comprehension. However, Calderón 
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(2007) argues that English language learners need extra time and quality activities within 

the 45 to 90 minute blocks of time for: vocabulary and discourse (oral language) 

development and to process the information that has to be learned (ExC-ELL Reading 

Training handout, slide 4).  

Teachers at City View Middle School were taught the importance of “Teacher 

Read-Alouds” in content classes to model fluency and comprehension skills. This is not 

the same as reading to students just for the sake of reading to them, because preventing 

students from reading on their own makes them fall further behind on their reading skills 

(Calderón, 2007, p. 52). Teacher Read-Alouds are when the “teacher reads two or so 

paragraphs to model reading comprehension strategies” (Calderón, 2007, p. 52). In a 

Teacher Read Aloud, the teacher makes one of the following statements and then models 

how the statement can be done (Calderón, 2007). For example, the teacher says one of the 

following: 

• I’m going to visualize and think aloud about what I just read. 
• I’m going to read chunks I can handle and then summarize. 
• I’m going to change the title and subheadings into questions. 
• I’m going to make predictions. 
• What could that word mean? Let me reread. 
• I’m going to stop and reread confusing parts of this sentence. 
• I’m going to put a Post-it note after this sentence so I can ask for 

clarification. 
• What kind of test question would the teacher ask from this paragraph? 
• How does this relate to the paragraph above? (Calderón, 2007, p. 52) 

  
 In ExC-ELL, learning vocabulary before, during, and after students read is 

important. City View teachers were taught that, 

• Vocabulary knowledge correlates with reading comprehension, 
• Reading comprehension correlates with procedural and content 

knowledge. 
• Content knowledge correlates with academic success. 
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• Comprehension depends on knowing between 90% and 95% of the 
words in a text. 

• Knowing words requires explicit instruction and practice not just 
exposure. (ExC-ELL Reading power point handout; Calderón, 2007) 

 
Other topics and reading strategies discussed during the Reading Training at City View 

Middle School, included the following: fluency, comprehension, oral reading, academic 

literacy, vocabulary tiers for ELLs, modeling comprehension and engagement with text, 

Think Alouds, revising and reflecting, comprehension strategies (numbered heads 

together, Bloom’s taxonomy, 

Day 3: ExC-ELL Writing and Lesson Planning - Training Highlights 

 Although there was a full day dedicated to the vocabulary and reading, there were 

only half days dedicated to the writing/lesson planning and cooperative learning trainings 

at City View Middle School. In the writing portion of the ExC-ELL professional 

development, teachers learned the following: 

• ELLs and students who are not excellent writers need to be shown how 
oral and written registers of English differ from each other. Teachers 
need to create opportunities for students to write different types of 
texts.  

• Deliberately teaching metacognitive strategies related to each 
literacy/content skill area and associated with different types of texts 
appears to benefit students, especially those who do not apply these 
strategies intuitively. (ExC-ELL Writing power point handout) 

 
Teachers also learned that “writing is a recursive, not a linear process,” that includes the 

following components: prewriting, drafting, revising, editing, and final draft/publishing. 

Coaches emphasized that, “throughout the process, students should have opportunities to 

conference and share with their peers and with the teacher” (ExC-ELL Writing power 

point handout). The Writing training also included: reflecting on the purpose and benefits 

of writing for ELLs; the reciprocal effects of writing as it pertains to reading, vocabulary, 
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phonemic awareness, comprehension, phonological awareness, and fluency; effective 

writing instruction; writing in the content areas, and writing strategies that can be used in 

the classroom (literary genre, narrative vs. expository text features, Think-Ink-Pair-Share, 

Writearound, Peer Review, Revise, Edit, and Team Consolidation/Debriefing) (Calderón, 

2007; ExC-ELL Writing power point handout). 

Day 4: ExC-ELL Cooperative Learning - Training Highlights 

 In the cooperative learning half-day training session, teachers at City View 

Middle School reviewed the ten components of ExC-ELL by using a variety of the 

cooperative learning strategies they learned throughout the four-day training. Coaches 

began with two cooperative learning strategies called, “Who Am I?” and the “Three-Step 

Interview” that helped teachers learn something fun about their colleagues. Afterwards, 

teachers were asked how they would be able to use these activities in their content areas 

(Language Arts, Math, Science, and Social Studies).  

 ExC-ELL coaches maintained that many cooperative-learning strategies could 

also be used as a “consolidation” activity. Consolidation activities are meant to help 

students consolidate the week’s lesson, including vocabulary, concepts, and key ideas. 

Teachers can use a variety of grouping methods as consolidation activities, such as: the 7-

Step vocabulary strategy, cooperative learning activities, graphic organizers to synthesize 

information, and questions developed to cut across key issues (ExC-ELL Cooperative 

Learning power point handout). According to Calderón (1999), placing students in teams 

does not necessarily produce quality learning and team results. Therefore, students need 

to be engaged in curriculum-relevant tasks, they need to have the appropriate structure of 

tasks, and they need to have a positive and supportive social environment. Some of the 
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cooperative learning strategies reviewed and practiced at this session, include the 

following: Expert Jigsaw, In-house Jigsaw, Corners, Numbered Heads Together, Turn to 

Your Partner, Tear Ups, Exit Pass, Roundtable, Writearound, Tea Party, Three-Step 

Interview, Partner Products, Team Products, Gallery Walk, and Think-Pair-Share (ExC-

ELL Cooperative Learning power point handout, Calderón, 2007). 

This case study will look at the teachers, school administrators, and coaches who 

have gone through the ExC-ELL professional development training. What do the teachers 

and administrators say about the professional development and coaching they receive? 

Has coaching changed their classroom practice? How has coaching changed the 

conversations between teachers and staff at the school?   
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CHAPTER 3 

RESEARCH METHODOLOGY 

 

 

 The following chapter will outline the methods of this study. Qualitative research 

methods in the form of observations and interviews were used in order to answer the 

following research questions: In what ways can coaching enhance teacher practice? And, 

in what ways can coaching promote teacher collaboration? The research site is City 

View Middle School, located in a large urban school district. The research participants 

consist of fourteen teachers, two coaches, and one principal.  

A Qualitative Case Study 

This dissertation employs qualitative case study research as defined by de-Marrais 

and Lapan (2004). Case study research: 

• Involves the close examination of people, topics, issues, or programs. 

• Seeks to answer focused questions by producing in-depth descriptions and 

interpretations over a relatively short period of time, perhaps a few weeks to a 

year. 

• Investigates contemporary cases for purposes of illumination and 

understanding, and in some cases, 

• Provides information for decision making or to discover causal links in 

settings where cause-and-effect relationships are complicated and not readily 

known. (Yin, 1994; de-Marrais and Lapan, 2004, p. 218) 

De-Marrais and Lapan (2004) note that in case studies, generalization is not a goal 

because discovering the uniqueness of each case is the main purpose.  According to Stake 
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(1995), “case study is the study of the particularity and complexity of a single case, 

coming to understand its activity within important circumstances” (p. xi).  

The goal of this case study is to examine how coaching enhances teacher practice 

and in what ways it promotes teacher collaboration.   Documents, observations, and in-

depth qualitative interviews are the main data sources for this study.  Qualitative research 

consists of techniques that are unstructured, open-ended, nondirective, flexible and 

exploratory (Mason, 2002; Bogdan & Biklen, 2003).  These techniques are ideal in 

answering my research question. Open-ended, in-depth interviews and the exploratory 

nature of this study allowed me to discover how teacher practice is enhanced through 

coaching in an English language learner environment. 

Enhancing Teacher Practice: Defining Change  

 As I analyzed the data, I needed to answer my research questions: In what ways 

can coaching enhance teacher practice? And, in what ways can coaching promote teacher 

collaboration? For the purpose of this study “enhancing teacher practice,” means: 

improving, strengthening, or changing teacher practice. In this section, I define “change” 

and what it means in this study.  

 I defined change as the transfer of knowledge (from the professional development 

workshops) into actual classroom practice. To break down the definition even further, I 

wanted to see teachers actually implementing the ExC-ELL strategies and/or carrying out 

the suggestions from the coaches in the classroom. I realized that how the teachers 

responded to what they were learning was an important aspect of change: Were they open 

to feedback from the coaches? Did they like the strategies they were learning? Were these 
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strategies new to them or had they seen them before? Were these strategies already part 

of their teaching repertoire?  

 If the professional development program had not included coaching, I wondered if 

change would have taken place at all? Would teachers have implemented the strategies 

they learned if the coaches had not been around to follow up after the professional 

development trainings? After asking all the teachers this question, the answer was clearly, 

no. Therefore, I needed to look at what the coaches did in terms of their work at the 

school and the training/coaching of all the teachers. What was the coach’s role in 

inspiring change? 

Research Site - City View Middle School 

City View Middle School is located in the Washington Heights area of New York 

City.  City View is considered a Transitional Bilingual Education (TBE) Program school 

which means that instruction is provided in the students’ native language with intensive 

support in English, including, allotted time for English as a Second Language (ESL), 

English Language Arts (ELA), and Native Language Arts (NLA).  

According to the School District’s Language Allocation Policy (LAP), a 

transitional program of instruction includes an ESL component intended to develop skills 

in listening, speaking, reading, and writing in English; content-area instruction in the 

native language and English designed to teach all subjects to ELLs; and a Native 

Language Arts component designed to develop students’ listening, speaking, reading, and 

writing skills in their home language as well as an appreciation of their history and 

culture.  In these TBE programs, as students develop their English proficiency, the 

amount of time dedicated to native language learning shifts to English-language learning 
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until students are prepared to enter an all-English program (NYCDOE, Language 

Allocation Policy, 2008).  

City View shares a campus with four high schools and is housed in approximately 

thirty bright red trailers outside the main campus building. The school is fairly new; it 

opened in September 2006. The following is a description of the Washington Heights 

neighborhood from the website: www.washington-heights.us.  

Washington Heights is one of the most beautiful areas of New York City.  
It is one of three northernmost neighborhoods in Manhattan. The 
neighborhood is rich in history, culture, and wonderfully diverse people. 
According to the 2000 Census, Washington Heights and Inwood (WaHI 
for short) had a population of 208,414 people, which represented an 
increase of 5.2% since the 1990 Census and 15.8% since the 1980 Census, 
so the community has been growing. The racial/ethnic breakdown is: 
74.1% Hispanic, 13.6% white (non-Hispanic), 8.4% black (non-Hispanic), 
and 2.1% Asian/Pacific Islander. The median household income was 
$28,865 in 1999 and $52,578 in 2002, which reflects the fact that WaHI is 
quickly becoming gentrified as increasing numbers of professionals with 
higher incomes seek affordable housing in the neighborhood. 29.8% of 
community residents were living below the poverty level in 1999, but this 
proportion has probably decreased as higher-income residents move in and 
poorer residents are pushed out by gentrification. (http://www.washington-
heights.us/) 
 
 
According to The New York City Department of Education’s Quality Review 

Report (2008), City View is a middle school with 177 students from grade 6 through 

grade 8.  The school population is comprised of 100% Latino immigrant students. The 

student body includes 94% English language learners and no special education students. 

Boys account for 55% and girls account for 45% of the students enrolled. The average 

attendance rate for the school year 2006-2007 was 95.8%. The school is in receipt of 

Title I funding with 85% eligibility.   
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For the 2008-2009 academic year, City View invested in ExC-ELL, an external 

professional development model for their fourteen teachers. According to the original 

contract with the school, City View would receive two full days of training along with ten 

site visits dedicated to coaching their teachers. Later in the school year, an additional five 

days were dedicated to additional training and coaching. Teachers, administrators, and 

coaches that participated in the ExC-ELL professional development at City View Middle 

School were asked to volunteer to be a part of this study.  Because ExC-ELL is geared to 

helping teachers in the content-areas, teachers in the study consisted of social studies, 

science, math, and language arts teachers.   

Participants 

Participants were purposefully selected based on their participation in the ExC-

ELL professional development and coaching at City View Middle School. The principal 

explained during our initial meeting that she was asking all fourteen teachers to 

participate in the ExC-ELL professional development training sessions. Although the 

principal was very excited to participate in this study, she wanted to make sure that the 

teachers were asked to participate by me and that they would decide on their own 

whether or not to participate in this study. She did not want to influence their decision to 

participate either way. She also expressed her concern that many of the teachers may not 

want to participate due to their caseload and the number of external people that normally 

observe their classrooms. We agreed that I would ask them during the first professional 

development training at the school. After introducing myself to the teachers and 

describing my study and my role at the school, all fourteen teachers, two coaches, and the 

principal agreed to participate. 
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Participants varied in total number of years teaching and teaching English 

language learners in particular. Because ExC-ELL was created as a professional 

development model for science, social studies, math, and language arts teachers, 

participants also varied in terms of the class subject they taught. Coaches selected for 

these observations and in-depth interviews had varied work experiences that included a 

significant number of years working with teachers and English language learners. The 

principal was also interviewed to see what her perspectives were as they related to the 

research question. The entire sample was diverse and reflective of the staff population at 

the research site in terms of gender, ethnicity, and number of years in teaching and/or 

coaching.   

 In-depth, one-on-one interviews were conducted at the school during regular 

school hours or immediately after school on school grounds. Interviews with the teachers 

and principal were open-ended, tape-recorded, and transcribed with the exception of two 

teachers with whom I conducted phone interviews for their convenience. For both 

coaches, I chose to email them the interview protocol due to time constraints in their 

training schedules. The following are the general themes that emerged or were discussed 

during the interviews (see Appendices B, C, & D-Interview Protocols for complete list of 

questions):  

• The instructional challenges of teaching English language learners. 
• The qualities of coaches that can be most effective in creating change at the 

school. 
• The elements of the coaching experience that inspire change. 
 
The goal was to “construct as complete a picture as possible from the words and 

experiences of the participants by using interview questions and follow-up questions 
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based on what the participants have described…this can only be accomplished when the 

qualitative interview is open-ended enough for the participants to provide a depth of 

knowledge on the research topic” (deMarrais and Lapan, 2004, p. 52). 

As mentioned earlier, all fourteen teachers, two coaches, and the school’s 

principal decided to participate in this study. Participants were observed in the 

professional development trainings and during any coaching observations, pre-meetings, 

and debriefings. 

The Data Sources 

The main data sources that were used in this study were: a data summary sheet for 

each participant; a separate interview protocol for the teachers, principal, and coaches; 

observation reports for each teacher created by the coaches; and other ExC-ELL-related 

documents. In addition to this data, I gathered information from the school district for a 

more detailed background about the school and the students.  

The Researcher’s Role 

The purpose of this study was to look at how coaching enhances teacher practice. 

While writing my dissertation proposal, I was employed by the person that developed the 

professional development model called, Expedited Comprehension for English Language 

Learners (ExC-ELL). I looked at which schools would be purchasing the ExC-ELL 

professional development program for their instructors. At the time, there were only two 

schools that had been confirmed for the upcoming school year. One of these schools was 

City View Middle School. I decided to ask the principal at City View if they would be 

interested in participating in this study, because I was already familiar with the school 

and some of their staff due to my previous work-related interactions with them.  
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After I sent an initial email to the principal in late August 2008, I followed up 

with a couple of phone calls until I was asked to come in and meet with the principal and 

a teacher, who was also the school’s professional development coordinator. After 

listening to and discussing my research plan, the main concern of the principal was 

whether or not the teachers would feel comfortable with an additional observer in their 

classroom. Although she was excited about my study and agreed to have me at the 

school, I would still have to seek volunteers for the study in the coming weeks. 

Approximately six weeks later, I was asked to briefly explain my study at the first 

professional development meeting with all the teachers present. Later in the day, I went 

around to the different classrooms to ask teachers individually to participate. If they 

agreed, I had them sign the consent forms. I spoke to teachers regarding their 

participation in between classes, or before or after school. All fourteen teachers at the 

school agreed to participate. 

 As a research assistant for the creator of the ExC-ELL professional development 

model, I was granted access to any ExC-ELL related training documents, including the 

ExC-ELL observation protocols for each teacher. Since I had dual roles in the eyes of the 

participants, because I was employed by the director of the ExC-ELL project, I was sure 

to remind the participants that their answers to the questions in my study and my notes on 

any classroom observations would be kept confidential and that pseudonyms would be 

used to protect their identities. I reminded them of my role as a researcher throughout our 

interactions and in writing before the interviews. While observing their classrooms, I 

expected to and did get some questions regarding the ExC-ELL strategies and possible 

questions that would be more appropriate for one of the instructional coaches. In these 
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situations, I would refer them to the person that could best address their question(s). The 

best way for me to handle these dual roles was to consistently focus on the research 

question for this study and to remind the participants of my role at their site throughout 

our interactions. 

Data Collection  

 The research site and participants in this study were purposefully selected due to 

their participation in ExC-ELL. Permission from Temple’s Institutional Review Board 

(IRB) was obtained to protect the rights of all participants in the study. Any required 

documents such as Informed Consent Forms were collected prior to the interviewing 

and/or observing of any participant. I assigned pseudonyms in order to protect the privacy 

of the school and participants.  Notes, interviews, conversations and all other data 

collected will be kept confidential and stored in a locked filing cabinet in my home 

office. The following is a detailed description of the data that was collected during the 

2008-2009 academic year. 
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Participants Observations 

Length of 

Observations Interviews 

Length of 

Interviews 

6 

Language Arts 
Teachers 

 
[Coaching began 

12/10/08] 

 

! 5 Peer Observations and 

Debriefing Sessions (per 
teacher) 
! 1 Individualized 

Coaching Session (per 
teacher including: 
PreMeeting, Observation, 

Debriefing) 
! 1 Pre-Coaching 
Observation (per teacher 

for 2 teachers) 
 

! Approx. 1 hour for 

coaching and 1-2 hours for 
group debriefings 
! 1 Class period for each 

(pre-mtg, observation, & 
debriefing) = 2.5 hours 
approx.  

! Held during 

Spring semester 
! 1 interview per 
teacher 

! Avg. length of 

interviews=17 
mins; Interviews 
lasted between 8 

and 30 mins. 

8 

Content-Area 
Teachers 

 
[Coaching began 

3/17/09] 

 
 

! 2 Peer Observations and 

Debriefing Sessions (per 
teacher) 
! 1 Individualized 

Coaching Session (per 
teacher including: 
PreMeeting, Observation, 

Debriefing) 

 

! Approx. 1 hour for peer 

observations/coaching and 1-
2 hours for group debriefings 
! 1 Class period for each 

(pre-mtg, observation, & 
debriefing) = 2.5 hours 
approx. 

! Held during 

Spring semester 
! 1 interview per 
teacher 

! Avg. length of 

interviews=17 
mins; Interviews 
lasted between 8 

and 30 mins. 

2 

Instructional 
Coaches 

 
 
 
 

! 2 sessions of classroom 
modeling for teachers (4 
LA teachers observed) 

! 12 coaching 
days/sessions (several 
teachers coached in one 

day…different #s each 
day) 

! 2 classroom periods of 
modeling 
! Half day or full day 

coaching 

! Interview 
questionnaire given 
in the spring 

semester 
! Intake, Before and 
After Coaching 

Session (1 day), and 
Follow Up 
Interview 

! Emailed 

1 

Principal 

! 3 Planning Sessions and 

Debriefings 
! 2-4 hours of planning 

and/or debriefings 

 

! Held during 

Spring semester 
! 1 interview  

! 24 minutes 

 

School-Level 
Observations 

! 4 ExC-ELL Professional 

Development Trainings in 
the areas of: vocabulary, 
reading, writing, and 

cooperative learning held 
for 6 language arts 
teachers, 8 content 

teachers, and 1 principal. 
! Trainings presented by 
one or both coaches. 

    
 

! Half day or full day 

trainings. 
 

N/A N/A 

 

Figure 3.1 Main Data Collection Summary 
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Documents 

The documents used in this study were related to the school and to the ExC-ELL 

project.  These included the ExC-ELL book, training manual and observation protocols 

(EOPs), a final summary report, and any other forms and/or notes used during meetings 

related to the coaching sessions. Different interview protocols, tailored to the individual, 

were used for teachers, coaches, and school administrators (see Appendices B, C, & D). 

Data Summary Sheet (see Appendix A) 

 A questionnaire was given to all participants prior to the interview in order to 

obtain general information such as: name, contact information, demographic information, 

number of years teaching, and number of years teaching ELLs. This questionnaire took 

approximately five minutes to complete before the interview. 

Teacher, Coach & School Administrator Interview Protocols (see Appendices B-D) 

 In order to answer the research question, in-depth qualitative interviews were 

conducted towards the end of the school year when the coaching sessions ended in May 

2009. As deMarrais and Lapan (2004) describe, “qualitative interviews are used when 

researchers want to gain in-depth knowledge from participants about particular 

phenomena, experiences, or set of experiences.”  Interviews with teachers and the 

principal lasted seventeen minutes on average. The shortest interview lasted eight 

minutes and the longest interview lasted 30 minutes. The actual length of time depended 

on the participants’ responses to the questions and any follow-up questions asked. 

Qualitative researchers generate questions that are not framed by preconceived 

assumptions; they opt instead for those that emerge from the investigation of complex 

human phenomena (Denzin & Lincoln, 1998: Mason, 2002; Bogdan & Biklen, 2003).  
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 Conducting successful interviews depends on how well the subjects understand 

the intentions and purposes of the research study (Clandinin & Connelly, 1998) as well as 

their degree of comfort with the researchers’ perspectives (Bogdan & Biklen, 2003). At 

the beginning of the interview, I made every effort to clearly explain the purpose of the 

study and to develop rapport with teachers, the principal, and the coaches.  I did this both 

in writing and verbally. Before the interview, teachers received a letter reminding them of 

the purpose of the study and that I would be scheduling an interview. I also reminded 

them before I began the interview that their participation was voluntary and that all of 

their answers would be confidential. 

 I also interviewed the coaches at the end of their observations in May and one 

other time (to ask the before and after questions) regarding a coaching session in March 

(see Appendix C). The interviews for both coaches were conducted via email. I sent them 

the interview questions and they responded within a week or two. While this was not an 

ideal way to conduct these interviews, the responses I received from both coaches were 

both thorough and thoughtful. The length of one interview was a total of three pages, 

single-spaced. I asked one follow-up question via email afterwards for clarification for 

that particular interview. The second interview was a total of one page, single-spaced. 

Although one of the coach’s responses was short, she made herself available for further 

clarification via email and telephone. There was some follow-up via email and telephone 

for this interview. 

Classroom Observations and the ExC-ELL Observation Protocol (see Appendix E) 

 The first day of observations, the coaches thoroughly reviewed and explained how 

to use the ExC-ELL Observation Protocol (EOP) to the teachers and the principal. The 
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EOP was to be used during a classroom observation, to assess the types of ExC-ELL 

strategies that teachers were using, if any. However, due to the technical nature of this 9-

page document, the teachers and I decided to just take notes during observations rather 

than using the EOP; this was suggested by one of the coaches. The coaches, however, 

continued using the EOP throughout the school year for observations and were made 

available for me to review. The coaches referred to the EOP and their own notes during a 

debriefing session. The 9-page ExC-ELL Observation Protocol was not meant to be used 

entirely in one class observation; instead, a coach may observe a small portion of any of 

the strategies listed and use this information to provide feedback. In most cases, coaches 

were not aware of the lessons that were going to be taught in advance and if any ExC-

ELL strategies were going to be used on the day of the observation.    

With their permission, I observed teachers during the professional development 

trainings and at each coaching session conducted afterwards. It was important to observe 

the professional development trainings in order to see the teachers’ reactions to the 

strategies being taught.  Because the trainings were hands-on, teachers had the 

opportunity to use the strategies with their colleagues in pairs or in small groups. They 

were able to ask questions if they did not understand a particular strategy or how to best 

implement the strategy with their own students. It was also important that I conduct 

classroom observations soon after the first professional development training in order to 

observe what changes, if any, were occurring in the classroom at different points of the 

semester.  

 I asked coaches and teachers for permission to observe a coaching session 

including any pre-observations and debriefings if applicable. During these observations, I 
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observed and thought about the following questions: How do coaches interact with the 

teacher and/or students in the classroom? Where do conversations and debriefings 

between teacher and coach generally take place? Is the process formal or informal? What 

is the teacher’s reaction to comments from the coach? How do teachers relate to the 

coach? What is the coach’s demeanor or tone of voice when providing feedback? 

Afterwards, I observed the teacher in the classroom to see how the recommendations 

were incorporated into the classroom. I was able to attend each coaching session and 

observation day with the exception of the last day where the focus was curriculum 

planning in preparation for the following school year. 

Two Types of Coaching Implemented at City View Middle School 

Peer Observations and Debriefing Sessions in TLCs 

There were two types of coaching sessions that were implemented at City View. 

The first was a Peer Observation and Debriefing Session. During the initial planning 

sessions with the principal, she suggested that teachers get involved in observing each 

other in the classroom in order for them to learn more about the coaching process and to 

get accustomed to providing feedback to one another. The coach thought this would be a 

good idea. This meant that the principal had to provide a substitute teacher for any classes 

they missed. This also meant that in addition to the coach and myself, there would be 

anywhere from one to three teachers in the classroom observing. From December 2008 to 

May 2009, this type of observation was mostly conducted for the language arts teachers. 

Sometimes, these observations were conducted while a teacher taught in Spanish for the 

native language arts classes. Luckily, we all were able to understand the lessons in both 

languages.  
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Debriefing for this type of coaching was typically scheduled at the end of the day 

or the following day, when everyone had a turn in both teaching a lesson and observing a 

few teachers. The coach debriefed with the teachers for one or two periods, depending on 

the number of teachers involved, in what was called a Teachers Learning Community 

(TLC). I observed the coach(es) as they facilitated the process of teachers giving each 

other feedback. The coach would provide feedback as well during this time period. 

Typically, they opened the discussions with the positive comments of a lesson followed 

by things to work on or suggestions for future lessons. 

Individualized Coaching Sessions (Pre-Meeting, Observation, Debriefing) 

The second type of coaching was more individualized. There was one coach and 

one teacher in this type of coaching. No one else was involved in the observations and 

debriefings. This type of coaching took more planning on the part of the teachers, 

because they had to present to the coach what lesson they were going to teach in advance. 

One class period was dedicated to each part of the coaching: the pre-meeting, the 

observation, and the debriefing. At the pre-meeting, teachers could ask questions about 

how to incorporate an ExC-ELL strategy and/or the teacher could come to the meeting 

with an idea of their own. The ExC-ELL strategy would not necessarily occur for the 

entire class period. It might be something that would take twenty minutes in the lesson. 

The coach would then provide feedback and/or suggestions on how to improve or adapt 

the lesson by using an ExC-ELL strategy, if applicable.  

The pre-meeting could take anywhere from thirty minutes to an entire class period 

in discussing the lesson that would be observed and also discussing any questions that the 

teacher had about ExC-ELL in general. The observation would occur soon after the pre-
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meeting; most happened on the same day or the next day. The coach would take notes 

during the classroom observation and then offer feedback during the debriefing. 

Debriefings usually lasted an entire period and were scheduled later in the day or the next 

day depending on scheduling. The debriefing would be one-on-one during which 

highlights and improvements were discussed. Debriefings were also an opportunity to 

discuss future lessons and how more instructional strategies could be incorporated. In 

both types of coaching, information such as transfer of knowledge and application of 

techniques/strategies in the classroom could be determined.   

Data Analysis 

 The analysis of the data was an ongoing process and began after each observation 

and the transcription of the interviews along with the organization of documents 

collected, such as the data summary sheet, the observation protocols, and other related 

documents. The analysis for this study mainly came from coding and memoing. As Agar 

(1980) recommends, I read the transcripts in their entirety several times, immersing 

myself in the details and getting a sense of the interviews as a whole before breaking 

them into parts (as cited in Creswell, 2005, p. 237).  Afterwards, as Seidman (1998) 

describes, I spent time looking for themes or “connective threads” among the participants 

(p. 110).  I also wrote analytical and conceptual memos vs. descriptive memos (Strauss & 

Corbin, 1998) throughout the analysis process. As Hesse-Biber and Leavy (2006) 

maintain, “memo writing is an integral part of the grounded theory process and assists the 

researcher in elaborating on their ideas regarding their data and code categories” (p. 349).  

Hesse-Biber and Leavy (2006) describe “coding” as the analysis strategy that is used by 

many qualitative researchers to help them locate key themes, patterns, ideas, and 



 71 

concepts that may exist within their data (p. 349). During the coding process, I was able 

to select specific data that I could use and/or that I needed to disregard as they relate to 

the research question in this study.   

 In analyzing and interpreting my data, I made sure that the anonymity of the 

teachers, coaches, and school administrators would be protected. I used aliases for 

individuals and the school. I will make sure that I keep the data I have collected in a 

locked filing cabinet at home and I will also protect the data by ensuring that it is not 

used for other purposes that might harm the participants.   

 Although the idea of using a qualitative computer program to assist with data 

management and analysis sounded appealing, I used Microsoft Word and Excel 

spreadsheets for data management and coding due to the size of the data being collected 

for this study. 

Validity and Trustworthiness 

 The data analysis was based on inference, which in this study was made mostly 

from the participants’ interviews; I looked for consistent patterns or themes that emerged 

during these interviews. I took into consideration that, in this type of research study, 

reliability and generalizability play a minor role. “Validity, on the other hand, is seen as a 

strength of qualitative research, but it is used to suggest determining whether the findings 

are accurate from the standpoint of the researcher, the participant, or the readers of an 

account” (Creswell, 2003). 

 The following are some of the primary strategies that speak to the trustworthiness, 

authenticity, and credibility of a qualitative study (Creswell, 2003, p. 196). I used 

member-checking to determine the accuracy of my findings. Once all of the information 
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was gathered, I shared the final report and the general themes I gathered with the 

principal, some teachers, and both coaches via email to see if they felt the information 

was accurate. I also clarified researcher bias by conveying to readers my own background 

and experiences that may have an effect on the way I may be interpreting the results of 

this study. As I collected and analyzed my data, I presented negative or discrepant 

information by reporting and discussing in the final report any information that ran 

counter to the general themes in my study.   

 I also spent prolonged time in the field by attending all aspects of the ExC-ELL 

professional development at the school, which included: observing planning sessions and 

debriefings with the principal, observing all professional development workshops, and 

observing all teachers in the classroom, with the coaches, and during any debriefings, in 

order to develop an in-depth understanding of my research questions. Detailed 

information was gathered, especially when collecting information on the coaching 

relationship. For this study, I used peer debriefing to enhance accuracy. These peers 

consisted of my dissertation committee members. They had the opportunity to review and 

ask questions about the study in case some aspects were unclear. Another important 

check on the validity of these findings was to employ the technique of data triangulation; 

that is using different data sources, in this case, the interviews and the observation 

protocols and feedback, to enhance the validity of the research results. 
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CHAPTER 4 

 

CONTEXT 

 

 The purpose of this chapter is to give the reader a better sense of the community 

in which the school is situated and a descriptive picture of the participants that are a part 

of this study. It is important to this study to understand who the teachers are and the 

challenges they face in the classroom with their English language learners. The 

participants were fourteen teachers at the middle school, one principal, and their two 

ExC-ELL coaches. In this chapter, I highlight the instructional challenges that teachers 

faced when working with their students, from the teachers’ perspective. What challenges 

do teachers face when working with English language learners? How do they describe 

their instructional challenges?  

 There were three themes that emerged when I looked at the challenges that 

teachers described in their interviews: 1) addressing varying literacy skills in both 

languages, 2) improving academic language, and 3) the impact of students’ adaptation to 

another country and its effects in the classroom. One of the biggest challenges for 

teachers at City View is having students in each classroom with varied levels of literacy, 

in both their native language and in English. Also, many of their students, approximately 

40% are considered SIFE which means that teachers are often faced with building their 

basic native language skills that they can transfer to learning English. How do teachers 

cope with these varying levels of literacy? How do teachers teach their content and help 

students develop their literacy skills as well? These questions are explored in this chapter.  
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A Closer Look at City View Middle School 

City View Middle School is located in a culturally rich Latino neighborhood in 

the Washington Heights area of New York City. During one of my first experiences, as I 

walked away from the train station and onto the streets near the school, I remembered 

feeling the way I did when I walked around certain neighborhoods during my travels to 

Ecuador, Peru and Mexico. I looked around and saw many signs in Spanish. There were 

Latino-owned businesses on these streets I assumed, because of their Spanish names and 

because they advertised their groceries and products in Spanish. I saw grocery stores, 

restaurants, bodegas, carnicerias (meat markets), a Rosa’s bakery, a few laundromats, 

hardware stores, and a 99¢ store. Most of the people living in this neighborhood are 

Latino immigrants, mainly from the Dominican Republic.  

This is an ideal location for a Transitional Bilingual Education (TBE) program 

because of the number of new immigrant students that City View Middle School serves. 

According to the school district’s website, TBE programs are schools “where academic 

instruction is in both English and the native language.” This is one of three types of 

programs the district offers for students who speak another language at home and score 

below a state-designated level of proficiency in English upon entering the district’s public 

school system.  The two other options are English as a Second Language (ESL) and Dual 

Language programs.  In ESL programs, academic instruction during the school day is in 

English entirely. In Dual Language programs, fifty percent of academic instruction is in 

English and fifty percent is in another language during the school day. 

Immigrant Latino students and families could settle here and feel comfortable 

with their surroundings. The school offers classes for students in both languages and 
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parents are able to communicate with the school administrators in Spanish. One thing that 

unites the people in this area is their native language. A disadvantage of this might be that 

in neighborhoods like these, one could survive a very long time with minimal English. 

One could find a job where speaking limited English is acceptable, and also find health or 

social services where someone is readily available to translate or accommodate Spanish-

speaking clients. For the students, being in school is probably the only time they are 

exposed to English with the exception of watching television programs in English.  

For the teachers and staff at City View, the work is challenging. Students have 

migrated to the U.S. from another country, mainly the Dominican Republic, as well as 

other countries in Central and South America. For the most part, the students have been 

in the country for a maximum of three years. A few may have started school in the U.S. 

as early as fifth grade and then come to City View for middle school. Most students live 

in a neighborhood where they do not have to speak and do not routinely hear English. 

The Staff at City View Middle School 

City View is a small school with only fourteen teachers, approximately 170 

students, one principal, one assistant principal and two full-time and one part-time 

clerical staff. The teaching staff at City View consists of 8 “new” teachers; they are in 

their first and second years of teaching. The remaining teachers have been teaching for a 

minimum of three and a maximum of ten years. Some teachers have been at City View 

since they began their career and a few started teaching at other schools and/or in other 

school districts. Overall, the teachers are fairly young. Ten out of the fourteen are in their 

twenties, two are in their thirties, one is in his fifties, and one is in her sixties and plans to 

retire when the school year ends. 
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 The teachers and the administrators create the energy that surrounds the school. 

For the most part, this energy is positive, nurturing, and motivating. The principal wants 

to see all of her staff and students succeed. This is one reason why she implemented ExC-

ELL at the school. She said, “ExC-ELL won’t take my teachers on a different route 

necessarily for learning English…. It’s a similar sheltered-English approach to learning 

English and literacy.” “Sheltered” meaning that the teacher adapts the academic content 

from a language and skills perspective to make it understandable to the students. 

According to DeCapua et al. (2007), “sheltered instructions consists of an integrated 

approach to developing English language proficiency, basic literacy skills, school 

behavior knowledge, and academic content knowledge, with a strong emphasis on basic 

learning strategies.” Sheltered instruction for City View students is the preferred method 

of instruction and the principal saw the need for additional support for teachers. She 

wanted to address these needs through ExC-ELL. She was excited to learn that the city’s 

Board of Education had researched what this professional development program could do 

for teachers and their students and was offering it to schools free of charge during the 

first year.  

 The principal’s goal with ExC-ELL was to “gain continuity throughout the school 

year of different instructional techniques starting with vocabulary development, later, 

moving into reading and writing, and then moving into cooperative group work.” In 

addition to ExC-ELL being an “extensive professional development program” she was 

“looking for the coaches to be in the school regularly, to follow-up with the teachers, and 

to see how they were doing on a monthly basis.” How teachers interacted with and got 

along with the coaches was also very important to the principal and showed how much 
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she cared about the well being of her staff. During the interview, she talked about 

establishing a coaching program where “teachers feel comfortable” being coached and 

trying new strategies. She also explained the need for her teachers “to come together as a 

cohesive professional group.” She discussed previous negative experiences with coaches 

that related to personality conflicts between teachers and coaches. Given her past 

experiences, she wanted to be really specific about what she wanted from the ExC-ELL 

coaches and she was very aware of how teachers were getting along with the coaches 

throughout the school year. She wanted the coaches to “develop a professional 

community amongst the teachers” that would be reflected in teacher’s meetings, in the 

classrooms, and around the school in general.  

 The following is a descriptive picture of the staff members that make up the 

school. All fourteen teachers participated in the four professional development trainings 

held in October (Vocabulary), November (Reading), and two days in January 

(Writing/Lesson Planning and Cooperative Learning).  

Principal:   

 

Ms. Richards is the principal. She is a Caucasian woman about five-feet tall with 

short dirty-blonde hair. She greets everyone with a warm smile and guests to the school 

are sometimes greeted with a hug and kiss on the cheek, the traditional greeting reflective 

of the Latino culture at the school. Her professional experiences include: working as a 

Peace Corps volunteer in the Dominican Republic, teaching at the elementary school 

level in New York City, and conducting action research in education. She attended 

Teachers College at Columbia University and is a Peace Corps Fellows Alumna, a 

program committed to urban education in New York City.  



 78 

City View Middle School is an expansion of a successful pilot program that was 

initiated by Ms. Richards. In 2006, this pilot program became a school that provided 

instruction through Transitional Bilingual Education (students are taught in Spanish and 

English until they are ready to transition to English) and Free Standing ESL (English is 

taught through content areas). Ms. Richards is very concerned about her students and 

wants them to improve their literacy skills in both Spanish and English so that they can 

improve their scores on the state exams. In last year’s Quality Review Report the school 

did not perform well. Part of the school’s grade is based on students’ test performance. In 

one of the planning meetings, she told the coaches that the Quality Review Report 

reflects 22% of the principal’s evaluation. She wants to help her teachers in any way she 

can, which is the reason why she decided to bring the ExC-ELL professional 

development program to her school. She is hoping that with this training, teachers will be 

better prepared with the strategies that can help their English language learners.  

Language Arts Teachers: 

 
Ms. Edwards is in her early sixties. This makes her the oldest teacher at the school 

compared to the rest of the teachers that are mostly under the age of thirty. She’s been at 

City View for 5 years and at the end of the school year she will retire. She’s Caucasian, 

thin and tall. Her hair is all white and she wears her curls combed out and sticking 

straight up. It almost looks like a stretched out Afro. This is her style. She is a bit quirky 

and forgetful, but a very intelligent woman and passionate about what she contributes to 

the school, in terms of her teaching. I think she has a lot to offer the school and her 

students. The students seem to have a good rapport with her and are respectful throughout 
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her lessons by sitting quietly and raising their hands to participate. She teaches both 

seventh and eighth grades. 

Mr. Garza is a Latino teacher in his early twenties. He has tan skin and dark hair. 

His style is preppy to conservative and this is reflected in his attire, which usually 

consists of khaki or navy blue pants worn with a light-colored button down shirt, and a 

blazer. He teaches English language arts and English as a second language. This is his 

first year teaching. The students and his colleagues like him very much. He is also the 

wrestling coach in the after school program and this helps his popularity among the 

students, especially the male students. Mr. Garza has a good rapport with the students and 

is able to manage his classroom nicely by moving from one activity to the next with little 

redirection needed. 

Ms. Hayes is Caucasian and in her mid-twenties. She has curly auburn hair; she is 

thin, well spoken, and fashionable. Every time I see her she is sporting a new, bright-

colored jacket or coat.  This is her second year teaching. She teaches language arts 

mainly and also one section of science. Ms. Hayes has a wonderful personality. She is 

very sweet and cares about her students. She wants to do well for them. Ms. Hayes is also 

very eager to learn and to improve her teaching. She is open about the challenges she 

faces in her classroom and has never had a problem asking the coaches for advice and 

suggestions. Her main challenge is classroom management and the varied levels of 

English spoken by her students.  

Ms. Nuñez is a Latina teacher in her early to mid-twenties. This is her third year 

teaching. Ms. Nuñez is a strong and confident Spanish language arts teacher who loves to 

challenge her students. Her personality is very strong and she is able to get the attention 
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of her students with just a stern look. Although she may come off as strict, she really has 

a soft spot for her students and loves them. Because she grew up in the Dominican 

Republic and came to the U.S. as a young teen, she is able to relate to most of her 

students in so many ways. Ms. Nuñez mentors Ms. Hayes in the Language Arts Team. 

Mr. Rolón is a Latino teacher in his late thirties. He is thin with brown skin and 

short hair. Some of his students are probably taller than he is. He has been teaching for 

approximately ten years. He mainly teaches native language arts (Spanish). He is one of 

the more experienced teachers at the school and serves as a mentor to Mr. Garza and Ms. 

Nuñez. The students both fear and love this teacher because he can be very strict and 

does not accept excuses for students not doing their work. I think that because of his 

Dominican background and cultural upbringing, he can really relate to the students. His 

class lessons are challenging, dynamic and fun which are some of the reasons the 

students love him. He thinks the students love him because he’s “real” with them.  

Ms. Williams has previous teaching experience with English language learners, 

but this is her first time teaching this age group and population of students. She is 

Caucasian, has long red hair and is in her early thirties. This is her first year at the school. 

She has a very pleasant disposition. She is kind and soft-spoken and yet has great control 

of the classroom. The students respect her and like her very much. Ms. Williams is also a 

language arts teacher. 

Social Studies Teachers: 

Mr. Rodriguez is a Latino teacher in his mid-to-late 50s. He is light-skinned, with 

blue eyes, and mostly grayish-black hair. He is one of the older teachers at the school. He 

was born and raised in Colombia, South America. He arrived to the U.S. in his early 30s 
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and went to college in the city for his teaching certification in social studies. Because he 

learned English in college, Mr. Rodriguez still has a thick accent when he speaks English. 

He has been at City View since it opened about five years ago. He is very passionate 

about teaching social studies. 

Mr. Thomas is a young Caucasian teacher in his early twenties. He is tall and thin 

with blonde hair and blue eyes. This is his 2nd year teaching social studies. In the 

classroom, Mr. Thomas is very friendly and likes to cover as much of his lesson as 

possible so he speaks very fast. Although there were few times that I had the opportunity 

to observe him, for the most part, the students seemed to respond to him very well. He 

also interacted well with his coach and asked questions in order to improve his lessons. 

Science Teachers: 

Ms. Allen is a Caucasian teacher in her mid-twenties. She is thin and of average 

height with short brown hair and blue eyes. She has been teaching science for three years. 

Her classroom is very organized and her lessons are challenging but fun. Students seem 

to really respect her. Ms. Allen’s disposition is very calm and friendly, yet serious. She is 

Ms. Lopez’s mentor and her interactions with her seem to be very professional. In my 

opinion, she is probably one of the best teachers at the school. 

Ms. Lopez is a Latina teacher in her early twenties. She has long hair and brown 

skin. This is her first year teaching science. Ms. Lopez has a very calm and sweet 

disposition but this sometimes backfires in the classroom when her students get 

disruptive, loud, and do not follow directions. She can seem frustrated when she is 

teaching her lessons. She would admit that her biggest issue is classroom management. 

Her mentor at City View is Ms. Allen. 
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Math Teachers: 

Ms. King is a Caucasian math teacher in her early twenties. She has a quiet 

disposition, but can also be outspoken when she is discussing a topic/issue that is 

important to her. She has fair skin and wears her blonde hair bobbed. She has been 

teaching for two years. She loves what she does and has really been looking for guidance, 

support, and feedback in improving her craft. With the students, Ms. King is friendly and 

firm and the students respond to her very well. 

Ms. Negrón is a Latina teacher in her early twenties. She has brown skin and dark 

brown eyes and hair. Ms. Negrón is a first year teacher. She has a warm and friendly 

smile and disposition. Ms. Negrón can sometimes feel insecure about her teaching. Her 

biggest challenge is classroom management. This has been an overwhelming school year 

for her because of the amount of observers she has had in her classroom from different 

programs, such as: her graduate program, Teach for America, a coaching program for 

new teachers in the City, and now, the ExC-ELL program. 

Ms. Rhodes is a young Caucasian teacher with curly reddish-brown hair that she 

usually wears tied up in a ponytail. She is in her early twenties and this is her first year 

teaching math. She is friendly and a bit insecure in her teaching practice perhaps. 

Sometimes the students seem to take advantage of this and become very disruptive by 

talking over her or not paying attention in general. She needs to redirect her class many 

times throughout a lesson. But, she’s very hopeful and willing to try new strategies to 

improve her classroom practice.  

Mr. Rivera is a Latino teacher in his late twenties. He is from Mexico. He is very 

friendly and the students love him. Mr. Rivera teaches math and has a great control of his 
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classroom. The students seem to have a lot of respect for him. Mr. Rivera loves what he 

does and loves the students. He demonstrates this in his class by challenging the students 

and making math fun. Any time you see him around the school, he greets you with a big 

smile and a wave. 

Coaches: 

  Ms. Adams is from Texas and has worked as a consultant for the ExC-ELL 

program since 2006. She is very passionate about her work and will often work long 

hours to prepare for her trainings and/or to provide additional materials (research articles, 

books, lesson plans, rubrics, etc.) to the teachers and sometimes even the principal. Ms. 

Adams is Caucasian and in her early seventies. She wears her silvery-white hair short. I 

worked with Ms. Adams for about a year, so I was able to get to know her very well. She 

has a strong character and is also warm and friendly. She loves to laugh and can entertain 

you with stories of her youth, her family, and her travels. She has approximately sixteen 

years of experience working with English language learners in the United States and 

Mexico. She has presented extensive staff development sessions since the 1980s; taught 

methodology courses for ESL teachers at the University of Texas at El Paso and at the 

Universidad Autonoma in Juarez, Mexico. Ms. Adams was the main coach at City View 

and in January she brought in Ms. Jones to help out with the trainings and coaching. 

Ms. Jones is also from Texas and joined the ExC-ELL staff in 2008. She is 

Caucasian and like Ms. Adams, she is also warm and friendly. Ms. Jones is in her early 

50s. She has dirty-blonde hair that she also wears short. All of her teaching experience, 

which began approximately 30 years ago, is with English language learners. Teaching 

was a second career for her. Her undergraduate work is in social welfare and Spanish. 
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First, she taught English as a Foreign Language in Colombia, South America; then, she 

taught in San Antonio where nearly 100% of her students were ELLs. Ms. Jones has also 

worked closely with school administrators to help teachers develop teaching skills 

primarily in the areas of reading/language arts and ESL. For the last thirty years, she has 

been involved in developing and presenting professional development; primarily, in the 

areas of reading, writing, and bilingual education. Of those thirty years, ten years were in 

an administrative capacity where she continued to provide professional development. She 

also conducted PD trainings in the areas of: providing interventions, assessment, 

curriculum development, and data analysis. 

The Coaching Plan and Debriefing Sessions in TLCs 

Although all fourteen teachers were required to attend the professional 

development trainings scheduled on four different days in October, November and 

January, the coaching began in December with the Language Arts teachers only, as a way 

to focus the school’s efforts on this professional development program. This was 

discussed during a planning meeting with the principal and Ms. Adams. The coaching for 

the six language arts teachers began in December 2008, while the coaching for the 

content-area teachers did not begin until March 2009, when the coaches requested to see 

what was happening in the content-area classes. Both the principal and the coaches were 

interested in knowing how ExC-ELL was being implemented in math, science, and social 

studies, if at all. The coaching for the language arts and content teachers ended in May 

2009. I had the opportunity to learn more about each language arts teacher because I was 

able to observe the coaching process with these teachers for a longer period of time.  
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 As described in Chapter 3, there were two types of coaching that took place. The 

first type of coaching was called Peer Observations and Debriefing Sessions. In this type 

of coaching, teachers would observe one of their peer’s classrooms with the ExC-ELL 

coach present and debriefings took place in what the school referred to as Teacher 

Learning Communities (TLCs). TLCs were dedicated meetings for teams of teachers. 

The language arts team, the math team, the social studies team, and the science team each 

had their own meetings. In TLCs, teachers would have the opportunity to plan their 

curriculum and lessons and communicate with or mentor one another. The ExC-ELL 

debriefing sessions were scheduled during the TLCs. 

 When teachers were observing one another, they were instructed by the coaches 

to make comments on how ExC-ELL was being implemented in the class lesson or how 

it could have been used in the lesson. Debriefings were scheduled at the end of the day or 

the next day when teachers each had a turn in teaching a lesson and observing. The coach 

then debriefed with the teachers in the TLC. Coaches provided feedback during this 

debriefing and teachers would also provide suggestions that were sometimes related to 

ExC-ELL and sometimes related to other aspects of the classroom, such as: organization, 

classroom management, instructional materials, etc. Teachers mainly participated in this 

type of coaching. 

 The second coaching type was called Individualized Coaching Sessions, which 

had three main parts to the coaching: the pre-meeting, the observation, and the one-on-

one debriefing session. Each teacher had the opportunity to participate in this type of 

coaching once. For this type of coaching there was only one teacher and one coach 

present.   
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One of the greatest challenges discussed during these debriefings was that many 

of their students are classified as students with interrupted formal education or referred to 

as SIFE across the district and among the school staff. The following section will look at 

how City View’s staff described their population of students. 

The Challenges of Teaching ELLs - The Teachers’ Point of View 

The following excerpts are taken from the interviews of the staff at City View. 

Although there is much love and caring for their students, one can see the instructional 

challenges and/or frustrations that these teachers may experience when teaching this 

population of students. There were several themes that emerged when teachers described 

students, the challenges that are often faced by teachers in the classroom, or challenges in 

general that students have at home that may affect their learning in school. I discuss the 

following themes in this section: 1) addressing varying literacy skills in both languages, 

2) improving academic language, and 3) the impact of students’ adaptation to another 

country and its effects in the classroom. Later, I will examine how coaches were able to 

help teachers in the classroom with this population of students. 

Teaching a Wide Range of Literacy Levels (Native language and English) 

During my interviews and observations, I found that one of the biggest challenges 

for teachers was preparing and teaching a lesson for a classroom filled with a variety of 

literacy levels. Based on what teachers said during their interviews, students ranged from 

very low levels to gifted in both their native language and English. As mentioned earlier, 

and something to take into consideration when reading the following excerpts, 

approximately 40 percent of the student population at City View are considered SIFE. 

Ms. Richards explains that the students have “low literacy levels in their native language” 
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and this is something that the she wants to improve through professional development 

trainings and coaching. Improving their native language skills is a goal for this school 

because they are considered a Transitional Bilingual Education Program school. In these 

programs, as students build their proficiency in English, the amount of time dedicated to 

learning in their native language decreases and students are then prepared to enter an all 

English program (Krashen, 1999). When ExC-ELL coaches asked teachers at what point 

during the school year they would be transitioning to English, there seemed to be much 

discussion and confusion about when this would occur. The principal was able to address 

this immediately and suggested that teachers begin teaching in English around March. 

Ms. King, one of the math teachers describes her challenges in her seventh grade 

classroom: 

If you have a child who starts the year never having gone to school before-
-and I had one of those this year--a child who cannot write his or her name 
without making spelling mistakes at the beginning of the year, a child who 
cannot read out loud from anything written at the beginning of the year, 
even in their native language, then that just slows down the English 
process significantly because we have to start from the basics.  

 
Ms. King is describing one student in her classroom that needed to “start from the basics” 

in his native language. In this case, his needs may be very different than the needs of the 

other students in the classroom. This can be difficult for teachers that are inexperienced 

in working with this population of students because the teacher has to address the literacy 

and content-area needs of the other students at the same time. She continues describing 

this challenge from the perspective of a content teacher.  

And, because my focus is the math content, I have to make language 
decisions making sure that they will get the math content they need. 
Especially since they're able to take the math tests in Spanish, there are 
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some times when my priority is math, not English, and so I'll teach it in 
Spanish for that reason. (Ms. King) 
 

One of the important things that Ms. King mentions during her interview is that she has 

to make “language decisions” based on the literacy levels of her students. This is 

different in every class based on the students that make up the class. Her challenge is not 

just in deciding to teach her lesson in English or Spanish, but it is also making sure that 

her content is getting across to her students.  

Ms. Nuñez also describes her experience with different literacy levels in her 

classrooms. During her interview she tells me that students are often placed in a 

particular grade in order to be with other students of the same age. “They may not have 

completed even 2nd grade and are put in 7th grade with students their same age. A 

problem with that is that kids are put into classrooms with other kids that are gifted.”  She 

goes on to say that the problem with this scenario is that the students do not have the 

background to keep up and the teachers “have to be able to teach different levels and 

expect same quality of work.” She gives the following example to describe how she does 

this: 

Give “metaphor” for example [referring to her earlier lesson], you need 
more scaffolding…because they haven’t seen it before. With kids that do 
have the background you give them free reign. Later on the kids will catch 
up; you give them the tools in the beginning. The teaching is the same, but 
you expect a different product. You have to understand where they’re 
coming from; meet them where they’re at. (Ms. Nuñez) 

 
Ms. Negrón, a first-year math teacher, describes her challenges. She explains that 

in her classes she has a diverse group of students in terms of how long they have been in 

the U.S. How long students have been in the country will affect how much English they 

have learned. Some students never went to school or had limited schooling in their native 
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countries and this complicates things further because they come to school with limited 

native language skills. On top of that, Ms. Negrón has to teach these students math, and 

similar to other academic abilities, they vary in terms of their math skills. Some students 

would need to start from the basics. The following quote emphasizes how the teachers are 

not necessarily trained to deal with different kinds of deficits. Content teachers may not 

know how to teach language; they may not know how to teach in the student’s native 

language, or a combination of the two. Ms. Negrón states: 

I mean I have some kids that I do not know what to do with them.  I have 
no idea what to do because they’re really low on language, even in 
Spanish.  And, they’re really low in math, some of them they can’t 
multiply or they have to really think about it.  And it’s not their fault, it’s 
just that I don’t know how to –I’ve never seen it before. 
 
There is a growing frustration behind her smile as she says that she has been 

asking for help. “I’ve been asking everyone but nobody can really show me!” She does 

not want someone to tell her how to do it, she wants someone to come in to her classroom 

and conduct a lesson with her students. She is referring to creating lessons that would 

target the different needs of her students in each class. She throws her hands up in the air, 

letting the frustration come through:  

Like, what’s a worksheet that I would give them? Show me. Show me 
what I would give a regular student; show me what I would give a high 
level student; and show me what I would give like a really low level 
student.  Like, show me! Give me three worksheets. Give me three 
worksheets and then I can do it, but I’m a first year teacher. I don’t know 
how to do it! 
 
She smiles again, her voice sounding low and defeated. Her colleagues also share 

her frustrations. Having these varying literacy levels in English, the native language, and 

the subject or content area, creates an atmosphere where teachers need to have the ability 
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to be flexible in their teaching practice. It’s not a “one size fits all” lesson plan for these 

teachers. Each classroom is different. Sometimes teachers are able to figure out how and 

what to teach for each lesson and ability level, and other times, teachers may experience 

frustration. Mr. Thomas, a social studies teacher, describes how he handles each of his 

classes: 

I think it’s because some of them have been in the country longer, and 
then for whatever reason, I think some of them just picked it up [the 
English language] more quickly. That’s at least the case with 601. My 602 
class has a number of SIFE kids who came in, who were illiterate in 
Spanish and they’re a whole different story trying to teach English as 
opposed to 601. So – if I focus on the sixth graders I taught – we’re now, 
what, eight months into the school year?  And I think for six months I 
taught 601 in Spanish. In the past two months, I’ve alternated and I’ve 
increasingly done more and more with them in English. (Mr. Thomas)   
 

Because City View is a Transitional Bilingual Education Program school, teachers have 

to assess at one point during the school year they can transition to English. Mr. Thomas 

describes his two sixth grade classes. For his 601 class, he will be able to transition to 

English more quickly than for his 602 class because they started school mostly illiterate 

in their native language. 

And then 602, I do a little bit of English here and there, but it’s much less 
frequent, and I have to have lessons that are really ideal for that, that are 
less abstract. And again, I teach social studies, so a lot of the concepts can 
be abstract. So I really have to find the right objective as far as content and 
language to be able to do it in English. (Mr. Thomas)   
 

Teachers at City View are continuously thinking about ways to get the content and 

language across to their students in the native language and/or in English. In the 

quotation that follows, Mr. Thomas describes his seventh grade class as the “most 

advanced in English” and this is where, as a teacher, he is able to be more creative in the 
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assignments he gives them and at the same time, he does not need to provide as much 

structure as compared to his other classes.  

And then with the seventh graders, I would say that my 701 class, out of 
the five classes that I teach, is the most advanced in English. And I can 
give them a lot more writing assignments. They still need structure of 
course, but they have a lot more creativity, I think, because they have a 
much larger vocabulary base and so, I don’t have to give as much structure 
as the other classes. (Mr. Thomas) 

 
It is the same situation with Ms. King’s lessons. There is no “one size fits all” lesson plan 

for her classes either. She describes that each of her classes gets taught differently 

depending on how students scored on the State Exam. Their scores will determine in 

what language she will teach or how much she needs to switch from one language to the 

other.  

I have one class, where a lot of the students were [in the U.S.] for 5th 
grade, so they came in kind of advanced or intermediate on the [State 
Exam], which is the second level or high beginner as they already had 
some English. And my other class came in and they were all newcomers 
this year. A couple of them knew a little bit of English at the beginning of 
the year, but basically [English was] nonexistent. On a scale of 1 to 100, 
they were getting 10's on the [State Exam] at the beginning of the year…. 
So, they started with no English. (Ms. King)  
 
Ms. King describes that in her classes she teaches “bilingually” and she teaches 

mostly in Spanish until March and then she changes to teaching in a mix of Spanish and 

English day-to-day from then on. In comparing two of her classes, she acknowledges that 

depending on their overall ability she will adjust how much instruction they will receive 

in English. “And so with the one class that has a little bit more background, at this point, 

I do like 60-80 percent English. The other class, it's more like, 40 percent English.” Ms. 

King’s concentration is math and her experiences are similar to the other content teachers 
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at City View, where in each lesson plan, they are thinking about both, the language and 

the content. 

Mr. Rodriguez teaches social studies solely in Spanish. Out of all the teachers, he 

seems the least frustrated, but acknowledges that although he is supposed to teach social 

studies, he is also thinking about their native language skills. He says:  

Well, we have a great variety of levels, going from the upper level classes 
who have been here since 6th grade. Most of them are quite eloquent in 
speaking in English and writing in English too…. Then, we have our 
intermediate students that arrived about a year ago and are advancing quite 
rapidly…. Then we have the beginner level classes that just arrived this 
year or the end of last year and there are some that still have not picked up 
English. Yeah, it’s very, very, very varied. 
  

When he said this, I asked him if he felt that teaching was challenging because of the 

varied literacy levels. He replied that since he teaches his students in Spanish and not in 

English, he does not see it as a problem. For a moment, he thought about what he just 

said, and realized that in their native language, they are also varied and that he does take 

that into consideration in each lesson plan. He said that some of the students “are not at 

grade level” and: 

Some of them have very low literacy skills in their native language. So, I 
find myself teaching literacy skills all the time as well. So, even though I 
don’t teach it in English, I teach it in Spanish, so I’m also teaching them 
language skills. 

 
He ended his statement with laughter, surprised at the realization that he was also 

teaching what would be considered Native Language Arts at the school. 

For most of the teachers at City View, these stories are similar to their own 

experiences as teachers. How they dealt with the varying literacy levels in their 

classrooms was similar at times. At times, they switched from one language to the next to 
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make sure that the content was getting across and other times, they used scaffolding 

techniques to help students understand the lesson or an activity.  

Teaching Academic Language 

Helping students learn the “academic language” needed to be successful in their 

content classes, on standardized tests, and in their future studies is another theme that 

teachers at City View discussed during their interviews or was addressed during the 

professional development trainings and coaching sessions. In certain cases, the students 

at City View had not even reached this level of learning in their native language and/or 

English; however, this was an important goal for all teachers.   

Ms. Lopez, a science teacher at City View Middle School describes the challenges 

with the students’ lack of “academic language.” She teaches her students in both Spanish 

and English. Ms. Lopez says that students have trouble with “language and decoding the 

language specifically.” She continues, “I would say that one of the biggest challenges, 

with the students whom I teach in Spanish, is understanding the terminology and 

understanding the vocabulary.” Her frustration comes from having to really go back to 

the basics because her students do not understand the academic language in Spanish. She 

says that the students often feel “frustration while they are reading the content.” For the 

students that she teaches in English, she says that the challenges are very similar. “…In 

the students that I teach in English, in science, some of them have problems decoding the 

language and understanding what the questions are asking them. Sometimes it has to do 

with experience.” Ms. Lopez feels that background knowledge is key because her 

students may not have experienced or seen some of the things she is teaching them. “A 

lot of science is sometimes, I would say, things that you have experienced. If you 
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haven’t, you’re having a harder time understanding it or relating to it.” Ms. Lopez 

seemed somewhat frustrated herself when she was explaining these challenges. She is a 

new teacher and wants to be able to learn how to teach her material in ways that students 

will comprehend.  

 As I mentioned in the literature review, it is important for educators to understand 

the differences between acquiring social language and academic language. When these 

differences were not recognized in the past, it has resulted in discriminatory 

psychological assessment of bilingual students and the premature exit from language 

support programs into mainstream classes (Cummings, 1984).  One example that speaks 

to this came from Ms. Rhodes, who is one of the English language arts teachers at City 

View Middle School. During her interview, she discussed one of her eighth grade 

students that passed the State Exam at the Proficient level. She said that once students are 

considered Proficient on this exam, students are no longer considered English language 

learners and are ready to go into mainstream classes. For students like these, building 

academic language is vital to prepare them for a high school where they will most likely 

be placed in English-only classes. Ms. Rhodes said she worries about this student because 

she feels she will still need the extra language support.  

In addition to helping teachers with the varied literacy levels in the classroom, 

coaches were also supporting the staff at City View in their efforts to teach academic 

language. Learning the academic language in their content classes becomes so essential 

for students to progress academically. Suggestions that coaches gave teachers were in the 

form of building students’ vocabulary and also planning a curriculum where teachers are 

better able to support one another when teaching academic language. This way, teachers 
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would focus on a concept in several different classes at a time, rather than just randomly 

in one class without the reinforcement of certain terminology in other classes. 

Student Stressors Related to the Adaptation 

Although family was not the focus in this study, it is important to discuss how 

students adapt to a new country because it was mentioned by teachers as something that 

might influence students’ academic experiences. Students bring to school personal 

stressors related to the family that may play a role in how well they are developing their 

language skills both in school and at home. During my interview with the principal, she 

discussed the English language learners at her school. She said: 

Well, all of our English language learners are from Spanish-speaking 
backgrounds. About 90 percent of them are from the Dominican Republic, 
10 percent of them are from Central and South American countries. 
They’re newcomers to the country, so they have been here 2 years or less, 
unless they’ve been with us from sixth grade up until eighth grade…. 
They are adolescents of immigrant families, so they have different family 
situations. They may be living with extended family or different relatives 
from whom they were brought up with.  
 
When she said this, I thought how difficult it must be for students this age to 

adapt to a new country, a new environment entirely in terms of their home, family, and 

neighborhoods. I could not imagine what it would be like to also have to adjust to a new 

school, a new educational system, and a different language. Their home situations can 

contribute to the wellbeing and progress of the students at school. Vernez (1996) argued 

that immigrant children face special educational needs and circumstances when they 

arrive to the United States. In addition to facing poverty, these challenges include “high 

residential mobility” and coping with emotional stressors related to adjusting to a new 

environment.  Sometimes these students have experienced traumas due to war and family 
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disruptions or separations. When they arrive to this country, they typically receive 

inadequate social support that can help them deal with the loss of their ties in their native 

countries. 

Ms. Williams, one of the language arts teachers also mentioned the home and 

family situations of her students, in the following excerpt: 

 [The students] are between the ages of 10-18, yea, some are older 
students. They like to talk; they find it hard to focus; they live in small 
apartments; their parents work all the time or are not here in the U.S., 
there is no space in their apartments for homework, they have chaotic 
lifestyles…but they are balls of energy! 
 
 The students’ home and family situations are certainly things that teachers take 

into consideration or are aware of when working with students. Birman, Weinstein, Chan, 

and Beehler (2007) argue that immigrants have traditionally contributed to American 

society in positive ways, but it takes time to adapt to U.S. culture. Immigrants face many 

challenges when they first arrive to this country, needing to adjust psychologically, 

socially, and economically to the realities of their new cultural context (Beiser, 2006).  

Ms. Nuñez can relate to many of her students and to their families because she is 

also Latina, born in the Dominican Republic. She also came to the U.S as a teenager. 

When she discussed the families and her students, she said that students typically come to 

school with the “mentality of respect for authority.”  Ms. Nuñez rarely has trouble in her 

classrooms due to behavior and she attributes that to sharing the same culture as her 

students. She said, “They come here with the sense that they have to respect authority and 

they have parents that are very supportive of the school and really trust [that] the teachers 

are making the right decisions for their kids.” 
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She said that normally, this is not the case at other schools.  She finds that Latino 

immigrant families are usually very trusting of the decisions that teachers are making, 

such as, with curriculum and/or class topics. Ms. Nuñez seemed frustrated by this and 

explained that although they are very trusting and this can be good; at times, it would be 

nice to have parents more involved and not so trusting of what is happening at the school. 

It would be good if families came in more to ask questions about how their students are 

progressing. Her opinion is that this would make the school and teachers more 

accountable. But, for the most part, parents would never question the decisions made by 

the staff at City View.  

Family was important to mention, because for teachers, the challenges that 

students face at home are just as important as the challenges that they face in the 

classroom. Many times this influences how students learn and how they behave in the 

classroom. During my observations, Ms. Hayes described some of her sixth grade 

students as “hating English and anything related to English and the U.S.” She attributed 

this to life at home. Some of her students have indicated that they hate being in this 

country because they are forced to come to the U.S. and their way of “getting back” at 

parents is by not learning English and not performing well in school.  

Similarly, Ms. Williams heard her eighth grade students saying that they will be 

going back to the Dominican Republic in the following year, so they do not feel they 

have to do the work. She said that if these students end up staying in the country longer 

than a year, and they have not put effort into learning English, they end up further behind 

in school. According to a few City View teachers, parents will lie to their children when 

they first come to the United States by telling them that they are not going to stay in this 
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country for a long period of time, just to make the child feel better. Unfortunately, this 

backfires for parents when their children under perform or have behavioral issues in 

school. Padilla and Duran (1995) would argue that supporting the psychological 

adjustment and mental wellbeing of immigrant children is equally important as 

educational interventions in school, such as English language programs or training 

teachers to work with this population of students.  

Summary 

 For this study, it was important to ask teachers about their English language 

learners. I left this question open so that teachers could tell me anything at all about their 

students. Cuban (1993) argued, “what teachers know about the subjects they teach and 

how they use that knowledge with students, the beliefs they have about how children 

learn and develop, and the social attitudes they bring to their classroom shape how they 

teach” (p. 255). The main thing that came across during the interviews and my classroom 

observations was that the teachers at City View were well aware of their students’ 

backgrounds and the academic difficulties that face this population of students if they are 

unable to improve their skills in both languages. The biggest concern for teachers was 

dealing with the students’ varied levels of language skills. Teachers wanted to help their 

students and going into this professional development program, I wondered if this 

genuine desire to help their students helped them become more open-minded to the 

instructional strategies that would help them in the classroom.  

As one can see from the excerpts above, each teacher described how diverse their 

students were in terms of their language skills and, in some cases, went a little further to 

describe how they cope with those variations in skill level. Some teachers made the call 
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on their own to either teach in one language or a combination of English and Spanish to 

make sure their students are understanding the content. In thinking about my research 

questions, I had to consider the population of students the teachers were working with 

and how these teachers might benefit from the knowledge and experience of these 

coaches. In the next chapter, I will look at how coaching enhanced teacher practice both 

inside and outside the classroom. In what ways did coaching help teachers strengthen or 

change their classroom practice and how did coaching promote teacher collaboration? I 

will also look at the concept of resistance and how coaches addressed early signs of 

resistance. Were teachers receptive to this professional development program and the 

feedback from the coaches? How important was the role of coaching in creating change? 

Could there have been any implementation of new strategies without the help from the 

coaches?  
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CHAPTER 5 

 

ENHANCING TEACHER PRACTICE  

  
 The purpose of this chapter is to understand what role coaches had in enhancing 

teacher practice at City View Middle School. As I mentioned in Chapter 2, traditional 

secondary school instruction is very resistant to change (Cuban 1993; Sturtevant, 1993). 

Sturtevant (1993) argued that many content area teachers do not believe they need to use 

literacy related strategies in their instructional practices because it is not part of their 

responsibilities. It was important in answering my research question to understand how 

coaches would be able to enhance teacher practice if the teachers were resistant to it. 

How willing were teachers to change or improve their classroom practice after 

participating in the ExC-ELL professional development trainings? Would they use the 

instructional strategies they learned in their professional development trainings without 

the help or influence of the coaches? 

 This chapter will take a closer look at some factors that may have led to resistance 

initially and how the coaches addressed them. I also provide a conceptual map (Figure 

5.1) that illustrates the different steps taken to create a positive coaching relationship with 

the staff at City View. This chapter highlights the important elements of coaching that 

eventually led to changing teacher practice both inside and outside the classroom. They 

include the following: the personal and professional qualities of the coaches, establishing 

trust, setting the tone, providing constructive feedback, providing a supportive and 

nurturing environment, motivating teachers, providing opportunities for reflective 

dialogue, and obtaining support from the administration. These areas will be discussed 

further in this chapter. 
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The Need for Additional Training and Modeling of Strategies 

 At City View, there was pressure on the teachers to adopt instructional strategies 

that would improve students’ literacy skills. Improving students’ literacy skills was 

important in order to improve their overall classroom performance and their scores on the 

state and district standardized tests. Overall, the teachers showed interest in the 

professional development training sessions, however, once they returned to their 

classrooms, there were other things that got in the way of trying or implementing new 

strategies. Ms. Williams, one of the English language arts teachers, felt she needed the 

extra support and perhaps modeling to be able to try the new strategies she learned. “We 

need modeling too!” she exclaimed to her coach, Ms. Adams, at a group debriefing. She 

told her that implementing the strategies she learned at the professional development 

workshops could be difficult because she would need to modify the strategies to better fit 

the needs of her students and she needed help recreating them so that they would work 

with her students in particular. Ms. Williams’ need for classroom modeling was 

consistent with the argument made by Poglinco and Bach (2004). They argued that 

classroom modeling for teachers is key in overcoming resistance because they are more 

likely to “buy in” and change their own instructional practices when coaches come into 

their classroom (Poglinco & Bach, 2004).  

 Ms. Rhodes, one of the math teachers at City View explained to Ms. Jones, the 

other ExC-ELL coach, that she felt overwhelmed once she walked into her classroom 

because she had to accomplish so much in a short amount of time. Some of the strategies 

she learned “look easy” when the teachers are practicing them during the professional 

development workshops. However, once she was in her classroom, she felt she did not 
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have the time to carry them out or build them into her lessons. It was easier and she felt 

more comfortable when she continued with the familiar routine. As mentioned in the 

literature review, Sturtevant (1993) argued that the lack of time due to multiple demands 

placed on teachers could lead to resistance.  

 Mr. Garza, another language arts teacher insisted that his students needed to pass 

the State’s English as a Second Language Achievement Test in order to test out of 

English as a Second Language classes. Unfortunately, much of his time was dedicated to 

test prep when the coaches were there to observe. He found it difficult to implement the 

ExC-ELL strategies, such as the 7-step vocabulary, because there were entirely too many 

new vocabulary words that students had to learn each week. He did not have the time in 

one class period to implement a strategy that only gets him through a few words per day. 

Mr. Garza confessed that when he did try the 7-step vocabulary that he learned at the 

ExC-ELL trainings, he could only get through about five words a day, so he gave up. 

When he shared this with the coaches at a debriefing session, other teachers agreed and 

the coaches were quickly able to step in and help. They explained that the use of this 

strategy should only take about five to ten minutes at the most and with practice it would 

go by much more quickly because the students would be more familiar with the different 

steps. According to the coaches, he would be able to cover all the vocabulary words using 

this strategy. However, it was recommended that he start earlier in the year and that the 

language arts teachers divide the words amongst themselves more evenly.  

 During their observations, coaches noticed that much of the teachers’ classroom 

instruction was dedicated to test prep. Most teachers felt that coaching was not needed 

when they were doing test prep and the coaches disagreed, indicating that instructional 



 103 

strategies learned through the ExC-ELL professional development sessions could be used 

during test prep, especially the cooperative learning strategies. The emphasis on test prep 

came from the principal due to the fact that the school did not perform well in last year’s 

Quality Review Report. The school was graded on the students’ test performance. This 

review also affected 22% of the principal’s evaluation. At City View, factors such as: the 

lack of time due to multiple demands on teachers and not quite understanding how to 

implement strategies, were consistent with the literature and, initially, may have 

contributed to teacher resistance.  

 From the coaches’ perspective, factors that can lead to teacher resistance can 

come from “teachers not being provided enough training” to make the instructional 

change happen or when teachers feel that they are being given something new “without 

any prior discussion or advisement.” At City View, teachers were provided the ExC-ELL 

professional development at the beginning of the school year. The idea of ExC-ELL 

being implemented had been discussed the previous year between the principal and 

teachers. The principal made it clear from the beginning that she wanted these strategies 

to be implemented school-wide. However, only the language arts teachers were initially 

selected to work with the coaches. Four months into the coaching, the principal and both 

coaches decided to include the content-area teachers in the coaching. The fact that the 

coaches did not work with the content-teachers for the same amount of time, could have 

led to some resistance. Content teachers were caught by surprise because they did not 

have as much time to work with the coaches and they were not necessarily implementing 

the ExC-ELL strategies until the coaches came to their classrooms to observe them at the 

end of the school year. As Ms. Lopez, a science teacher put it: “There needs to be more 
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consistency in terms of more visits at the beginning and throughout the school year; that 

would definitely be [more] helpful.” 

 These examples demonstrate that transferring new knowledge into classroom 

practice proved to be difficult for teachers to some extent and may have led to resistance. 

Sturtevant (1993) has argued that many content teachers do not believe that they need to 

include literacy related strategies in their instructional practices. At City View, I found 

this to be the opposite. All teachers felt responsible for literacy; however, they did not 

necessarily have the tools to teach both literacy and content to their students. The coaches 

were able to teach them some helpful strategies through ExC-ELL, but having teachers 

actually transfer that knowledge into the classroom was an important part of this 

professional development. As shown in the excerpts above, teachers felt some frustration 

in the actual implementation of new strategies for a variety of reasons. In following up 

with teachers through observations and debriefings, coaches found that teachers needed 

extra support and encouragement to carry out a lesson using new strategies. Teachers 

needed further clarification of the strategies that they learned and also needed additional 

training in how to adapt certain strategies to fit the needs of their students. 

The Coaches’ Perspective on Resistance and Change 

 In this section, I discuss the coaches’ perspective on why teachers may resist 

changing their classroom practice. Ms. Jones brought to City View a vast knowledge of 

literacy and experience in coaching teachers of English language learners in particular. 

Over the years, in her capacity as a teacher and coach, she found that teachers adopt a 

somewhat “cynical attitude” about change. Teachers may think, “this too shall pass,” 

because they have seen “many ‘new’ or ‘miracle’ programs that were guaranteed to work 
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(but that might not have).” She also saw programs being implemented and then changed 

without “giving one [program] enough time to work.” As a school administrator and 

coach, Ms. Jones has seen schools adopt a new philosophy without consulting teachers 

first—“it becomes a top-down decision” and this can be upsetting to teachers. On some 

occasions, schools will provide a professional development program that requires very 

specific materials and then do not provide teachers the resources/materials needed to 

implement the change. Not having the materials needed in any professional development 

program will increase the likelihood that these programs will fail and change will not take 

place.  

 Both ExC-ELL coaches agreed that sometimes there are teachers that have a 

“negative attitude” when it comes to change. Ms. Jones argued that some teachers “feel 

that they know what is best for their students, regardless of scientific based research or 

other evidence that the ‘change’ is going to improve student performance.” Also, some 

teachers want to teach the way they were taught. These teachers have the mindset that “if 

it worked for me, it should work for everyone.” The coach’s role was instrumental in 

addressing early signs of resistance at City View. There were several factors including, 

establishing trust and motivating teachers through positive feedback that extinguished 

any feelings of reluctance teachers were feeling towards this professional development 

program. 

 The overall purpose of this study was to look at how coaching enhances teacher 

practice. In order to answer this question, I needed to consider how willing teachers 

would be to change or strengthen their classroom practice and how coaches would be 

able to inspire teachers to try something new. What factors were going to influence 
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change or be a part of that change? What were the barriers in creating change? In the 

review of the literature, I looked at how classroom modeling can overcome resistance, 

but also, how important it is to create professional school communities with shared 

values, collaborative decision-making, and reflective dialogue to overcome any resistance 

that teachers may feel. Louis and Marks (1998) argue that there could be subtle resistance 

by teachers when another adult comes in, because classrooms are typically very isolated 

(Louis and Marks, 1998, p. 539). Also, Kwiat (1989) argues that by attempting new 

instructional strategies and experiencing success through coaching, mainstream teachers 

are not only able to improve their teaching in such a way that all students benefit, but are 

also able to develop a more positive outlook towards having ELLs in their classrooms (p. 

2). 

In this study, very little classroom modeling took place. Therefore, my focus 

turned to the atmosphere that the coaches created at the school and how they were able to 

inspire teachers. Although resistance was not a significant issue at City View Middle 

School, there were some factors that may have led to resistance and these included: 

previous negative experiences with a coach that either the teacher or a colleague 

experienced, fear, lack of consistency (scheduling, when coaching began and ended, how 

teachers were notified of an observation, etc.), and difficulty or frustration with how to 

actually implement strategies in the classroom.  

Negative Past Experiences with Coaches 

 Previous experiences with coaches may have created some resistance in the 

beginning with the teachers at City View. As I describe below, City View teachers either 

had negative experiences themselves or knew of someone that had a bad experience with 
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a coach. It was important that the relationship between the teachers and these new 

coaches remained positive. Any negative issues a teacher may have had with their ExC-

ELL coach could have created significant tension at a school as small as City View.  

 During her interview, Ms. King talks about the importance of having coaches that 

are positive when giving feedback to teachers. Also, coaches need to “treat [teachers] as 

professionals.”  She says, “I really like feedback; I'm more than willing to have people sit 

in my classroom and say anything they want.” Ms. King describes herself as the kind of 

person that is not affected personally by “negative feedback,” but claims that some of her 

colleagues might not feel the same way. She is aware that some of her colleagues are 

“apprehensive” about having people observe their classrooms because of their negative 

experiences in the past. One of her colleagues actually had someone say to her, “You're 

really bad at this. Why would you ever want to be a teacher?” She describes how painful 

it was for her friend and colleague to hear such a statement. The teacher is left with self-

doubt. Her colleague had always wanted to be a teacher and was excited about getting her 

first teaching job. It was only her first year of teaching and she heard this negative 

comment. “I can’t imagine anyone having the gall to say that to someone!” she exclaims. 

“…It’s just so inappropriate!”  

 For Ms. King and the rest of the staff, knowing about the negative experiences 

other teachers have had after a classroom observation, could have affected how they went 

into a new coaching relationship and how they viewed the coaches’ role at the school. 

Ms. King is adamant that coaches need to start conversations with teachers in a positive 

way. She said, “At first they need to focus on what the teacher did well in the classroom 

and afterwards, they can provide the constructive feedback.”  



 108 

For Ms. Williams, previous negative experiences with coaches could have led to 

some resistance. She described the importance of having coaches that “know more than 

the teachers know.” She has had negative experiences with this in the past, in a different 

school district. She recalls how she used to ask questions about student assessment and 

that questions were often left unanswered. She insists that coaches “need to be sensitive 

and understand that the teacher is doing all they can and not go back and snitch to the 

principal!” “Snitching to the principal” was a concern for many teachers in the very 

beginning; this was displayed in casual conversations with each other. However, once 

trust was established with the coaches, teachers felt comfortable talking about anything 

related to their teaching, the school, and the professional development program. 

 Ms. Nuñez was the most outspoken of all the teachers when it came to describing 

previous negative experiences. She was firm about coaches needing to bring “classroom 

experience” to the job. She too has had bad experiences when it comes to the people that 

are hired to train teachers or to coach them. 

If you’ve never had [teaching] experience you couldn’t help teachers.  It 
has to be relevant classroom experience. I wouldn’t expect someone who 
didn’t teach the same population: grade, age, ethnic background, etc., to be 
my coach.  How you deal with kids in the suburbs is very different from 
the city. If they don’t have this type of experience they can’t help you.  
Relevant experience meaning a lot of years of teaching, they need to prove 
that they were good teachers. I wouldn’t want just another teacher [to be a 
coach].  There has to be extensive teaching, similar content area, at least 
some kind of knowledge of the population. If you feel that they don’t 
know more than you do, [teachers] aren’t going to trust what you are 
saying.  I wouldn’t be teaching someone geography because I don’t know 
how to do it.  To be a teacher I need to be licensed and there are coaches 
that come in to the job and don’t have these qualifications—I’d have a 
problem with that.  They can’t help. (Ms. Nuñez) 
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 The ExC-ELL coaches were being “sized up” the minute they arrived to City 

View. Ms. Nuñez’s comments are the best articulation of the concerns that many of the 

teachers at City View shared regarding their expectations of the coaches. This was part of 

establishing credibility and building the trust that is necessary for change to happen. I 

found that the more experienced teachers were, the higher the expectations they had for 

the coaches. If the coaches had not been able to establish credibility right away, previous 

negative experiences teachers had with coaches or other school administrators may have 

led to resistance. 

Did the Coaches Inspire Change? 

 The coaching process was consistent with the literature (Steckel, 2009; Steiner & 

Kowal, 2007; Brady, 2007) in that the process was multifaceted and that there were 

several preconditions for change. For example, the coaches needed to establish trust right 

away. In order for this to happen, the coaches, teachers, and principal needed to be on the 

same page about what the role of the coaches was going to be at the school (setting the 

tone). Who were the coaches? What expertise would they bring to the school? Were 

coaches going to be at the school as administrators? How would these coaches handle the 

observations and feedback to teachers? Consequently, in order for change to occur, there 

were many interrelated factors that needed to take place. Factors such as: establishing 

trust, setting the tone, the type of feedback, and the environment established by the 

coaches all became important in creating change. Many times, one factor related to the 

other or influenced the other. For example, setting the tone with teachers when the 

professional development began helped in establishing trust. The type of feedback 
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coaches gave helped to establish the supportive and nurturing environment that later 

motivated teachers to try something new.  

 The following conceptual map illustrates the steps that were important in 

establishing a successful coaching program at City View Middle School. According to 

the data, these steps established an atmosphere where coaches were able to overcome 

early signs of resistance and teachers were able to begin transferring the knowledge 

gained from this professional development program.  

 

 

 
 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

 

Figure 5.1 Conceptual Map: The Elements of Coaching that led to Change  
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trust, in setting the tone for what the professional development and coaching would 

entail, in the type of feedback they gave to teachers and how they facilitated the feedback 

teachers gave to one another, in creating a supportive and nurturing environment, and in 

motivating teachers. Part of this motivation came from teachers motivating each other 

through reflective dialogue and feedback. Teachers often discussed what works and what 

does not work in the classroom for English language learners. Finally, changing teacher 

practice could not have happened without the support of the principal. Many of the 

factors that played a key role in helping teachers were interrelated and affected each other 

greatly. Therefore, what qualities must coaches possess in order to help change the 

classroom practice of teachers? 

 In this study, it was discovered that both teachers and coaches valued the same 

characteristics in the teacher-coach relationship. In her interview, Ms. Jones described the 

following qualities that instructional coaches should have in order to make a positive 

impact on teachers:  

• Classroom experience – this gives coaches credibility; if teachers feel 
that coaches have little or no classroom experience, they are less likely 
to believe what coaches tell them; 

• Background knowledge – this gives both the coach and the teacher 
confidence in the message being imparted; teachers know immediately 
if the coach doesn’t know her ‘stuff;’ 

• Persistence – the coach needs to be able to persevere longer than the 
teacher can resist; the coach can’t give up; persisting also means 
caring for how the teacher is doing; 

• High energy level – the coach needs to always be on her toes; if the 
teacher feels that the coach is just sitting back relaxing, she may do the 
same; 

• Compassion/empathy/caring/kindness – the coach needs to let teachers 
know that she understands their efforts and struggles; teachers have 
good days and bad days, but even the bad days can be turned into 
learning experiences; 
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• High expectations – the coach needs to have high expectations for 
herself, the teacher, and the students; all of the aforementioned 
individuals will perform at the level of the expectation; 

• Humility – the coach needs to realize that she doesn’t know it all; none 
of us knows everything; the teacher has a bank of experiences that the 
coach may not have and that needs to be respected; 

• Sense of humor – the coach shouldn’t take herself too seriously; she 
needs to be able to laugh at herself and her mistakes (and there will be 
some) and move on; a sense of humor will often diffuse a tense 
situation; a sense of humor shows that the coach is human, too; 

• Organized – the coach needs to be organized; if the teacher sees the 
coach as disorganized or scattered, the coach may not be considered as 
worthy of listening to; 

• Ethical/honest – the coach needs to be ethical and honest in what she 
says and does; anything less will lose the teacher’s respect; 

• Professional – the coach needs to be punctual, respectful, and carry 
herself in a professional manner; if the coach is not professional, 
teachers will not follow her suggestions and will disregard what she 
says. (Ms. Jones, interview) 

 
These characteristics reflect Ms. Jones’ work ethic and personality as they relate 

to coaching the teachers at City View. Teachers also mentioned some of these 

characteristics during their interviews. For Ms. Adams, a good coach needs to have 

teaching experience, the desire to provide assistance in a non-threatening manner, 

knowledge of the program being implemented, and the willingness to adapt to a variety 

of situations. All of these skills are also reflective of Ms. Adams’ approach to coaching 

and the comments made by teachers also reflect these qualities. 

Mr. Rivera, one of the math teachers, believes that what is important in a coach is 

someone who is “very flexible…and who is patient.” As one of the content teachers, he 

only worked with the coaches for about two months, in addition to attending the 

professional development trainings. In just this short amount of time, he knew what was 

important to him in a coach. He wanted someone who was not necessarily serious all the 

time, someone with “a little bit of humor” so that teachers could “feel relaxed” when they 
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are being observed. Being relaxed when you have observers in your classroom helps 

teachers be more genuine and less likely to be “putting on a show” for the coaches.  

Mr. Rolón, one of the native language arts teachers feels that “being supportive 

and being very positive” is important in a teacher-coach relationship. He felt that both 

coaches exhibited these traits. He says, “As a matter of fact, anything that may have been 

negative in my teaching, they turned into a positive.”  Knight (2005) discusses the 

personal qualities that are important in a coach and being positive is one skill that he says 

is essential: “How a coach goes about working is just as important as what a coach 

knows” (p. 19). Being positive, being the kind of person that others enjoy being around, 

and genuinely enjoying working with teachers are some of the skills he emphasizes. 

Ms. Hayes, one of the new language arts teachers, was impressed by the fact that 

the coach she was working with (Ms. Adams) came into her classroom to observe, saw 

first-hand the ability level of the students, accepted that the strategies she was advising 

her to implement were inappropriate for the students’ skill level and then was willing to 

modify what she asked her to do. Ms. Hayes was surprised that Ms. Adams came to her 

and said: “Okay let’s backtrack; I said you should do this and now I see what you mean 

when you say that they can’t do it yet.”  In the past, Ms. Hayes has had coaches be 

“totally oblivious” to the students’ needs in the classroom. Other coaches have made 

“blanket statements” such as, “This is what we’re doing; this is how we’re coaching; this 

is what you’re going to learn; and this is how you do it.” And then, she adds: “they walk 

away.” I saw her frustration build up as she described coaches that expect teachers to 

make a new strategy work and later it does not, because it is unrealistic.  Ms. Adams had 

mentioned that the “willingness to adapt” was important in the coaching relationship and 
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this is what she had to do in this instance.  In this case, she had to adapt to the needs of 

the teacher and students. 

 Ms. Allen, one of the science teachers, also felt that it was important for coaches 

to be positive. “Knowing how to challenge someone” and “being intuitive” were also 

skills she felt would be significant when working with teachers. For example, she says: 

“Some people are the kinds of people that really like to challenge themselves and will 

take a whole bunch of [constructive criticism] and love that, you know. And some people 

shut down when they receive you know, negative feedback.” To Ms. Allen, being 

intuitive is “understanding your limits with different types of people.” 

 The personal and professional qualities of the coaches had a significant impact on 

how they approached their jobs at City View, how seriously they took their role, and how 

effective they were in helping teachers make changes in their classroom practice. How 

the coaches related to everyone at the school was important and teachers were well aware 

of this.  

Establishing Trust 

 In order to change teacher practice, it was important for the coaches at City View 

to establish trust almost instantly. McLymont and da Costa (1998) maintain that 

establishing trust will allow people to take risks. In order to establish trust, it was also 

important to establish some credibility. The coaches needed to provide some background 

information about their professional experiences in order to establish credibility in the 

beginning. Everyone also had to agree on the role of the coaches at the school. Although 

there is research on the different elements of coaching and how coaching may be valuable 

to school districts and their teachers, there is little focus on the preconditions of change 
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and how they are interrelated. This is probably due to the fact that schools may 

incorporate coaching programs with different outcomes in mind. The role of coaching 

can be very different from one district to the next, especially if the coaches are internal 

(site-based) or external. In some cases, a coaching program could have several different 

goals and purposes at the school.  

Coaching, in many cases, is about trust and building relationships. At City View 

these were key components and preconditions of change. Studies have shown the 

importance of trust in the coaching relationship (Kowal & Steiner, 2007; Brady, 2007; 

Neufeld and Roper, 2003; Hargreaves & Dawe, 1990). Brady (2007) states that coaches 

have to learn to communicate with teachers in a way that is “non-threatening or 

offending” when they are providing feedback; and they have to be able to establish and 

maintain the trust and respect of everyone involved at the school. Teachers have to be 

able to work with their coach “without fear of punitive reporting to the principal” (p. 47). 

Establishing trust with the principal is just as important. “Principals must trust coaches to 

be their allies in raising student achievement, yet understand the coaches must honor 

teacher confidences” (Brady, 2007, p. 47).  Hargreaves and Dawe (1990) describe 

coaching as a form of training with an “intensive relationship” between the coach and 

teacher that has a “high practical focus, is intensive and enduring in application, and 

depends on the development of strong and trusting collegial relationships” (p. 230). 

But, is trust all that is needed for change to occur?  Will teachers be motivated to 

change their practice because they trust the coaches? Neufeld and Roper (2003) argue 

that, “coaches have no formal authority” and cannot insist on teachers changing their 

practice and they cannot threaten them with poor performance reviews or evaluations (p. 
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18). Therefore, “their credibility depends on the knowledge and skill they bring to the job 

and the trust they establish with the principal and teachers” (Neufeld & Roper, 2003, p. 

18). At City View, the two coaches worked on establishing trust from the very beginning. 

The principal understood that this was important in order for teachers to be willing to 

change their classroom practice and began by setting clear and specific goals for the 

coaches and teachers. Steiner and Kowal (2007) emphasize that “starting with objectives 

for improved student learning helps ensure that the instructional coaching program is not 

just a one-shot staff development program, but a program that ultimately imparts a new 

strategy or skill that will have a measurable impact on student learning” (p. 1). 

In the following excerpt, Ms. Jones described her coaching day at City View. She 

started with describing one of the goals for teachers at City View before talking about the 

relationships that are being built at the school as a result of these visits.  

The goal here at City View is that teachers will facilitate more student 
oracy [active language talk for oral language development] into their 
classroom and that they will use more cooperative learning activities in 
order to make that happen. This will be the target of our visits and 
coaching. I think that today’s visits and debriefings went well. Teachers 
were welcoming and friendly; I think that good relationships are being 
established. The debriefings were positive, too. Teachers seemed to 
welcome our comments and said that they would incorporate them in their 
instruction…I hope that the teachers realize the critical nature of oracy for 
ELLs. I have seen improvements in teacher behaviors since the last visit—
teachers are, at least, attempting some of the strategies. With more 
practice, they will be more successful. I feel more confident in working 
with these teachers. I also see the importance of building relationships so 
that teachers will trust me and, therefore, try some of the strategies that 
I’m suggesting. A major success is that I’m building relationships with the 
teachers and principal. I feel that the teachers respect me and trust me to 
be fair and to give them practical and realistic feedback, suggestions, and 
ideas. (Ms. Jones) 
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 Ms. Jones felt successful in that she was “building relationships” because she 

realized how important it was in order for teachers to trust and respect her. She knew the 

importance of trust in order to create a climate where teachers are able to try something 

new, ask for help, and/or be receptive to her feedback. Because of her many years of 

experience working with teachers, school administrators, and ELLs, she was able to do 

this genuinely; this was already built into her practice as a coach. The ways in which she 

was able to establish trust came from her ability to be positive, caring, and patient with 

teachers.  

 Ms. Rhodes, a new math teacher at City View had the opportunity to work with 

Ms. Jones during a coaching session that included the following components: a pre-

planning meeting, a classroom observation, and afterwards, a one-to-one debriefing 

session. Ms. Rhodes experienced some challenges with classroom management and 

would be overwhelmed at times with what she had to get done in one class period. 

During the pre-planning meeting, the coach and teacher worked on developing a 

cooperative learning technique that was similar to what Ms. Jones had taught during the 

professional development trainings. Ms. Rhodes confessed that sometimes she has 

difficulty with adapting the strategies she has learned to the needs of her students. She 

also mentioned that she needed help in adjusting the strategies to include the math 

content.  

 Ms. Jones sat back and listened, asked her questions about her lesson, helped her 

come up with ideas, and in the next twenty minutes the teacher developed an activity that 

would allow students to work together on a math problem and then to discuss it in their 

small groups, in order to practice speaking in English. Ms. Rhodes was excited but weary 
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and in the end was not sure if she would try it. The next day, Ms. Jones went into her 

classroom to observe and Ms. Rhodes was already using the strategy that she had 

developed. The coach was ecstatic. She complimented her numerous times and told her 

how wonderful it turned out. A month later, when I conducted my interviews, I asked Ms. 

Rhodes what she liked about working with her coach. Ms. Rhodes smiled and said:  

I really enjoyed working with her because she’s non-judgmental…she’s 
really there to help inform your practice, make your practice better, 
without judging anything. She helped me come up with exactly what I was 
going to do and how to integrate an ExC-ELL strategy into a math lesson 
and it’s actually become the basis for a variety of lessons that I’ve been 
doing in the past couple of weeks since then. 
 

 Ms. Jones’ approach with Ms. Rhodes was caring, supportive, and patient. Ms. 

Rhodes for the most part, developed the entire lesson. After coming up with the strategy, 

she did not tell the teacher that she had to implement it, instead, she wanted Ms. Rhodes 

to feel comfortable that she would be able to carry out the lesson plan on her own. Ms. 

Jones gave Ms. Rhodes the confidence she needed to try something different by being 

positive and having a “you can do it!” attitude and at the same time having the attitude 

that if it does not work, then she can try something different the next time.  

At the beginning of the ExC-ELL professional development and coaching 

program at City View, there was some hesitation on the part of certain teachers. Some of 

the questions they had for the coaches, during the professional development trainings or 

during casual conversations at the debriefings, involved their knowledge and expertise. It 

was important for teachers to understand where the coaches were coming from before 

they started building that relationship and trust. Have they worked with ELLs before? If 

so, for how long and where? Were the ELLs that they worked with the same as City 
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View’s student population? What knowledge and/or materials were they bringing to City 

View? What was their role and purpose at the school? How flexible would they be? How 

strict would they be? What would they say to the principal after an observation? 

Establishing trust took a few months in the beginning and had to be developed throughout 

different settings -in the professional development trainings/workshops, during classroom 

observations, during group debriefings, and during one-on-one pre-planning sessions and 

debriefings.  

Setting the Tone   

 Setting the tone was important in establishing trust. The coaches and principal had 

to set the tone from the beginning in terms of what their expectations were with each 

other and with the teachers. These details were discussed in planning sessions with the 

principal at the beginning of the school year and later these goals and expectations were 

shared with the teachers. Essentially, the principal wanted the coaches to provide the 

teachers instructional strategies that would help their English language learners build and 

improve their literacy skills in all content areas. She also expected the coaches to provide 

support and additional training, if necessary, throughout the implementation phase. 

Teachers were given schedules of what would be happening during a coaching and/or 

training day. The principal made all the announcements as to what was expected and this 

helped to reinforce the fact that this was a program that should be taken seriously. 

Therefore, teachers were expected to begin the implementation of strategies they learned 

as soon as possible. Neufeld and Roper (2003) researched school district conditions that 

support coaching programs and found that it is essential for coaches to have well-

delineated roles and their responsibilities need to be made clear to everyone at the school.  
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“Without question, coaches’ roles evolve. But, clarity from the outset, wherever possible, 

can help ensure that teachers accept coaching” (Neufeld & Roper, 2003, p. 17). 

 During the first observation day with the six language arts teachers, Ms. Adams, 

one of the coaches, reminded the teachers of what she will be doing in their classrooms. 

“We’re here for positive reinforcement, not to see what we are each doing wrong. We are 

here to see how we can help each other.” The teachers, coach, principal and I were all 

sitting around a rectangular table in the middle of the principal’s office. The mood in the 

room was relaxed and collegial. The teachers nodded and smiled; then, they looked up at 

the coach and then over to the principal. The principal added, “This is the first time we at 

City View are doing this. This is to help us and this is the first time we are doing this as a 

department.” She continued talking about her plans to use this sort of professional 

development throughout the school, not necessarily with ExC-ELL but with other 

professional development programs that include instructional coaching. Both the 

principal and the coach were setting the tone for what would be happening in the months 

to follow with this professional development program. 

 Towards the end of this meeting, Ms. Adams said to the teachers, “Try not to plan 

something special when being observed and coached.” She wanted them to just do a 

regular class, what they normally would be teaching in their classrooms. Her intention in 

the beginning was to not disrupt what they were doing in terms of teaching. Ms. Adams 

wanted to assess where they were and what their instructional needs were going to be. In 

doing this, she recognized that each teacher would require a different level of coaching.  

 Ms. Adams acknowledged that some of the ExC-ELL strategies she taught them 

may not be new to them and explained that her goal was getting teachers to become 
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keenly aware of how certain strategies could be very effective for English language 

learners. She emphasized during her trainings that, “by increasing the use of ExC-ELL 

methodologies, we are enabling ELL students to increase their comprehension of 

passages they read in all content areas.”  

Ms. Jones also helped to set the tone during her first professional development 

workshop. When she met the teachers, she told them that her goal was to help them 

develop “best teaching practices in the areas of oracy, vocabulary development, and 

cooperative learning.” These are all components of ExC-ELL. She explained that it is 

typical for teachers to do most of the talking in their classrooms; however, they are the 

ones who do not need the practice. This is consistent with studies that showed that 

children who are in the process of learning English need help developing their oracy 

skills as a foundation for becoming literate (Cullinan, 1993; Heller, 1995; Wollman-

Bonilla, 1993). Therefore, it is important to impress upon teachers working with ELLs, 

“the benefits of giving their students opportunities to use verbal language for different 

purposes and situations” (Simich-Dudgeon, 1998, p. 2). She reminded teachers on several 

occasions that, “it takes planning and intentional effort to design lessons that encourage 

and promote meaningful student interaction and it requires self-reflection at the end of 

the lesson.” 

The sense of coaching being a positive experience was made clear by both the 

principal and coaches from the very beginning. It was important for everyone to start on 

the same page and setting the tone may have counteracted any resistance that teachers 

may have been feeling. But, this was not all that needed to take place to counteract 

resistance and for the coaches to start seeing some change.  
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Overcoming Resistance Through Positive Discourse and Feedback 

In order to change the classroom practice of teachers, the coaches needed to 

overcome even the slightest resistance, and they accomplished this through: 1) the 

feedback they gave teachers, 2) the words they used in their feedback, 3) their demeanor, 

and 4) how they facilitated group debriefings, during which teachers would provide 

feedback to one another. This feedback provided opportunities for self-reflection, for 

reflective dialogue among colleagues, and for collaborative decision-making. Their 

feedback also provided a supportive and nurturing environment that motivated teachers to 

try something new. Whether the teacher was being observed during a lesson or whether 

the teacher was participating in a debriefing, the teachers were comfortable and this 

reduced their anxiety levels and frustration.  

 In general, all teachers were comfortable when it came to asking questions, 

seeking help, disagreeing with coaches, and/or discussing anything from their own 

frustrations in the classroom to frustrations with administration. This was very important 

in order to establish an honest and open relationship with coaches. Fortunately, coaches 

worked on trust early in the process. I write about this level of comfort in my field notes. 

Everyone seems comfortable and I thought today went surprisingly well 
for new and experienced teachers. It’s the first time some of them have 
seen each other teaching. They seemed relaxed and happy to share their 
thoughts with each other after their observations. Ms. Adams definitely 
helps in this, because her approach is putting the responsibility back on the 
teachers and what THEY want to get out of this coaching experience. 
(Field Notes, p. 18) 

 
 At one point during this group debriefing, Ms. Hayes, one of the English language 

arts teachers at the school, described the class activity she did with her sixth grade 

students. Many of these students have only been in the country for one year. The activity 
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involved giving groups of students brochures from different locations, such as: the art 

museum, the Crayola Factory, and Ben & Jerry’s ice cream. Ms. Jones said to Ms. Hayes, 

“Maybe the brochures are too much for them?” She was referring to the fact that most of 

the students are unable to read those brochures and they had an activity where they had to 

pull out words and phrases from them. Ms. Nuñez jumped in quickly and said, “I’ll have 

to disagree with you there!” All teachers shared and discussed whether or not they felt the 

brochures were appropriate for the activity. Ms. Jones sat back and watched them discuss 

the activity and how it could have been tweaked so that the students could have done 

more with the brochures. In this setting everyone was an equal, and the teachers’ and the 

coaches’ opinions were valued. 

 One suggestion from Ms. Edwards was for Ms. Hayes to explain to the students 

how writing can be different or the same in English and Spanish, such as: adjectives, 

sentence structure, etc. She said: “It creates a framework for how they [the students] 

understand things; they get a linguistics lesson.”  Ms. Adams then suggested a “write-

around” activity that she taught during the professional development workshop. In a 

Write-Around, a group of four or five students gets one sheet of paper. One student in 

each group begins the activity by writing an adjective that he/she finds inside the 

brochure; then he/she passes it to the next student in his/her group. This activity is usually 

timed. There was a comfortable and natural discourse that occurred between the teachers 

and the coach. Ms. Adams facilitated this interaction by letting everyone share their 

ideas, including her own in a comfortable and safe environment.  

 Another example was when Ms. Williams, one of the language arts teachers, 

shared her frustration with the ExC-ELL book that was used during the professional 
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development workshops. Even after reading it, she was not able to transfer that 

knowledge into the classroom. She said that the book contradicted itself and it was not 

clear. Here, she was asking one of the coaches for more help. This book was given to all 

the teachers and they were asked to read it at the beginning of the school year. This too 

was an example of how comfortable teachers were in communicating with their coaches 

and asking for help. 

I read the ExC-ELL book - although I found it helpful, it was difficult to 
break it down/synthesize it and put it into the classroom. It’s almost better 
if you could take all that we are doing in the classroom and model for us 
and say this is how to use ExC-ELL in the classroom. (Ms. Williams to 
Ms. Adams, Field Notes, p. 37) 

 

 At one of the earlier group debriefings, Ms. Williams said, “I need help with 

going from one [class activity] to the next.” Ms. Negrón, another language arts teacher, 

looked surprised and said: “Transition? It was great from one step to the next I thought!” 

This was one of the first times that other teachers observed Ms. Williams’ classroom. Her 

statement also confused Ms. Adams because she felt that her transitions in that lesson 

went well too. She said: 

You did modeling; then they did it on their own with you there. That was 
great! The students also helped each other--the higher level with the lower 
level and I liked the way you had them read their stories to each other and 
comment. 
 

Ms. Adams offered a suggestion: “One suggestion could be to have students do this in 

smaller groups. Then have them name one thing they liked and one thing that could make 

their story better” (Field notes, p. 17).   

 Another example of positive discourse and feedback came from my field notes 

and an interaction with Ms. Hayes again. She had the same group of students for three 
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periods in one day. After her very first observation, on the first day that the language arts 

teachers were involved with peer observations and debriefings, Ms. Adams asked her 

how she liked being observed. Ms. Hayes responded, “I keep wanting to get observed 

with 602. I need help with that [class]…[the students] hate English; they come in with 

such limited English proficiency.” Ms. Hayes’ cheeks turned bright red and her eyes 

opened wide. She looked at her colleagues as she explained. “Students have been [in the 

U.S] for only a year.” She went on discussing the amount of student disruption in her 

class and how frustrated she was. She was almost embarrassed talking about it, but at 

least she did talk about it in the presence of her colleagues. Then they discussed one 

student in particular and his behavior. Another teacher pointed out that the student’s 

parents were enabling his behaviors by “coddling” him too much.  

 During this debriefing session, Ms. Adams listened to the teacher’s frustrations 

and suggested a different approach for Ms. Hayes’ “Do Now” activity that might help 

with classroom management. The Do Now refers to an activity that all teachers are 

required to do for the first five to ten minutes of the class. The Do Now is often related to 

the lesson of that day or is a review of what the students have already learned. With some 

exceptions, the Do Now activity could take an entire class period. Ms. Adams suggested 

that instead of having one large paper in front of the class for only a few students to write 

on one at a time, she should have one large piece of paper for each small group. Each 

student in the group would then get a different color marker in order for the teacher to 

identify each student’s writing on the paper. This way, because of the “lack of maturity” 

in her classroom, more students would be engaged on a task at any given time. She also 
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recommended seating students in pairs instead of groups of four to six because of their 

limited English proficiency. The other teachers nodded in agreement.  

 Ms. Hayes indicated her frustration again at Ms. Adams’ recommendation 

because she had the students seated in pairs at the beginning of the school year and 

during an observation by administration earlier in the year, someone asked her to put the 

students in these larger groups. Ms. Adams shook her head disapprovingly and made a 

note of this. She said she would discuss this with the principal. Later that day, Ms. Adams 

mentioned it briefly to Ms. Richards and the principal agreed that in order to improve 

classroom management and behavior, seating the students in pairs or in smaller groups 

would be better. At the next observation in that classroom, the seats had been moved into 

pairs. This was one of the first changes that took place at City View with the help from 

the coaches. This was also, perhaps, an indication to teachers that these coaches would 

listen and actually be able to help, thus increasing their credibility. 

In many cases, the feedback that coaches provided was individualized and mainly 

related to classroom management, instructional strategies, and/or curriculum planning. 

Feedback was given to teachers one-on-one or at the Teachers’ Learning Community 

(TLCs—where group debriefings took place) and sometimes during the training 

workshops. At these group debriefings, the feedback tended to benefit the whole group. 

For example, during one debriefing, Ms. Adams discussed the importance of getting the 

content across to students first. She said, “In science, it’s important to get the content 

across most importantly and the grammar/language comes next.” She had noticed that 

teachers were spending too much time correcting spelling and grammatical errors and not 

enough time teaching content.  
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In this debriefing session, she also discussed the purpose of the Do Now activity, 

which is supposed to be a five to ten minute activity or mini lesson. She had the teachers 

describe what the Do Now activity meant to them. Some teachers used the Do Now as a 

review for a test or a previous lesson and some teachers used it as an introduction to a 

new lesson. Because of the lack of English proficiency, some teachers spent an entire 

period on the Do Now activity causing some students to lose focus or get frustrated.  Ms. 

Adams explained that this activity needed to be more interactive and directly connected 

to what is happening in the class. She advised that it should not be longer than ten 

minutes. Teachers had to find ways to adapt their Do Now activity to the language needs 

of the students. She recommended that they use a lower-level textbook in order to help 

with teaching the vocabulary that the students would need to get them to the next level. 

The teachers sat quietly while some of them took notes. 

The following is another example of positive discourse and feedback.  In this 

instance, Ms. Jones had just finished an observation in Ms. Williams’ classroom. During 

her one-on-one debriefing, Ms. Jones complimented Ms. Williams’ work with her 

students:  

If [students] see the word ‘generation,’ I’m not sure if they’d recognize it, 
if it wasn’t corrected at least once… I also liked that the kids feel 
comfortable telling you they don’t know certain words. Like the word 
might…they are going to need it for everything. But you know, they want 
to do well for you too.  It’s important to build their self-esteem, but not so 
much that they won’t take the test seriously…. 
 

During this debriefing with her coach, Ms. Williams admitted that sometimes it is 

difficult to know when to correct a student’s pronunciation, spelling, and/or grammar. 

Ms. Jones reinforced what Ms. Williams did in her lesson because she helped her 
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students with words that would be important to know in their writing samples on the 

exam.  

 As mentioned earlier, part of the positive discourse demonstrated by the coaches 

in debriefing sessions had more to do with curriculum planning and organization of 

materials and lessons. The following was one example of the type of suggestions that 

were given to teachers at City View. In this case, Ms. Adams was addressing the 

language arts teachers: 

Because at the end [of the school year], it’s better then having to go 
around and scurry. In June, if you can get some kind of [curriculum] 
framework, what resources you’ll need, so you already have an idea…you 
can be one rating period ahead. In June (referring to an upcoming 
professional development session), I got the impression you’ll be able to 
order resources-there will be less need for test prep if a lot of that is done 
by April and learned by April.  

 
This feedback was very specific and the tone in which it was delivered to teachers was 

friendly. Teachers were receptive to what the coaches had to say. During a group 

debriefing, Ms. Adams suggested to all the language arts teachers that it would be a good 

idea to use more children’s literature for their population of students. “Teachers think it 

might be insulting to kids, but I think they can pick up so much from these,” she said. 

Some teachers seemed surprised about using children’s literature and some were actually 

excited about it. One teacher, Mr. Garza told the group that he had a whole bunch of 

these books in his classroom that he rarely uses. His colleagues asked to see the books, 

which are part of his personal collection. Ms. Adams continued telling the teachers that 

when they are using children’s literature, in order to make it more challenging for the 

students, they can try “asking more open-ended questions, such as: Can you connect this 

to your life? What did you like about today? And, what did you not like about today?” 
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These are the types of conversations that occurred in debriefing sessions with teachers. 

These conversations often proved to be helpful because teachers were helping or giving 

ideas to one another.  

 Coaches often observed several classes in one day and then made suggestions that 

would benefit the entire team during the TLCs. Suggestions were based on the 

professional development training and supplemental materials that the coaches brought 

with them. After a full observation day with the language arts teachers, Ms. Adams 

emphasized the importance of creating charts that the students could easily refer to add to 

if they wished. These charts were supposed to be placed on the walls or the chalkboard. 

“If you could start developing Polysemous charts and incorporating those words in your 

lesson, that would be useful for your students.” She told them that she wanted to see these 

the next time she was in their classrooms for observations. She also asked them to create 

charts for homonyms. Some of the teachers wrote down her suggestions. In future 

visitations, Ms. Adams and Ms. Jones began to see these charts in their classrooms. 

A Supportive and Nurturing Environment to Motivate and Create Change 

A supportive and nurturing atmosphere was also critical in overcoming resistance 

and creating change. I defined a supportive and nurturing atmosphere by the words, facial 

expressions, and/or body language used by the coaches to give feedback to the teachers 

or used by teachers to give feedback to one another while the coaches facilitated. This 

supportive atmosphere was very important to teachers and also very motivating. Teachers 

needed to trust the entire coaching process. The first debriefing sessions were dedicated 

to the language arts teachers as a group. Group debriefings took place during the first four 

months after the professional development trainings began. In the last two months, one-
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on-one debriefings were held during which one coach and one teacher were present. At 

this point, the content teachers were included in the coaching. 

During Ms. Adams’ first debriefing session with the language arts teachers, she 

asked them how they would like these sessions to run. She gave them a scenario of what 

needed to be accomplished during these debriefings. She said, “We are going to go 

around and share what we saw during our observations, giving each other constructive 

feedback.” She gave them input on the process. Ms. Nuñez quickly suggested, “Let’s 

start with kudos first for everyone.” The other teachers nodded in agreement. They all 

had smiles on their faces. I heard Ms. Williams say, “Yea!”  

Knowing that the teachers may have been wary about the coaching process and 

that this was the first time the teachers had ever observed each other in the classroom, the 

message that Ms. Adams was sending out was that the debriefings were going to be 

something positive and that their thoughts and suggestions were also important. In the 

beginning, there was much more positive feedback from teacher to teacher. As the 

coaching continued and everyone became more comfortable with each other and with the 

coaching process, teachers began to offer more and more constructive feedback. 

However, one thing that never changed was that the positive feedback would always 

come first. 

At this debriefing, Ms. Nuñez said to Ms. Hayes: “I liked that you go around and 

actually have conversations with your students and around your classroom, on the walls, 

you have all the vocabulary they need.” She went on to say how much she liked that 

about Ms. Hayes’ classroom because if the students did not remember something in 

English, they could look around to see if it was on the wall first before they asked. Taped 
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to the walls, the furniture, the windows, the chalkboard, and even the bathroom door, was 

a white sheet of construction paper with a word or phrase in Spanish written on the top 

portion and its English translation on the bottom. These were found all over Ms. Hayes’ 

classroom and included words and phrases such as: “chair, desk, chalkboard, I need help, 

may I go to the bathroom, and how do I say _____?”  

The following are more examples of the supportive and nurturing language that 

were used during group or one-on-one debriefings.  

You were very explicit with directions; when they get loud you redirect 
them. You have a great rapport with the kids. (Ms. Jones to Ms. King, 
one-on-one debriefing, Field Notes) 

 
Several teachers had issues with classroom management, so when coaches were able to 

observe a lesson with little disruption in class, the coaches always reinforced their 

approach to classroom management. 

You did modeling; then they did it on their own with you there. That was 
great! The students helped each other (higher level with lower level)…I 
also like the way you had them read their stories to each other and 
comment. One thing could be [to add to that] is that you can have students 
do this in their group…have them name one thing they liked and one thing 
that could make their story better.” (Ms. Adams to Ms. Williams during a 
group debriefing, Field Notes) 

 
In Ms. Williams’ classroom, there were several learning stations (reading center, 

computer center, and writing lab with the teacher) that were set up for students to be able 

to go around every fifteen minutes. Students responded very well to this set up because 

they were able to work on a different task every fifteen minutes. They loved the computer 

station the most, but the reading station was fun too, because they got to sit in large 

beanbag chairs. Ms. Adams would carefully walk around to each station, sometimes 

asking students questions about what they were working on or helping them with their 
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work. She would also takes notes while she walked around observing Ms. Williams’ 

lesson. Ms. Williams always modeled in front of the class what the students would need 

to be doing that particular day. Modeling for students was one strategy that was always 

strongly encouraged for their English language learners. This would help them 

understand the activity and what they needed to do because they watched the teacher do it 

first. 

We hardly have the opportunity to do so [observe each other in the 
classroom]…so it was nice to see in Rhodes’ class, the participation, and 
the endurance/stamina. It’s after lunch, and they are still engaged.  It was 
great to see! (Ms. Jones asks the math teachers what it was like to observe 
each other, Mr. Rivera shares his experience observing Ms. Rhodes’ 
classroom during a group debriefing, Field Notes) 
 
I liked your classroom too. All the info you have on the walls, I aspire to 
that! (Ms. Edwards to Mr. Rolón, Field Notes) 

 
I like that you had different types of handouts/learning styles (overhead, 
worksheet, etc.) in your lesson. (Ms. Hayes to Ms. Nuñez, Field Notes) 
 

In the quotes above, teachers began all of the debriefing sessions with positive feedback 

to one another. In all of these quotes, this was one of the first times they ever saw each 

other in the classroom. These show how encouraging and supportive they were of one 

another. 

Well, I’ve seen a big difference! A big improvement! (Ms. Adams says to 
Ms. Lopez, a first-year teacher, the last coaching day of the school year, 
Field Notes) 
 

Seeing the difference that Ms. Lopez has made in her instruction made Ms. Adams very 

happy and she was not afraid to show it. Here she complimented Ms. Lopez in front of 

her mentor and some of her other colleagues. 

I thought your demo was great! Kids will say they know it, but I feel that 
they could still use the demo. I liked your Word Wall that was on the 
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board too. (Ms. Lopez gets positive reinforcement from her mentor, Ms. 
Allen, during a group debriefing session facilitated by Ms. Adams, Field 
Notes) 
 

During her interview, Ms. Allen talked about not having enough time to be able to 

provide mentoring to Ms. Lopez, a new science teacher. With the ExC-ELL program, she 

was given the opportunity to actually do an observation with one of the coaches present. 

Here she complimented the work that she had observed in Ms. Lopez’s classroom and the 

demonstration she conducted for her students. 

Creating a supportive and nurturing environment was important to teachers as 

much as it was to coaches. For coaches, this was an ideal environment for teachers to feel 

comfortable, to ask for help, to want to change. For teachers, it was one way of 

supporting each other and they followed the coaches’ lead in how they gave feedback to 

one another. They knew they were going to be observing each other for the subsequent 

months. They could empathize with one another. It was not easy to have several 

observers in your classroom, even if they were your closest friends and colleagues. As 

Ms. Hayes reflected on her experience with being observed in the classroom, she said, 

“Well, it’s just that no matter what, [coaching] can be disruptive.” She had seen students 

act differently in her classes when they were being observed. Some students got real quiet 

and others acted worse, she explained. The fact that they all knew what it was like to be 

in the other person’s shoes helped them with the type of feedback they gave and the 

support they gave one another. 

The Use of Peer Observations and Reflective Dialogue as Motivating Factors  

 As was indicated in some of the excerpts above, the supportive and nurturing 

environment not only came from the coaches, but was also facilitated by the coaches 
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when the teachers observed and interacted with each other during the debriefing sessions. 

Teachers were not only learning from the coaches, but they were also learning from each 

other. Bryk and Schneider (2002) argue that “adult social relations must bind together 

around a shared sense of mission” in order to educate children in urban schools (p. 136). 

Experienced teachers “must accept responsibility for developing new colleagues” and not 

see this as an extra burden, but instead “as a central part of their role in the collective life 

of a school-based professional community” (Bryk and Schneider, 2002, p. 136). We can 

see this type of acceptance at City View as experienced teachers give new teachers 

supportive feedback. Observing each other in the classroom and later providing feedback 

in the debriefings gave teachers a unique opportunity and a “shared sense of mission.”  

Bryk and Schneider (2002) found that in this setting, new teachers thrive because they 

know they are supported and because they know it is safe to “take risks, to try, fail, and 

then to try again” (p. 136). At City View, ExC-ELL coaches facilitated this process. 

Teachers were coached on “what to look for” when observing each other in the classroom 

and then on how to provide constructive feedback in the debriefings.  

 For some teachers, it was the first time they experienced observing a colleague’s 

classroom and lesson. Teachers were able to see what was happening in another teacher’s 

classroom and they were able to give advice and suggestions or they were able to learn 

something new and adopt it in their own classroom. Sometimes they even learned 

something new about the students. Observing their colleagues was an eye-opening 

experience for many of them.  Below, I provide some examples of the positive discourse 

that occurred between teachers in their specific teams: science, language arts, math, and 
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social studies. In these, we can see teachers showing empathy for one another, learning 

from one another, helping each other, and reflecting on their own teaching practice.  

Science Team 

 At a group debriefing with the science teachers, Ms. Lopez, a first year teacher, 

said to Ms. Allen, a third year teacher and her mentor:  

[The students] were respectful to one another while they were 
participating. I noticed from your count that I’m too fast. When you were 
doing it, you said, 5 (pause), 4 (pause)… I’m going to try to do that! 
 

Ms. Lopez seemed surprised that the students were “respectful to one another” when they 

participated in Ms. Allen’s classroom. From my observations, I knew that Ms. Lopez 

struggled with classroom management throughout the year. Much of her class time was 

spent on redirecting students and getting them to focus on her lesson. During the 

debriefing Ms. Lopez talks about feeling “overwhelmed” with everything she has to 

cover in her classes in addition to managing classroom behaviors. Ms. Allen 

demonstrates empathy by telling her that she has felt the same way and that it is 

important to be consistent throughout the school year: “Consistency is the hardest thing 

your first year. I know how it feels. It’s one thing after the other, I know, but then that 

affects how you are with the kids.” Ms. Allen was her mentor but they often did not have 

time to meet and plan or observe each other’s classrooms. In her interview, Ms. Allen 

talked about the opportunity they had to observe each other’s classrooms for this 

professional development, she said:  

I thought it was very beneficial to bring us together as a science team and 
for [Ms. Lopez] to be able to grow from watching my instruction and my 
being able to get more time to get to actually go and see her and help her 
out. So I think that that was great. 
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In this case, the science teachers were given an opportunity for mentoring. Observing Ms. 

Allen who had three years of teaching experience was a definite benefit to these peer 

observations. Ms. Lopez took copious notes as she observed her mentor in the classroom. 

Being that Ms. Allen was her mentor, she visited Ms. Lopez’s classroom, but it was never 

the other way around. This was one of the few times that Ms. Lopez was able to see her 

mentor using the strategies she had often suggested. As seen from the excerpt above, Ms. 

Lopez reflected on her own practice and thought of how she could improve.   

Language Arts Team 

 Mr. Garza is a wrestling coach for many of the male students at the school. After 

observing Ms. Hayes’ classroom and seeing the difficulty she had in maintaining order 

with many of his wrestling students, he said: “I haven’t seen them in a class together; so 

it was good for me to see them like that” [Field Notes, p. 25]. At the debriefing, they 

discussed ways that they could use wrestling as an incentive to improve student behavior 

and Ms. Hayes loved the idea; she thought that using that strategy would work with 

specific students. 

 Another example was on the day that Mr. Rolón observed Ms. Edwards’ lesson. 

The class was reading, The House on Mango Street. Mr. Rolón teaches language arts in 

Spanish. Ms. Edwards teaches language arts in English. At the debriefing, he said: “I 

liked how you modeled the different emotions and then read what they wrote. I never 

heard them speak English before!” I was surprised that he had never heard his students 

speak English before. Observing each other’s classrooms gave them the opportunity to 

also learn more about their students. In giving Ms. Edwards feedback, he also 

complimented her: “I thought it was a nice class. I liked how you kept reinforcing 
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cognates.” Reinforcing cognates is part of what was learned during the ExC-ELL 

professional development trainings. Both coaches strongly encouraged teachers to 

identify cognates throughout their lessons and about two months after the trainings, we 

began to see cognates in the lessons more and more. 

Math Team 

 After a day of peer observations with the math teachers, Ms. Jones debriefed with 

them. They often started with the positive remarks first and then the suggestions 

followed. Ms. Jones asked them, “What was today like for you to observe?” They 

discussed how they never really had the opportunity to observe each other in the 

classroom and how they interacted with their students. Ms. Rhodes said to Ms. King: “I 

was impressed that that was the very first time you used English in that math lesson and 

how much English they know!” Ms. Rhodes continued to discuss how she went into her 

classroom one day and told her students: “Today, I’m going to talk to you in English!” 

She said that the students were “so happy” when she announced that. “The ones that are 

normally interested in other things, like lunch, they get so interested and want to learn it 

[English]. It’s a big deal for them!” She said that for the kids with behavioral problems, 

the teacher speaking in English could make a big difference in their classroom behavior. 

“It changes them!” she said happily. Ms. Jones asked the other teachers to respond to this. 

The teachers felt that the students have a strong desire to learn English, but it is difficult 

to find the right balance of English and Spanish at the school and in the classrooms. They 

also talked about what is required by the school district. The teachers seemed confused 

about what is actually required. They continued the conversation with discussing the 

math curriculum and Ms. Jones facilitated this conversation with them. “The great thing 
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about teaching ELLs is the manipulatives you can use,” she said. She points to Ms. King 

with a smile on her face, “Using the Geo boards was so amazing!” She was referring to 

the lesson she observed today. Ms. King smiled at the compliment. Ms. Rhodes said that 

sometimes as first-year teachers, they don’t have the resources “built up” and that is one 

of the things she would like to do.  

 Ms. Jones asked them, “Do you have the Tier 1, 2, and 3 words posted on your 

walls?” She looked to all of them for a response. They all shook their heads no. Ms. 

Rhodes said that she had tried splitting the math vocabulary into tiers, like they were 

taught in the professional development trainings, but that she had difficulty with that. She 

explained that she “understands conceptually” what it means to split the words up based 

on level of difficulty, but when she goes to do it from the book, it is harder to separate. 

Together, the teachers worked on splitting the math vocabulary into tiers as Ms. Jones 

watched them work. 

Social Studies Team 

 In a debriefing with the two social studies teachers, Mr. Thomas and Mr. 

Rodriguez, Ms. Jones asked them general questions first to begin the conversation. She 

asked if they have had the chance to observe each other. Mr. Thomas quickly responded, 

“We haven’t had the opportunity to do that [peer observations], but I know the school has 

been trying to schedule that. We just haven’t institutionalized it yet.” At first, he seemed 

defensive and almost protective of the school. She nodded and said that she understands 

how difficult it may be for the administrators to even schedule the peer observations 

because free periods are not really built into the schedule. They discussed the scheduling 

nightmares that they have already experienced with ExC-ELL and the conversation on 
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that topic ended light-heartedly. She asked them if the ExC-ELL strategies are working in 

their classrooms.  

 “I have a hard time with the 7-steps for vocabulary,” replied Mr. Thomas. “I have 

them [the students] for two or three periods a week and I struggle with balancing the 

vocabulary and language or the content. I do feel squeezed a lot; you only have forty 

minutes to play with really.” He was indicating that the 7-step vocabulary just takes too 

long to do in one class session. Ms. Jones said that it is not supposed to take that long and 

is willing to come in and help him with that. In the meantime, she suggested that he 

concentrate on one vocabulary word for the 7-step activity instead of five in one day 

because the students would get bored doing it over and over again. She looked at Mr. 

Rodriguez and asked him for his thoughts on the 7-steps. He replied that he teaches the 7-

steps in Spanish and that he does do them “here and there” by putting the vocabulary 

words into different sentences, previewing pictures/graphs, and the repetition. “They do 

need the repetition,” Mr. Thomas chimed in.  

 Ms. Jones then referred to a Think Aloud activity that Mr. Thomas had done with 

his students that day, and said, “I love the way you did your lesson!” Mr. Rodriguez said, 

“Yea, even my kids love, love, love when I do the Think Alouds; I don’t know what it is, 

the way they look at me. I know they are listening to every word!”  Ms. Jones nodded and 

said “That’s one of the things that’s so important for ELLs.” 

 This interaction was the first debriefing that the social studies teachers 

experienced. Ms. Jones began the conversation generally at first and then went into 

discussing specific ExC-ELL strategies. The teachers were probably not sure what to 

expect during the debriefing, but in the end they left the debriefing feeling more 
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comfortable with the coaching process. Everything Ms. Jones said during this debriefing 

was done so in a positive manner. If there were suggestions, she said them in a tone that 

was friendly so both teachers could benefit from the feedback. The teachers took notes on 

her suggestions, felt comfortable discussing their challenges using ExC-ELL strategies, 

and also asked questions to clarify certain strategies. They were smiling at the end of the 

session and even stayed for a little while after the meeting to talk to Ms. Jones.  

 It was crucial in all of the debriefing sessions for the meetings to start and end 

positively. The coaches needed to establish that good rapport in order for teachers to use 

their feedback and suggestions as they implemented more and more ExC-ELL strategies 

in their lessons. 

Support from Administration 

 The support from the school’s principal was key in the relationship that developed 

among teachers and coaches at City View Middle School. Ms. Richards oversaw the 

entire process from beginning to end, in terms of: defining goals and expectations with 

the coaches, scheduling the professional development workshops, setting the tone with 

the teachers, providing substitute teachers while teachers participated in the trainings, 

peer observations, and debriefings, conducting debriefing sessions at the end of each day 

with the coaches, and at times reinforcing why the coaches were at the school. Neufeld 

and Roper (2003) maintain that principals can “create a school culture in which coaching 

is both routine and safe” (p. 17). Creating this safe environment is key when teachers are 

asked to have their work observed and critiqued. Principals greatly influence the climate 

and culture of the school that is appropriate for coaching (Newman & Roper, 2003). 
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 In the first professional development session, Ms. Richards sat with the teachers 

and raised her hand throughout the session to ask questions related to teaching English 

language learners in English and Spanish.  She wanted to know how much was too much 

in the use of both languages in the classroom. This was an example of the types of 

questions that teachers could also be asking. A discussion followed with the teachers 

getting involved in the topic. The atmosphere was relaxed and collegial during each 

training session. Coaches would purposefully set up the classroom with teachers seated in 

small clusters, usually in their content areas, in order for teachers to practice the 

cooperative learning strategies they would be learning. Ms. Richards did not necessarily 

sit through each training session; however, she was present at the school for each training 

and coaching day and would always give an introduction of the topic to be covered. 

During the third training session, Ms. Richards sat in an adjacent classroom while she did 

some paperwork; this allowed her to listen in on the conversations that were taking place 

during the training. The coaches met with the principal before the coaching/training day 

began, sometimes for thirty minutes and sometimes for an hour or two depending on 

what was being planned for future sessions.  

 After a coaching/training day was complete, coaches would check in with the 

principal, give her any feedback that was necessary, ask questions, and briefly discuss 

upcoming trainings. Neufeld and Roper (2003) argue that teachers may be suspicious of 

the conversations that take place between the principal and the coaches and that whatever 

is shared needs to be done confidentially so that the principal can use the coach’s 

feedback in professional ways (p. 18). This was done each time. Ms. Richards always 
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listened and handled any feedback professionally. Sometimes these meetings were to say 

positive things about teachers and this type of feedback was always celebrated.  

 The teachers knew that even though they were not seeing the principal visit their 

classrooms along with the coaches that she was in full support of what the coaches were 

doing. This came with setting the tone at the very beginning. For the coaches, there was a 

fine line in their role at the school as they were not administrators, but did not want to 

make it seem so relaxed that the teachers would not take them seriously. The principal 

needed to fully support what the coaches were doing and saying in order for change to 

take place. Neuman and Roper (2003) also emphasize that even with high credibility and 

trust, coaches would be unable to do their work and create change if principals do not 

support them (p.18).   

 In a show of support, four months after the first professional development 

training, Ms. Richards said to all of her teachers, “I just want to reiterate what Ms. Adams 

just said. We have chosen ExC-ELL as a school-wide model.” She explained that there 

needed to be school-wide consistency with the strategies they have learned and the 

implementation of these in their lessons. “I need to make clear that we need to be using 

vocabulary strategies.” She asked them to think about how they can use ExC-ELL for test 

prep on an ongoing basis at City View. 

 In January, Ms. Richards was already seeing some success in terms of strategies 

being implemented in the classroom. It was also important as a principal to make sure 

that the teachers were happy. She had been receiving positive feedback about the 

professional development from the coaches and the teachers. One afternoon, in her 

debriefing session with the coaches, Ms. Richards stated: “ExC-ELL is so important, that 
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I will do it. I’ll do whatever it takes to do more professional development.” The coaches 

were discussing how things were going and the need to have additional time with the 

teachers. Ms. Richards explained that she was willing to pay for additional coaching days 

and the possibility of working with content-teachers came up during this debriefing. 

Change: The Transfer of Knowledge into Classroom Practice 

 Establishing trust, setting the tone, the type of feedback, the supportive and 

nurturing environment among the teachers and coaches, the peer observations, reflective 

dialogue, and feedback and the support from administration, were essential factors in 

overcoming resistance and changing the classroom practice of teachers at City View. For 

some teachers, these factors even led to changing their attitudes and perceptions about 

what they were learning and this allowed them to try something new. 

 During her interview, Ms. King told me that she was just a “huge fan” of having 

people in her classroom because she knew that she was not a “perfect teacher.” She 

appreciated and liked to get suggestions because she felt she could not always come up 

with things on her own. She recalled a debriefing session with Ms. Jones that she really 

enjoyed. After observing one of her lessons, she could have said: “You need to do more 

Turn and Talks”, referring to a cooperative learning strategy they learned. Instead, Ms. 

Jones said: “At this point in your lesson, you could have used a Turn and Talk; that 

would have worked well there.” Months later, Ms. King remembered this feedback and 

told me that every time she plans a lesson and thinks she is going to have the students 

raise their hands, she stops and if possible, uses the Turn and Talk. “It’s very easy for me 

to make that change, which is then better for the students,” she said.  
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 For Ms King, feedback that was given in “manageable chunks” was also 

important in creating change and transferring new knowledge into the classroom. It was 

more effective to give teachers feedback that was manageable, whether you are “a first or 

second year teacher” or a “30-year veteran.” She explained this in the following excerpt: 

I think there's two ways that you can provide feedback.  One is to say, 
‘Here's a laundry list of things you're doing wrong; fix them all.’  And 
another is to say, ‘You're doing really well; here's one suggestion of 
something you can do in the future,’ and then once you're doing that thing 
well, give another suggestion, and once you're doing that thing well, give 
another suggestion.  So it's more like instead of asking you to run a 
marathon, they're asking you to jog a little bit and then jog a little bit 
more.  Just do a little bit at a time, like what you're capable of doing. 
 
Mr. Rolón is a seasoned teacher with approximately ten years of experience 

working in the same school district. During his interview, he sat back in his chair with his 

arms crossed over his chest. He paused remembering what he had learned from the 

coaches. He said:  

[I’ve learned] a lot of stuff, like the routines and the repetitions. I’m not 
one to repeat, but I’ve noticed that when I do repeat the vocabulary, if I 
repeat the word 12 times, it’s easier for the kids to remember the 
vocabulary later. 
 
In the end, the professional development trainings and coaching really came down 

to the students improving their literacy skills. He saw that the strategy worked with the 

vocabulary and hopefully, he will continue to implement this strategy for the benefit of 

his students. 

Another example of change comes from Mr. Thomas’ interview. He referred to a 

lesson that he did on the Boston Tea Party and it was suggested by Ms. Jones that he do 

more Partner Shares, which is a cooperative learning strategy where students work in 

pairs and practice speaking in English. He tried it and when he did, he realized that his 
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students not only needed to speak more in the class to develop the oral language skills, 

but they also needed to learn more of the vocabulary to understand the lesson. This 

realization helped him to slow down during his teaching. He now uses more Partner 

Shares and more of the vocabulary activities in his other lessons to determine how much 

students know and if a review is necessary. As mentioned earlier, August and Shanahan 

(2006) found that integrating oral discourse, or speaking, along with reading and writing 

activities will help students improve their academic literacy. This was an important 

component of the ExC-ELL professional development model and coaches emphasized 

oral language development throughout their observations. 

For Ms. Hayes, change came in the form of using Ms. Adams’ advice that it is 

okay to use children’s literature for their population of students. In graduate school, this 

was Ms. Hayes’ focus—using children’s literature to develop literacy. She was 

sidetracked when she came to City View because of so many demands on her time and 

teaching. She admitted she got “disorganized.” With the “go ahead” from Ms. Adams, 

she felt that she had something to look forward to in the upcoming school year. She had 

started reading some of the books that Ms. Adams suggested to her students and she saw 

the change in her students’ behavior. “They love it when I read to them,” she said. She 

admitted she could even use this reading time as an incentive for good behavior. 

During classroom observations, it was evident that teachers were beginning to use 

the ExC-ELL strategies they had learned. Although not always a perfect implementation 

of the ExC-ELL strategies and concepts, teachers made great efforts in implementing 

certain strategies in their lessons and coaches helped them by providing helpful 
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suggestions for future lessons. In a January observation, Ms. Hayes is observed with her 

sixth grade English language arts classroom: 

Ms. Hayes reviewed Freckle Juice with students, read a portion of the 
book and then had students continue to read with their partners. As they 
completed the chapter each student wrote his/her responses to questions in 
his/her journal. All students were engaged in the assignment. 
 

Having students participate in Partner Reading activities is an ExC-ELL strategy. During 

the debriefing with Ms. Hayes, the ExC-ELL coach suggested she develop some “higher 

order thinking questions” in order for students to discuss them prior to writing in their 

journals.  

 In Ms. King’s math lesson, the following was observed during a March visit: 

Ms. King began by reviewing the terms line, line segment, ray, parallel 

lines, and perpendicular lines and reminded the students that the words 
were cognates. Today’s new vocabulary word was angle and she pointed 
out the spelling difference between this word and the word angel. The 
teacher then asked students to repeat the following sentence, “An angle is 
measured in degrees,” and monitored that all students did so. Geoboards 
and rubber bands were distributed and students were asked to depict 
several angles. Students seemed enthusiastic about the lesson. 
 

Reinforcing cognates is an important element of ExC-ELL and something that was 

reinforced in the trainings, coaching, and debriefing sessions with teachers. August, 

Calderón, & Carlo (2002) argue that the use of cognates is an effective vocabulary tool 

for Spanish-speaking ELLs and it is particularly important in middle and high schools 

with a high proportion of Latino students. In Ms. King’s debriefing with the ExC-ELL 

coach, the coach suggested she can take her lesson one step further by placing students in 

cooperative learning groups in order to practice English oracy by saying to each other the 

line or angle they were making on their geoboards.  
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In Mr. Rivera’s math lesson, he began my implementing the 7-Step vocabulary 

method taught in ExC-ELL. The following was observed during a March visit: 

Mr. Rivera began his lesson on proportions with the 7-Step vocabulary 
strategy. Students drew pictures of figures that were proportional and 
those that were disproportional. He called attention to the prefix “dis” to 
help the students determine the meaning of the word. Students wrote 
sentences using the key vocabulary words, but did not have the 
opportunity to read the sentences.  
 

In his debriefing session, the coach suggested he have students practice using the 

vocabulary words in sentences by reading the sentences aloud to a partner in order to 

develop English oracy. 

 In Ms. Williams’ classroom, the following was observed during a March visit:  

Ms. Williams effectively and efficiently managed reading and writing 
rotations in today’s class. During the teacher-guided rotation, students 
reviewed the story read earlier and used the 7-step vocabulary method to 
practice three vocabulary words: fled, flickered, and crawled. The students 
were enthusiastic and cooperated throughout. One hundred percent of the 
students participated in the reading lesson and 100% of the students 
participated in the computer activity and the writing center activity. 
Following the vocabulary review, the teacher discussed the story and 
distributed cards with student-created questions based on the different 
levels of Bloom’s Taxonomy. Students seemed to enjoy asking questions 
of each other and then answering them. During the lesson, the coach used 
Paul Fleischman’s Joyful Noises, Poems in Two Voices and demonstrated 
how to use poetry (which complemented the story) to help develop oracy 
and fluency.  
 

In this observation, Ms. Williams used both Bloom’s Taxonomy and the 7-step 

vocabulary method, which were strategies she learned through ExC-ELL. During the 

debriefing session, the coaches suggested that the teacher continue to use poetry and The 

Readers’ Theater to work on oracy and fluency.  

 Even the principal noticed the changes that were happening at the school. During 

her interview she talked about how important it was for coaches to give specific 
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feedback to the teachers in order for teachers to be able to implement strategies 

correctly. She said: “…I see suggestions that are very precise. And so when I go into a 

classroom and visit a classroom, an informal visit, or a formal observation, I can see 

some of the things that they have suggested, being active.” She ended on a positive note, 

saying that she hopes with more coaching in the future, these instructional changes will 

be more visible throughout the school. 

Conclusion 

 This study examined how coaches can enhance teacher practice both inside and 

outside the classroom by focusing on the elements of coaching that helped to create 

change. The data presented in this chapter showed that there were several elements of 

coaching that proved to be essential in creating change. First, the data indicated that the 

professional and personal qualities of the coaches played a key role in addressing early 

signs of resistance and creating change. This was consistent with the literature on 

coaching. Knight (2005) found that the personal qualities of a coach are as important as 

their expertise in instructional techniques. He also maintains that coaches should possess 

a high-level of energy and a positive outlook. Most teachers at City View discussed the 

need to have coaches that are positive and non-judgmental during their interviews. 

McLymont and da Costa (1998) found that acting “non-judgmentally is the grounding for 

trust in the network of relationships…” (p. 34). Neufeld and Roper (2003) argued that 

some professional qualities a coach should possess are not only knowledge of the content 

area, but also of: school district reform goals, achievement standards, and adult learning. 

In order to meet these expectations, coaches must have strong communication and 

interpersonal skills. They must be able to offer consistent support and follow through 
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with teachers, and be willing to listen and learn. Both coaches at City View demonstrated 

these skills and characteristics in many ways and this led to establishing trust. Trust was 

key in overcoming resistance. Teachers knew they would be able to trust the coaches 

early on in the program. Coaches offered feedback that teachers found to be manageable 

and teachers felt that the coaches were “non-judgmental,” “very positive,” and “patient.” 

Studies have shown that teachers’ success in changing their practice often mirrors the 

work of the coaches (Neufeld and Roper, 2003; Poglinco et al., 2003). 

 Secondly, there were many interrelated elements of coaching that contributed to 

the overall positive coaching experience at City View. These were also the preconditions 

for change. How both coaches went about their work at the middle school was important 

and helped them to address teachers’ individual needs and create change. Establishing 

trust from the outset, setting the tone in terms of their goals and expectations of the 

coaching program, providing feedback and opportunities for reflection, and gaining 

support from the administration created an atmosphere that would lead to change. With 

these elements in place, coaches were able to establish a supportive and nurturing 

environment that motivated teachers. Thus, teachers were able to motivate each other 

through observations and providing feedback to one another. These elements of coaching 

influenced each other and it is difficult to address any of these without mentioning the 

other, because they all worked together in creating a successful coaching program. 

Similarly, Galm and Perry, Jr. (2004) discuss the significance of creating environments 

where coaching thrives. They emphasized the importance of selecting staff developers 

that are able to: 1) be comfortable with both conflict and resistance, 2) make clear the 

mission and role of coaching at the school, 3) focus on a small number of goals in order 
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to have a greater impact, and 4) use constructive feedback in order to create supportive 

environments.  

 Poglinco and Bach (2004) argued that it is critical that school principals enter into 

a partnership with the coaches and that their roles be clearly defined. McLymont and da 

Costa (1998) found that in order for teachers to “buy into” any professional development 

program, the support of the principal is very important. At City View, the principal took 

an active role in the coaching process and kept abreast of all information given to 

teachers without taking over the process. This relieved the pressure on teachers and it was 

up to the coaches to make sure that strategies were being implemented. Although there 

were early signs of resistance at City View that was due, in part, to teachers’ previous 

negative experiences, the skills and experiences that the coaches brought with them 

overcame this resistance. Establishing trust, creating opportunities for positive discourse 

and reflection, providing a supportive and nurturing environment were also key factors in 

creating change. 

 The coaches at City View took two different approaches to the way they 

conducted their coaching sessions. The first approach included peer observations and 

debriefing sessions, while the second approach was more individualized. Peer 

observations and group debriefing sessions were conducted more often at City View. 

This approach allowed teachers to get meaningfully involved in the coaching process 

more than the individualized sessions would have allowed. The Annenberg Institute on 

School Reform (2004) found that a well-designed coaching program allows groups of 

teachers to meet, learn together, analyze their work, observe each other, collect evidence 

of their work and its impact, and refine their practice (p. 3). Although reluctant at first, 
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City View teachers found comfort in that they were all going through the coaching 

process together. Observing their colleagues in the classroom was a first for most of them 

and an eye-opening experience for some. Teachers learned how their colleagues were 

implementing strategies during their observations and sometimes learned something new 

about the students. For example, teachers noticed how students behaved in a colleague’s 

classroom or how much English students were actually able to speak. Coaches provided 

feedback to teachers and teachers provided feedback to one another in ways that were 

constructive while the coaches facilitated the entire process in these group debriefings. 

These observations and the type of feedback allowed teachers to reflect on their own 

practice while also creating reflective dialogue among their content teams outside the 

classroom. Often, conversations turned to how to improve their lessons, how to better 

organize their curriculum, and how to better use their resources. According to McLymont 

and da Costa (1998) reflection is the act of making meaning of one’s experiences and 

they insist that the role of the coach not only commands but demands reflection. In 

debriefings, coaches promoted teacher collaboration and this was seen in the positive 

discourse and moments of reflection that often led to teachers brainstorming, problem 

solving, and/or planning together outside of the classroom. While implementing the ExC-

ELL strategies in their lesson plans changes were also occurring inside the classroom. 

Therefore, coaching can enhance teacher practice both inside and outside the classroom 

with the ultimate goal of improving the English literacy levels of their students. 

 In measuring change, which I defined as the transfer of knowledge into actual 

classroom practice, teachers began to implement strategies they learned with the help of 

the coaches. Most teachers agreed that without coaching, they probably would not have 



 152 

tried the strategies they learned in the professional development trainings. One of the 

concerns in trying new strategies was that teachers needed extra training on how to best 

implement them with their particular group of students. Some teachers even requested 

that the coaches model certain strategies with their group of students. Teachers needed to 

modify certain strategies based on the needs of their classroom or they needed to adapt 

them to include specific content they were trying to teach and these factors slowed the 

transfer process. Also, the multiple demands on teachers, the amount of time dedicated to 

certain strategies, and the need for clarification were all areas that would have prevented 

teachers from trying strategies on their own. Knight (2005) suggests that coaching can be 

a successful option for school reform efforts because it can lead to the implementation of 

new strategies in the classroom, if the right conditions are in place. He found that well 

structured programs have at least an 85% implementation rate with teachers using 

effective instructional strategies. Guskey (1985) recommends that new instructional 

strategies being taught need to be clearly illustrated and given in small incremental steps 

in order to keep additional work at a minimum for teachers. Understanding the factors 

that could lead to the lack of implementation, coaches at City View offered “manageable 

chunks” as one teacher put it, rather than giving them a “laundry list” of things that 

needed to be fixed.  
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CHAPTER 6 

CONCLUSIONS AND  

IMPLICATIONS FOR POLICY AND RESEARCH 

 

Overview of the Study 

 The purpose of this qualitative study was to answer the following research 

questions: In what ways can coaching enhance teacher practice? And, in what ways can 

coaching promote teacher collaboration? In order to answer this question, I observed 

teachers during the coaching process and interviewed fourteen teachers, two coaches, and 

the principal at City View Middle School. Two coaches delivered a professional 

development program that included training teachers in the areas of vocabulary, reading, 

writing/lesson planning, and cooperative learning. This professional development 

program also offered two types of coaching. The first type of coaching included peer 

observations and debriefing sessions and the other type of coaching was more 

individualized. In the individualized sessions, coaches met with teachers before a lesson 

in a pre-meeting, later they were observed on a specific strategy being implemented in 

the classroom, and this ended with a one-on-one debriefing session. The peer 

observations and debriefing sessions included the participation of a group of teachers at a 

time. For example, language arts teachers would observe each other and then debrief 

together with the coach present in both the observations and debriefings. Peer 

observations and debriefings were the main form of coaching at City View. 

 In order to answer the research question, it was important to understand English 

language learners and the teachers that work with them everyday. I needed to understand 

why coaching was needed at City View Middle School and why coaching was needed for 
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teachers of English language learners in particular. A review of the literature revealed 

that the literacy crisis for ELLs is quite disturbing. English language learners are at 

higher risk of dropping out than their native English-speaking peers. The NAEP reported 

that in both 2005 and 2007, 71% of English language learners scored below Basic 

compared to approximately 26% of the non-ELL population  (Perie, Grigg, & Donahue, 

2005; Lee, Grigg, & Donahue, 2007).  

 At City View, almost half of the student population is also classified as, “students 

with interrupted formal education” or SIFE, which adds to the challenges that teachers 

face in the classroom. De Capua et al. (2007) argued that “war, migration, lack of 

education facilities, cultural dictates, and economic circumstances can all interrupt a 

students’ formal education” (p. 41). Given their limited or non-existent schooling, 

students “lack understanding basic concepts, content knowledge, and critical-thinking 

skills” (DeCapua et al., 2007, p. 41). Some of these students cannot even read and write 

in their native language and yet, these same students will be expected to “develop higher-

order thinking skills and prepare for high-stakes tests while mastering basic literacy and 

math skills in another language” (DeCapua et al., 2007, p. 41). Undoubtedly, this can 

affect their educational attainment. Students with interrupted formal education are at very 

high risk for school dropout, especially at the high school level (DeCapua et al., 2007; 

Walsh, 1999; Morse, 2005). 

 With or without previous formal schooling, English language learners face 

significant challenges in schools when they arrive to this country. Collier (1992) stated 

that even students with adequate formal schooling could take four to nine years to score 

at grade level on standardized tests of reading in English. English language learners 
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would need to surpass the test gains that native English speakers make and even still, they 

may not make it. “They have to achieve one and a half to two years gain each year to 

close the gap” (Freeman & Freeman, 2004, p. 3). The only way this is possible is through 

the best possible instruction.  

 Freeman and Freeman (2004) found that successful programs for ELLs have 

certain characteristics that include: teachers engaging students in a challenging, theme-

based curriculum to develop academic concepts/language; teachers drawing on the 

experiences, cultures and languages of their students; and teachers organizing 

collaborative activities and also scaffolding instruction to build the academic English 

proficiency of their students (p. 3). English language learners have to learn English and 

academic language at the same time. There will often be an achievement gap between 

these students and their native-English speaking peers. Teachers must engage ELLs in 

ways that will help them to become more confident so that they begin to value 

themselves as learners, value their education, and in the process, develop the academic 

content knowledge and the academic language they need to be successful in school 

(Freeman and Freeman, 2004).  

 There were three themes that emerged from the interviews with City View 

teachers when they described their work and challenges in the classroom. First, teachers 

described the wide range of literacy levels in their classrooms as a critical challenge. 

Teachers experienced frustration in deciding what language to use in order to get the 

content across to students. There were some students that needed to start from the basics 

in all areas: native language, English, and the content areas (math, social studies, science, 

language arts) and yet, these students were placed with gifted students. Because students 
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are at different levels, there is not a “one-size-fits-all” lesson plan. Teachers have to teach 

based on the needs of the classroom and the individual language needs of students. 

 Secondly, teachers talked about the need to build students’ academic language. 

Academic language skills are critical in order to understand higher level content, 

especially, as students move on to the next grade level and move on to high school where 

they will most likely be mainstreamed. They will need to keep up with native English 

speakers in the content areas. The variations in these students’ experiences and academic 

abilities are vast and it can be frustrating and overwhelming for teachers to address the 

individual needs of students in the classroom. Although, teaching academic language 

skills was important, many teachers never arrived at this level of teaching due to their 

students’ basic literacy needs. 

 Lastly, teachers discussed the students’ own immigrant experiences as they adapt 

to a different country: the impact of the home environment, living in poverty, and 

adjusting to a different school and a different language could all be stressors that can 

affect students’ language development and academic progress in school. Although there 

is great variation between ethnic groups, Landale and Oropesa (1996) found that the 

highest rates of poverty are among Puerto Rican, Dominican, and Mexican immigrant 

children. This is fueled by a high rate of single-parent families among these groups. 

Teachers at City View are very aware of their students’ family situations and the stressors 

students may experience at home. Although this was not the focus of my study, it was 

important to recognize the impact of these stressors on students’ learning. 

 These concerns and the fact that City View’s student population consists entirely 

of recent Latino immigrants prompted the principal to bring in coaches that would be able 
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to work with teachers on improving students’ literacy skills.  Freeman and Freeman 

(2003) argue that the increasing number of English language learners in schools present a 

challenge to teachers, especially those working in the upper grades. They argue that in 

middle schools and high schools there are few effective bilingual programs for older 

students with limited English proficiency. In many cases, these teachers are not 

adequately prepared to teach these students. 

 In order to address the needs of the teachers and students at City View, the 

principal hired two external coaches to work with the teachers. The data showed that 

teachers were able to change their classroom practice with the help and guidance of the 

coaches. The data also showed that attending professional development workshops or 

trainings is not enough when schools want to change or improve the classroom practice 

of their teachers. Most teachers agreed that if coaches were not part of the training, they 

would not have implemented the new strategies they learned. There was some initial 

resistance or reluctance on the part of teachers to trust this professional development and 

coaching process, given teachers’ previous experiences with other coaches. Eventually, 

what led to overcoming this resistance and creating change at City View had to do in 

large part with the coaches. Their professional and personal qualities, as well as the 

manner in which they coached, had a positive effect on teacher learning and motivation. 

 The data showed that coaches at City View became a support system for teachers 

because they established trust early on in the program. First, trust was established by 

setting the tone with teachers at the beginning of the program. Setting the tone meant that 

everyone was on the same page about what their role was at the school. The principal, 

coaches, and teachers discussed what the coaches’ role was going to be the first day of 
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the professional development training. The urgent need to improve students’ literacy was 

also emphasized. Although some teachers may have had doubts about the role of the 

coaches, the ways in which coaches conducted their work during the professional 

development trainings, classroom observations and debriefings gained the trust of the 

teachers. Coaches began to establish this trust even before any of the classroom 

observations. 

 Establishing trust, setting the tone with teachers, gaining the support from 

administration, and positive feedback were the elements of coaching that were the 

preconditions for change. These elements of coaching allowed them to create an 

atmosphere where teachers felt comfortable observing each other, offering suggestions, 

and learning from one another. This type of environment was important in motivating 

teachers to try something new. A professional and collegial atmosphere was essential in 

giving teachers a voice and giving them a place to disagree with coaches or ask them for 

help or clarification when it came to the strategies they learned. Louis and Kruse (1996) 

maintain that teachers who extend themselves professionally and work with their peers to 

improve their practice will become more effective teachers and more effective with their 

students. Working together in professional communities to improve instruction and share 

expertise through collaboration increases teachers’ sense of affiliation with each other 

and with the school (Louis, 1992). Conversations in group debriefing sessions often led 

to ways of improving the curriculum in certain subjects and also led them to think about 

the resources they needed in order to function better as a team. Harwell (2003) argued 

that teachers grow and students’ behaviors improve as a result of teachers taking the time 

to: interact, study together, discuss teaching, and help one another in trying new 
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strategies. Joyce and Showers (2002) found that in settings where teachers consider 

learning a communal activity, changes in teachers’ beliefs are more likely to occur. 

Coaches always facilitated conversations in group debriefings and followed up with the 

principal on issues related to curriculum or the possibility of ordering materials for 

teachers.  

 The coaches at City View were able to create change by giving teachers feedback 

that was realistic to accomplish, according to teachers. Coaches gave teachers 

suggestions that they could try in a future lesson and later followed up to see if teachers 

had tried the strategies.  The coaches’ attitudes were always positive, supportive, and 

encouraging. Often teachers needed clarification on how to implement certain strategies 

and they were comfortable asking the coaches. Coaching was a significant component of 

the ExC-ELL professional development program. Without coaching, most teachers would 

not have tried new strategies. This is based on interviews with the teachers. In the 

coaches’ summary report that was given to school administrators, it was noted that 

teachers were “receptive to adopting ExC-ELL strategies.” The report detailed the areas 

where they saw improvement in the teachers’ classroom practice. The following are 

examples that were noted: 1) teachers started to use some cooperative learning activities 

to provide more opportunities for oracy; 2) polysemous words were being taught in the 

content areas; 3) learning of cognates was occurring, and 4) Partner Reading was being 

implemented in some classes. Overall, coaches were satisfied with the progress they had 

seen over the months they spent training teachers at City View.  

 Overall, the findings of this study showed that coaching, as part of a professional 

development program that focuses on English language learners, could have a significant 
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impact on enhancing teacher practice both inside and outside the classroom. The changes 

that did take place could not have happened without quality coaches and their 

commitment to teachers and improving the literacy skills of English language learners. 

Finally, these positive changes at City View could not have happened without the support 

of the school’s administration. 

Limitations 

 Due to the qualitative nature of this study, it is constrained by limitations inherent 

in this type of research. Qualitative methods, including in-depth interviews and 

observations, rely upon the researcher as a conduit for interpretation. The questions posed 

during the interview “often reflect the values, attitudes, and agendas of the researcher” 

(Hesse-Biber & Leavy, 2006, p. 133).  Because the researcher is the primary tool through 

which interpretation will be made, it is important to note that the researcher’s values, 

biases and judgments weigh heavily upon their research findings in qualitative study 

(Creswell, 1994; Denzin & Lincoln, 1994; Bogdan & Biklen, 2003).  

 This study was also limited to a small group of teachers at one middle school who 

participated in the ExC-ELL professional development trainings. Due to time and 

budgetary constraints, the ExC-ELL professional development was limited to 

approximately fifteen days of training and coaching for the entire school year. A more 

thorough examination of the impact of these trainings and coaching on teachers and 

students would require a greater presence at the school by the coaches.  ExC-ELL 

coaches were also limited to working with teachers conducting their lessons in English. 

Although ExC-ELL was created for the English classroom, teachers agreed that the ExC-

ELL strategies could have been used in classes being taught in the students’ native 



 161 

language. As stated earlier in Best Practices for Teaching ELLs, if students already know 

reading strategies in their native language, they can apply them to reading in English as 

well (August, 2002; Genesee, 2006). If students do not know reading strategies in their 

native language, the strategies learned in English can be applied to reading in any 

language (Short & Fitzsimmons, 2007). As Ms. Adams emphasized during a debriefing, 

“ExC-ELL techniques are good for teaching any language; but ExC-ELL was created to 

help teachers of ELLs make their material more comprehensible in English.”  

 This study was also limited to interviewing and observing teachers, school 

administrators and coaches from one small middle school in a large urban school district. 

The participants in this study were limited to those that have gone through an ExC-ELL 

professional development and training. The purposive sampling employed and sample 

size of this study decreases the generalizability of the findings. The results of this study 

will not be generalizable to all instructional coaches and their relationship with teachers 

and schools. This qualitative research design seeks to promote understanding that may or 

may not be applicable to other contexts (Bogdan & Biklen, 2003). 

 As the instrument through which all interpretation was conducted, it was 

important to consider reflexivity, how my own social background and assumptions could 

intervene in the research process (Hesse-Biber & Leavy, 2006, p. 141). The process of 

reflexivity in qualitative research “reminds us that we need to be mindful of the 

importance of difference to our research project as a whole” (Hesse-Biber & Leavy, 

2006, p. 141). For example, my own experiences as an English language learner and my 

work with immigrant ELL populations and their teachers and coaches are likely to affect 

the way I viewed, described, organized, legitimized and displayed the data. Also, the fact 
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that I am not a certified teacher limited my ability to fully understand or relate to the 

challenges unique to teachers of English language learners. 

 The findings showed us that coaches are able to help teachers improve or enhance 

their practice through teacher trainings, classroom observations, and debriefings. This 

study also showed us the importance of teachers working together, observing each other 

in the classroom and mentoring one another in debriefings. The conversations that took 

place among teachers created a supportive and nurturing environment that motivated 

them and gave them the confidence to try something new.  

 Through the ExC-ELL professional development and coaching, teachers were 

able to better understand the needs of their students and how certain strategies can 

improve oracy and literacy.  Research suggests that when teachers rush children away 

from talk and into work with paper and pencil, in essence they are discounting their 

oracy, and this has grave effects on their literacy (Gillard, 1996). Wollman-Bonilla 

(1993) supports this argument by saying that verbal interaction with peers helps children 

to organize their thoughts and “introduces them to new perspectives that…facilitate 

reflection and innovative thinking” (p. 49).  

 Another important aspect learned in this study, is that implementing a 

professional development program requires “buy in” from teachers and there are different 

factors that need to take place in order for a coaching program to be successful. In 

addition, how coaches conduct their work with teachers and the support they receive from 

school administrators are essential elements in order to create change within a positive 

learning environment. 
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Implications for Policy 

 There still remains a critical need to understand the instructional demands and 

needs of English language learners. Louis and Marks (1998) argue that policy makers at 

the state and national levels want systemic school reform very quickly, but tend to focus 

on developing standards and accountability systems rather than focusing on teachers and 

school developments. The data presented here suggest a great potential for developing 

policies that support schools and professional development for teachers working with 

English language learners. However, one issue with implementing professional 

development and coaching programs is the funding required to carry out this school 

reform effort in ways that make it meaningful and sustainable to teachers and schools. 

Harwell (2003) argues that we should look for ways to implement and support 

professional development programs that empower teachers to succeed in the present, but 

that also allow teachers to grow over time. 

 As schools place more emphasis on measuring student performance by “teaching 

to the test,” it is crucial to remember what actually makes a difference in student 

performance: the classroom teacher (Harwell, 2003). City View is not the only school to 

implement a professional development and coaching program to improve teachers’ 

classroom practice and student performance. The review of literature and the results of 

this study show us that coaching has great potential in influencing teacher practice and 

ultimately, improving student performance. As more and more schools and districts 

implement professional development programs and coaching, it is critical to pay closer 

attention to the following areas: 1) identifying quality coaches, 2) gaining support from 

administration and establishing clear expectations for coaching, 3) implementing 
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effective and ongoing evaluations of coaching programs, and 4) increasing funding for 

the continued training of teachers of ELLs. Given the findings in this study, I suggest the 

following recommendations for policy: 

Identifying Quality Coaches 

 Coaching was a significant component of the ExC-ELL professional development 

program and the quality of the coaches at City View played an important role in creating 

change. In hiring coaches, schools need to be knowledgeable of the qualities and skills 

coaches need to possess in order to create change. Existing research suggests that district 

and school administrators need to carefully select coaches who demonstrate strong 

pedagogical knowledge, content expertise, and the interpersonal skills to carry out their 

responsibilities (Knight, 2005; Steiner and Kowal, 2007). Coaches need to be 

experienced teachers who have shown success in the classroom. Successful coaches 

understand how children and adults learn and what instructional strategies can best 

address the individual needs of students. Coaches also need to be able to develop and 

implement strategies that can help teachers with their instructional approach and 

classroom management.  

 As the results in this study showed, gaining the trust of teachers had a large part to 

do with the professional and personal skills that coaches brought to the school. Teachers 

need to understand and feel comfortable in the coaching process. Teachers at City View 

wanted to know if the coaches would “go snitch to the principal.” They wanted to know 

“whose side” the coaches were on as soon as the professional development trainings 

began. McLymont and da Costa (1998) found that an atmosphere that is comfortable and 

non-judgmental allows teachers to be free to express their thoughts and ask questions or 
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get clarification. Steiner and Kowal (2007) found that one of the most important 

characteristics of an effective coach is their “people skills.”  People skills include the 

ability to build relationships, establish trust and credibility, and the ability to tailor their 

training to the individual needs of the teachers. Knight (2005) argues that coaches need to 

have an “infectious personality” along with content knowledge in order to inspire and 

motivate teachers to change their classroom practice. For teachers at City View, all of 

these skills had an impact on inspiring change. Meeting and getting to know coaches 

before schools implement a professional development program would help principals 

understand how well they will work with teachers and if they will be able to meet the 

goals of the program.  

Gaining Support from Administration and Establishing Clear Expectations  

 Harwell (2003) writes, “Professional development programs can succeed only in 

settings, or contexts, that support it” (p. 3). School administrators are key in creating 

these settings or contexts. First, when implementing a professional development program, 

it is important that school administrators be involved in the planning process. If possible, 

planning with the instructional coaches beforehand would be ideal in order to discuss the 

needs of administration, teachers, and students. Administrators need to ensure that 

coaches are given the opportunity to get their job done without interruptions or irrelevant 

tasks. Secondly, school administrators need to ensure that class schedules are flexible in 

order to create time for teachers to work together, if peer coaching is desired. If a more 

individualized approach is preferred, administrators need to make the time for teachers to 

meet with the coach. Lastly, it is essential that administrators remain knowledgeable of 

what is happening throughout the coaching process. Administrators need to make time to 
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participate in the professional development trainings and also to become part of the 

collaborative culture that is created through coaching. 

 When establishing clear expectations for coaching, school administrators and 

teachers have to understand the purpose and the benefits of the professional development 

and coaching program being implemented. Teachers need to be aware that there is a need 

for improvement. “Before change can take place there must be a shared sense of need for 

change - the more strongly and widely felt the better” (Harwell, 2003, p. 3). School 

administrators, coaches, and teachers need to be together when discussing the goals of the 

coaching program in order to avoid confusion. Expectations for teachers should be shared 

during this discussion, before the training begins. Teachers will want to know what the 

role of the coaches will be at the school as well as the benefits of the coaching program 

for themselves and their students. 

Implementing Effective and Ongoing Evaluations of Coaching Programs 

 There is a great need to create ways to assess professional development and 

coaching programs. The Annenberg Institute for School Reform (2004) argues that the 

time, knowledge, and investment needed to gather the evidence continues to be a 

challenge in evaluating coaching programs. However, school administrators and coaches 

themselves could enhance a coaching program if they know what is working and what is 

not working in the teacher-coach relationship. This can be done through reliable 

evaluations of the coaching process and of student learning. One way of accomplishing 

this is to interview teachers on: what is working or not working in the coaching 

relationship, how have they improved their practice, and how has their practice helped to 

improve student learning. Other methods of evaluation could include: surveys, classroom 
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observations, and the analysis of student assessment results. The problem has not been 

the lack of professional development programs being implemented in school reform 

efforts, but the lack of quality professional development programs (Harwell, 2003). 

Harwell (2003) maintains that there is no consensus on what constitutes a quality 

program and this creates a problem when evaluating programs. Implementing effective 

and ongoing evaluations is important in program sustainability and future funding for 

professional development and coaching programs. 

Increasing Funding for the Continued Training of Teachers of Adolescent ELLs 

 School district resources tend to be sparse in high-poverty settings where 

professional development and coaching programs are commonly needed. According to 

Sturtevant (2003) the federal government recognized that funding literacy programs in 

grades K-3 was essential and implemented the Reading First program as an essential 

component of the No Child Left Behind Act. Yet, federal-level funding of adolescent 

literacy programs remain almost non-existent when it is needed now more than ever. The 

literacy crisis of America’s adolescents is just as alarming as the one facing younger 

children. In secondary schools, the expectations are even greater for teachers to improve 

student literacy, yet teachers have fewer tools and resources available to help their 

students. 

 The Alliance for Excellent Education (2007) reports that, “dropouts from the 

Class of 2007 cost the nation more than $329 billion in lost wages, taxes, and 

productivity over their lifetimes” (p. 1). They also report that youth who drop out of 

school will have trouble finding stable jobs that pay well because most jobs, almost 85 

percent, require some form of post-secondary training. They argue that, “individuals with 
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less education are generally less healthy, die earlier, and are more likely to become 

parents when very young” (Alliance for Excellent Education, 2007, p. 1). Another grim 

statistic is that each school day, almost 7,000 American students drop out of high school 

(Alliance for Excellent Education, 2007). These issues can be alleviated by providing all 

teachers continued professional development opportunities and coaching. 

 Funding should also be allocated to colleges and universities to better prepare 

teachers that will one day have English language learners in their classrooms. Funding 

could allow for post-secondary institutions to partner with schools that need professional 

development and coaching for teachers.  

Implications for Future Research 

 This qualitative study is merely exploratory, limited to one middle school during 

the academic year 2008-2009. This study builds on the existing literature of teachers of 

English language learners, their needs and challenges as instructors, and the professional 

development and coaching programs that can enhance their classroom practice. The 

observations and interviews of teachers and coaches provide a better understanding of the 

coaching process, the instructional demands of teachers of ELLs, and the elements of 

coaching that can overcome resistance and create change. The results of this study have 

implications for the design, development, implementation, and evaluation of professional 

development and coaching programs for teachers of ELLs.  

 While this study offers the perspectives of the staff at one middle school and 

contributes to the body of knowledge about coaching teachers of English language 

learners, there are many questions that remain to be asked and many topics that merit 
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exploration. For example, the question in this study could be examined more closely by 

asking the following: 

 
• What are teachers’ beliefs about the way they learn in professional 

development and coaching programs? 
• How do teachers and schools measure the effectiveness of new instructional 

strategies?  
• Does participation in a professional development and coaching program have 

a greater impact on new teachers vs. seasoned teachers?  
• Which teachers are more likely to implement new strategies and why? 
• Can professional development programs create change if the coaches were 

school administrators or their own peers/colleagues? 
• How have new strategies implemented in the classroom created changes in 

students’ academic performance and/or behavior? 
 
 A larger longitudinal qualitative study would provide more details about how 

teachers’ classroom practices change over time and how coaches have an impact on that 

change. Comparing two groups of teachers, one with coaching and one without, would 

give us a clearer understanding of the impact and effectiveness of coaching on teacher 

quality and student outcomes. Also, measuring students’ improvement in literacy and 

academic language in the content areas would allow us to see coaching’s impact on 

student learning. Bryk and Schneider (2002) argued that although “fundamental 

institutional change is required,” it is just as important to “enhance teacher competence,” 

because the ability to substantially improve student learning begins with transforming the 

“intellectual dynamics of the classroom” (p. 5). 

 This study explored the coaching process for teachers of English language 

learners.  In better understanding coaching and what leads to the implementation of new 

strategies in the classroom, we grasp a key to unlock and explore the elements that create 

change in schools. It is hoped that this study will add to that body of knowledge and 
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assist schools and districts in developing professional development and coaching 

programs to better address the needs of teachers of English language learners in an effort 

to improve students’ literacy and educational outcomes.  
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Appendix A  

DATA SUMMARY SHEET 

 

Description of Study: 

 
This questionnaire is part of a doctoral research study looking at the role of instructional 
coaches and the classroom practice of teachers of English language learners. This study 
was designed for teachers and coaches that have participated in the ExC-ELL program. 

Please take a few moments to complete this information before the interview: 

 

1. Your Name: __________________________________________________ 
 

2. School/Program: __________________________________________________ 
 

3. Job Title:  __________________________________________________ 
 

4. Gender:  ! Female      ! Male  
 

5. Content-area: ! Science   ! Math      ! Social Studies  
! Language Arts 
! Other (please specify) ______________________________ 
  

6. How many years have you been employed by the NYCDOE? (circle one)  
a. 0 up to 2 years 
b. More than 2, up to 5 years 
c. More than 5 years 

 
7. How many years of experience do you have teaching English language learners? 

 
 

8. What teaching certifications do you currently hold? 
 
 

9. If applicable, how many years have you been an instructional coach? _____ 
 

 

Contact Information:  

 
Mailing Address: __________________________________________________ 
 
Email Address:   __________________________________________________ 
 
Phone:   (cell) ___________________ (home) ____________________ 
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Appendix B  

INTERVIEW PROTOCOL for TEACHERS 

 

Dissertation Project:  The role of instructional coaches and the classroom practice of 

teachers of English language learners. 

 

Time of Interview: ________________________ Date:  _______________________ 

Place:   _____________________________________________________ 

Interviewer:  _____________________________________________________ 

Interviewee:  _____________________________________________________ 

Job Title of Interviewee: _______________________________________________ 

 
 
1. Tell me about the English language learners in your classroom. 

2. From your personal experience, tell me what is an instructional coach? 

3. Tell me about your relationship with your ExC-ELL coach. 

4. Is the day you were observed a typical day of teaching in your classroom? 

5. Describe the type of feedback you normally receive from your coach. 

6. What instructional strategies are encouraged by your coach? 

7. What do you do with the feedback that is provided?   

8. If coaching was not part of the ExC-ELL professional development, would you 

have used the strategies you learned?  What challenges if any would you have had? 

9. Describe any changes you have experienced in your classroom practice since you 

started working with an instructional coach. 

10. What challenges (if any) have you experienced in working with an instructional 

coach? 

11. What personal/professional qualities of an instructional coach do you see as most 

valuable in helping teachers? 

12. Have you enjoyed your experience this year with the instructional coach(es)? 

13. What suggestions would you have for a school (the administrators and/or teachers) 

wanting to implement a PD program like this? 

14. If possible, would you continue with this type of coaching? 
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Appendix C 

INTERVIEW PROTOCOL for COACHES 

 

Dissertation Project:  The role of instructional coaches and the classroom practice of 

teachers of English language learners. 

 

Time of Interview: ________________________ Date:  ________________________ 

Place:   ______________________________________________________ 

Interviewer:  ______________________________________________________ 

Interviewee:  ______________________________________________________ 

Job Title of Interviewee: ________________________________________________ 

 
Coach Intake Interview Protocol: 

1. Tell me about your background as a coach and your work (if any) with ELLs? 
2. Tell me about your previous experiences in professional development? 
3. In what ways will you be helping Harbor Heights’ teachers this year? 
4. Tell me how you will spend your coaching days?  How do you decide how you 

will spend your time? 
5. What kinds of challenges might you face this year? 
6. In your experience, what have you seen as barriers to teachers making changes in 

their classroom practice? 
7. Describe the qualities of instructional coaches that you think have an impact on 

teachers and their classrooms. 
 

 

Before a Coaching Session Interview Protocol: 
1. What is your coaching plan for today? 
2. Who do you plan to work with today? 
3. How does today’s work fit into the larger picture of what you’ve been doing here 

at Harbor Heights? 
 

After the Coaching Session Interview Protocol: 

4. How do you think your work went today? 
5. What are your expectations for the teacher(s) you worked with today? 

 
 

 

Coach Follow-Up Interview Protocol: 

1. How do you feel about your role so far as a coach this year? 
2. Tell me about some successes and challenges you’ve experienced so far this 

semester/year? 
3. If you could make some changes to the job of coaching, or to the coaching 

process, what would they be? 
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Appendix D  

INTERVIEW PROTOCOL for ADMINISTRATOR(S) 

 

Dissertation Project:  The role of instructional coaches and the classroom practice of 

teachers of English language learners. 

 

Time of Interview: ________________________ Date:  _______________________ 

Place:   _____________________________________________________ 

Interviewer:  _____________________________________________________ 

Interviewee:  _____________________________________________________ 

Job Title of Interviewee: _______________________________________________ 

 
 

 
1. Please tell me about the English language learners at your school. 

2. What are you hoping to gain from the ExC-ELL professional development and 

coaching this year at your school? 

3. How would you define the role of an instructional coach? 

4. What are your expectations for the ExC-ELL coaches? 

5. How will having instructional coaches in the classrooms affect teacher 

performance? 

6. How would you describe effective feedback from coach to teacher? 

7. How often are you and/or other administrators involved in the process of coaching 

your teachers? 

8. How do you feel about external vs. internal coaches? 

9. What qualities of instructional coaches do you see as having or not having an 

impact for teachers of English language learners?  
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Appendix E 
ExC-ELL OBSERVATION PROTOCOL (EOP) 
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