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CHAPTER ONE: INTRODUCTION

When I was approached by my administration regarding the possibility of
becoming an English as a Second Language (ESL) instructional coach at my school,
many thoughts ran through my head. The first was, “Who, me?” Feelings of excitement
emerged as I thought about how I had always wanted to try a leadership role and spend
more time working with teachers as opposed to students. I felt that my current place of
employment would be the perfect setting where I was already familiar with the teachers
and felt comfortable at the school. After a few minutes of excitement and anticipation,
feelings of worry and trepidation emerged. I thought about the other educators at my
school who are more experienced teachers or seemed more qualified to coach than I. I
also thought about how nearly all the teachers worked were already overburdened with
too many initiatives and a heavy workload. Why would they want to spend additional
time working with me or open their classroom to me?
Creating the role of ESL instructional coach was proposed to the superintendent
and principals of my school after a visit from an international ESL consultant. This
consultant was brought to our school to ensure that the ESL program was current and upto-date. After one day spent observing various classes and meetings in our K-12
educational setting, her description was that our school approached ESL instruction
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through a “medical model.” In other words, it was her understanding that most educators
at our school viewed English learners (ELs) as a problem that needed to be fixed. She
believed that having an ESL instructional coach would help the school meet the goal of
implementing an “ecological model,” in which all students, not just ELs, are in the
process of language learning and development. The idea that all students are language
learners aligned with our school’s learning outcomes for students, as well as our mission
and philosophy statements. The ecological approach was meant to increase the level of
collaboration between teachers, resulting in higher student success. Based on this
recommendation, the administration in the elementary school decided to implement this
model, and requested that I fill the position of ESL coach.
To create the position, many changes were made to our current ESL servicedelivery model. For example, it was determined that the advanced ELs would no longer
receive direct services from an ESL teacher. Instead of having three full-time ESL
teachers support all ELs (beginner, intermediate, and advanced), now two full-time ESL
teachers would support all beginner and intermediate ELs, and the ESL instructional
coach would provide professional development to all teachers, monitor the status of the
advanced students, teach any additional ESL classes that would put the two full-time
teachers over full-time, and other duties as determined by the school administration.
The school had a second, follow-up visit planned for this ESL consultant one
month after the first visit. This visit was intended to provide us with support throughout
this transition from our previous ESL service delivery model to the ecological approach
recommended by the consultant. Upon this visit, we were to receive more information
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and training to help us implement this new service delivery model. Unfortunately, due to
political unrest in the country, the consultant was unable to return. Although I have kept
in contact with her, I had been asked to move forward with this new role without the
anticipated training and information. I was excited and had many ideas about my new
role, yet I had no definition or job description of an ESL coach, and no research or
methodology to support the implementation of this service delivery model.
As mentioned, I had wanted to try a coaching-type role for a few years. In my
teacher training graduate program, we were taught the importance of sharing our
knowledge with other teachers, parents, and community members, and often had to plan
and deliver professional development to our colleagues. This experience helped me feel
more comfortable in accepting a leadership role, as I have had the training to create and
implement successful professional development opportunities for other educators, though
this training was not necessarily specific to ESL coaching.
Following the ecological model, as referred to above, all teachers can help all
students develop academic language, the language needed to be successful in school and
professional settings, rendering ESL teachers ideal candidates for delivering professional
development. ESL teachers are highly trained in the fields of linguistics, language
acquisition, and teaching methodology. This theoretical background, combined with a
knowledge of practical classroom strategies to support ELs, gives ESL teachers a unique
skill set other teachers do not possess. All teachers have a duty to share and collaborate
with colleagues, but because of the specific training ESL teachers possess, it is even more
important for these educators to lead professional development and share this knowledge.

8
The area of ESL expertise that may best support the thought that all students are
language learners is the teaching of academic language. Academic language is the
language used in schools and academic settings, and often in the workplace. It generally
comprises more complex and abstract thoughts and elicits higher-order thinking skills.
According to Scarcella (2011), when students successfully acquire academic language
skills, they are more successful in school and the workplace. When students do not
acquire this language, they are at a higher risk for dropping out of school. In addition, it
is crucial that ELs are explicitly taught academic language, as it allows ELs to express
themselves in a more abstract, deep manner, and may provide them access to higher
academic settings. Kramer, Lundgren, & Mabbott (2010) reinforce this point, stating
that, “As ESL professionals, it is our challenge to make a bridge between what
competent, well-intentioned mainstream teachers already know to what they need to
know about academic language” (p. 44). In this manner, all teachers will have the
support and skills to teach all students as language learners.
As stated, this ecological model embraces the philosophy that all students, even
native English speakers, are in the process of language learning. This can be a
challenging concept for some to grasp. I am very passionate about this concept and my
new role of ESL instructional coach, and believe this ESL service-delivery model can
work. However, the proper conditions must exist in the school context to foster this
model’s success. At a minimum, educators at the school must understand that all
students are English learners and benefit from instruction in academic language. They
must know that incorporating language objectives into everyday teaching is an essential
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component to education and will give students the necessary skills to be successful in
college, the academic world, and the workforce. Educators must be well educated in
theory and practice of these fundamental concepts before they can be expected to
implement them. It was my hope that the role of ESL instructional coach would facilitate
this.
Due to the lack of information and research I had surrounding my new position as
instructional coach, I decided to delve into what instructional coaching is by researching
the history of instructional coaching, exploring various types of coaching, and
determining what makes a successful coach. I wondered about the impact of coaching on
teachers, and was curious to know whether or not the practices shared throughout
instructional coaching sessions would be implemented in the classroom. I also wanted to
find out how a coach’s skills can improve throughout the process of working with
teachers. Therefore, throughout this capstone, I seek to answer the following questions:
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved throughout this process?

Based on an enrollment conversation and a Sheltered Instruction Observation Tool,
created by Kramer, Lundgren, & Mabbott (n.d.) (Appendix E), I worked with teachers to
set goals for coaching sessions and helped determine what best practice method(s) would
be shared during coaching sessions. Throughout this case study, I implemented researchbased best practice strategies of coaching, and use the Sheltered Instruction Observation
Tool to guide the best-practice ESL/academic language developing strategies shared.
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Terminology
Various acronyms will appear throughout this capstone. The term ELs refers to
“English learners,” or students who have limited English proficiency due to the fact that
they speak another language at home. The term ESL, or “English as a Second
Language,” refers to the programming and instructional aspects of working with ELs.
The term instructional coach may be shortened to “coach,” or the acronym IC may be
used in place of “Instructional Coach.” The acronym PD may be used in place of
“professional development.”
ESL Models
Various types of ESL service delivery models have been used at the school within
the past six years. The first model was a complete pull-out program. According to the
Minnesota Department of Education (2011), the term “pull-out” refers to an ESL teacher
taking students out of their classroom and working exclusively in a separate classroom
for a period of usually around 45 minutes per day. This model often has little to no
collaboration between the ESL and classroom teacher. Collaboration refers to teachers
planning and reflecting on lessons, co-teaching, and sharing ideas about teaching and
students in an open discussion (Minnesota Department of Education, 2011). The second
model is called push-in. This refers to an ESL teacher “pushing in” to a classroom to
work with ESL students. Ideally, this model involves a high level of teacher
collaboration and co-teaching. However, if this model is not properly implemented, an
in-class pull-out program can result, where the ESL teacher works exclusively with the
ESL students inside the general education classroom. The ESL teacher may feel more
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like an aide or passive observer of lessons taught by the content teacher if the appropriate
level of collaboration is not occurring. The third model is the collaborative model. This
involves the highest level of collaboration among teachers. The classroom teacher, ESL
teacher, and possibly a group of teachers such as a grade-level team or a learning support
teacher, plan together. This model can look many ways, but generally utilizes need-based
flexible grouping, even among different classrooms. This model is ideal, as ideas and
resources are shared among teachers, and teachers have the opportunity to frequently
discuss students and concerns, reflect together on their practice, and have open dialogue
surrounding all aspects of teaching. Teachers utilize various co-teaching models and may
co-teach, parallel teach, or the ESL teacher may have the opportunity to teach the whole
class. Throughout my time at the school, I have always practiced this collaborative
model. This collaborative model was also used throughout my coaching experience.
My Role This Year
At the time of this study, two full-time ESL teachers and one ESL coach were
employed in the elementary school. The teaching duties for the beginner and
intermediate ELs were first divided between the two full-time ESL teachers. Five fortyminute periods per day was a full-time load, as grade level team meetings, planning
meetings, and other duties accounted for the rest of the day. Any remaining classes were
taught by the ESL coach. Therefore, based on the number of ESL classrooms and the
need for ESL services this year, forty per cent of my job was working with fifth grade
intermediate ELs, and sixty per cent was spent coaching teachers and monitoring

12
advanced ELs. My role also included being the elementary ESL team leader and K-12
ESL department head.
According to my principal, part of my job was to support teachers by providing
them with a wide variety of ways to scaffold and differentiate instruction for advanced
ELs and all students. Due to other factors in the school and the freedom of my not
having a predetermined teaching schedule, there were aspects of my job I needed to do
that may not necessarily be considered the role of a coach. For example, due to the
scheduling constraints of my ESL colleagues, I conducted all ESL-related screening of
incoming students and monitored the progress of all advanced ESL students at the
elementary level. In addition, the school had a large initiative to provide professional
development related to the unit-planning framework Understanding by Design (Wiggins
& McTighe, 2005) and to input these units into curriculum maps. These curricular maps
included ESL standards and differentiation strategies that coincide with them. Adding
these ESL components to the unit maps was also a part of my job. I then had weekly
meetings with my administration so they could help support me in my new role. We also
shared ideas regarding the professional development I provided for the elementary
school.
As mentioned, the position of ESL instructional coach was new to my school,
though we had a literacy coach for two years. I was invited to create a job description for
myself so that I knew exactly what my role in the school was (see Appendix A). Based
on discussions with my administration surrounding the expectations of my job and my
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role, I compiled my job description. We then discussed the description, adding and
removing various responsibilities from the list, creating a finalized document.
A History of Educational-Related Professional Development
Before first delving into the process of instructional coaching, it is important to
have an understanding of educational-related professional development and teacher
leadership. Teaching and professional development go hand-in-hand. As long as
teaching has been a profession, teacher training and development programs have existed.
Many definitions of educational professional development exist. In summary,
professional development may refer to any type of training, knowledge, or instruction an
educator receives in order to improve as an educator. Professional development can also
be referred to as professional growth, and there are many subcategories that fall under
these terms. Instructional coaching, for example, is one. Traditional professional
development generally involved one person presenting information to a group of
teachers. In contrast, instructional coaching ideally allows for more freedom and choice
on the teacher’s part, and provides on-going support to teachers.
In 1987, Shulman succeeded in categorizing general teaching principles.
Shulman’s categories were particularly helpful when creating professional development
for educators, as it allowed for the targeting of certain areas or components of teaching.
Once these teaching principals were identified, categories that make up the knowledge of
educators were identified. These categories are still seen as essential knowledge for
teachers and include:
1. Content knowledge
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2. Pedagogical knowledge
3. Curriculum knowledge
4. Pedagogical content knowledge
5. Knowledge of learners and their characteristics,
6. Knowledge of of educational contexts
7. Knowledge of educational ends, purposes, and values, and their philosophical
grounds (Shulman, 1987)
In an attempt to further define the term ‘professional development,’ Fullan (1995)
elaborated by saying that anything that enhances (or attempts to enhance) the above
categories determined by Shulman may be considered professional development.
The National Staff Development Council (NSDC) made a recommendation that
25% of professional development time be allocated to sharing and collaborating with
colleagues (2006). According to Darling-Hammond (1998), some countries require
teachers to spend only fifteen hours each week in the classroom, while the rest of their
time is devoted to collaborating with colleagues, planning, or receiving some form of
professional development or continuing education. This time may also be spent talking
to students’ parents and working with students.
Bond (as cited in Borthwick & Pierson, 2008) states that in some Asian countries,
such as Korea and Japan, new teachers are allocated 60 days of the school year to work
with teachers, students, and parents outside of the classroom. Perhaps instructional
coaching is the United States’ response to this, as coaching provides on-site, on-going
staff development where teachers have an element of choice regarding what is discussed
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and developed throughout coaching sessions. In my coaching experiences thus far and as
reiterated by Bond, even though two teachers may work with the same coach, their goals
and interactions with the coach may be completely different. For example, new teachers
may work with a coach on behavior management or implementing classroom routines,
while a more experienced educator may want to better support English learners in
academic settings.
Teacher Leadership
Instructional coaching is a form of professional development for teachers.
Coaching is also a form of teacher leadership, as ICs are teachers working with other
teachers to provide professional development. York-Barr & Duke (2004) discuss the
difficulty in defining the term “teacher leadership.” They state that due to the complexity
and vastness, and covered by this term, it is difficult to limit it to a definition (p. 260).
The authors feel it is easier to share what teacher leaders do, as opposed to creating a
definition of teacher leadership. In a compilation of journal articles and supporting
literature, the authors state that teacher leaders are engaged in the following schoolrelated dimensions of practice: coordination and management, school or district
curriculum work, professional development of colleagues, participation in school
change/improvement, parent and community involvement, contribution to the educational
profession, and preservice teacher education (p. 266). Due to the complexity of the role
of teacher leaders, one can see how two teacher leaders may have very different roles,
depending on the nature of the educational setting in which they work.
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Various forms of teacher leadership exist and teachers tend to be successful when
taking a leadership role. According to Paulu and Winters (1998), teachers are ideal
candidates to develop and deliver professional training to their colleagues due to their
first-hand knowledge and experience in the classroom and school settings. They have a
deep understanding of the needs of teachers due to their time spent in the classroom.
Ways of sharing this expertise occurs through collaboration with colleagues. York-Barr
& Duke (2004) state that the underpinning of increasing teacher quality and progress in
the educational realm lies in teacher expertise (p. 258). The authors continue by
discussing how teacher collaboration can increase professionalism and collegiality in the
educational setting. This may occur through teachers sharing and modeling best practice
methods, mentoring, and other such types of collaboration. These types of teacher
sharing have existed for decades, and now encompass the role of the instructional coach.
Barth (2001) declares that students directly benefit from this type of teacher sharing, as
teachers have more voice, ownership, and involvement regarding the professional
development they receive. This results in higher teacher morale and teacher learning,
which directly impacts students in a positive way. These factors, higher teacher morale,
increased learning, and high student impact, are the ultimate goals of the instructional
coach.
Certain factors must be in place for teacher leaders to be successful. York-Barr &
Duke (2004) compiled twenty years of research on teacher leadership and determined that
three main conditions influence teacher leadership: school culture and context, roles and
relationships, and structures. The authors maintain that in order for teacher leadership to
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occur, the school culture and context should focus on learning, inquiry, and reflective
practice. Teachers should be encouraged for taking initiative, an expectation for
teamwork should exist, and teacher leaders should be valued. Regarding roles and
relationships, colleagues must respect and recognize teacher leaders as having expertise.
A high level of trust and positive working relationship must exist among colleagues and
administrators. Teacher leadership work should focus on the teaching and learning
process, not administrative or management tasks. Principal support through both formal
and informal structures and behaviors must also exist, as well as clarity about teacher
leader and administration roles and domains. A high level of clear communication and
feedback among all parties involved is crucial to facilitate successful teacher leadership.
Finally, certain structures must be maintained in order to facilitate successful teacher
leadership. For instance, structures that support learning and leadership as an intrinsic
part of a teacher’s responsibility should be in place, as well as site-based participatory
decision-making processes, the removal of hierarchical structures in schools and districts
that take away the decision making process from teachers, and access to teacher leaders,
time to collaborate and space to do so (pp. 270-271). York Barr and Duke have
highlighted the varied, complex nature of schools; therefore logically there are also a
wide variety of teacher leadership roles that develop from this type of setting.
A teacher has the opportunity to seek out a wide variety of leadership roles in the
school setting. For example, most schools have a mentor program, literacy coach,
curriculum coordinator, and other such roles teachers may undertake to collaborate with
colleagues and take a leadership opportunity. Darling-Hammond, Bullmaster, & Cobb
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(1995) also recognize mentors, teacher educators, curriculum developers, problem
solvers, change agents, and researchers as other types of teacher leadership roles.
Rationale for ESL Coaches
International schools tend to have very diverse populations, just as many areas of
the United States. Most coaching research comes from the United States, as coaching
seems to be one answer to providing general education teachers with the support they
need to teach diverse populations. According to Brown (2005), a major concern of many
ESL service-delivery models is that when ELs receive support from an ESL specialist,
most of their time is spent in the general education classroom, without support. Brown
continues, stating that most of these teachers are not trained to support and teach ELs, yet
there is a considerable academic achievement disparity between ELs and native speakers
of English. Therefore, utilizing an ESL instructional coach seems to be the next logical
step to working towards solving this issue and reaching an ecological model, which
allows for ELs to be supported throughout their entire school day. As mentioned in
chapter one, the ecological model is a holistic approach to working with English learners,
and through the training and professional development of all educators, the whole school
becomes trained in ESL best practices and providing sheltered instruction to support ELs
all day long, in every class. This eliminates the issue of ELs receiving appropriate
support only when working with an ESL specialist.
Best Practices in Teaching ELs
While research-based, best practice teaching strategies benefit all types of
learners, it is important to understand that there are differences between teaching ELs and
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teaching general education students. When ELs and general education students are
learning together in the classroom, an approach called sheltered instruction will allow the
teacher to effectively support all students in a classroom where English is the language of
instruction. Kramer, Lundgren, & Mabbott (2012) define sheltered instruction as
implementing a variety of teaching practices that facilitate learning content accessible for
ELs while simultaneously developing their English language skills (p. 2). According to
Echevarria, Vogt, and Short (2008) and Freeman and Freeman (1988), the goal of
sheltered instruction is to teach content in a comprehensible way to ELs, while
simultaneously developing students’ English language abilities. Sheltered instruction is
also a way to ensure that ELs are receiving the same academically challenging, high
quality content that native speakers of English receive, as stated by Hansen-Thomas
(2008). It is important to remember that these sheltered instruction practices may benefit
all learners, not just ELs, and are important practices for each teacher to utilize no matter
what type of student population is being taught.
Over the past thirty years, various models of sheltered instruction have been
created. For example, according to Chamot (1995), The Cognitive Academic Language
Learning Approach (CALLA), developed in 1986, was one instructional model that
supported ELs in the general education classroom. This model was expanded upon and
implemented in both bilingual and ESL classrooms. Chamot and O’Malley share that the
CALLA method contains three main elements: important content topics, development of
academic language within content areas, and explicit instruction in strategies that help
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students develop language and content knowledge (1996). The model then has a fivestage cycle of instruction:
1. Preparation: Elicit students’ prior knowledge to ensure that students understand
the new material
2. Presentation: Provide students with new information
3. Practice: Give students opportunities to practice their new language, learning
strategies, and content material learned
4. Evaluation: Students self-evaluate their progress and develop metacognitive
awareness regarding new strategies they have learned
5. Expansion: Students make connections between new material, what they know
from school, and their experiences beyond school. They choose the best
strategies and learn to apply them across environments and contexts (Chamot &
O’Malley, 1996).
Chamot (1995) stated that research conducted on the CALLA model showed the success
of the model, but also highlighted the importance of combining the model with continued
professional development for teachers when implementing this type of model (p. 391).
This provides further rationale for implementing an ESL coaching program. The
CALLA model was a precursor to the Specially Designed Academic Instruction in
English and the Sheltered Instruction Observation Protocol models.
The Specially Designed Academic Instruction in English, or SDAIE, is another
model of sheltered instruction. According to Genzuk (2011), research in the field of
linguistics suggests that we all learn language the same way: by understanding messages,
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or comprehensible input (p. 7). This is the main premise of SDAIE, so the strategies
employed when implementing SDAIE focus on this concept. According to Genzuk
(2011), some of these strategies include the following:
•

Cooperative and thematic learning environments

•

Teacher delivery that contextualizes content using comprehensible input and uses
techniques such as rephrasing and paraphrasing

•

A variety of interactive strategies including student to student, student to teacher,
student to text, and student to self (reflection, self-evaluation)

•

Careful planning of the environment, instruction, and materials

•

Identification and selection of focus concepts that integrate student learning

•

Facilitating a connection of focus concepts to students’ experiences, knowledge,
and needs to know

•

Selection of scaffolds to assist students’ engagement and performance (socialaffective, linguistic, cognitive-academic, metacognitive-metalinguistic)

•

Continuous observation, monitoring, and assessment leading to teachers’
modifications of instructional procedures and to students’ increasing autonomy

•

Encourage free voluntary reading and the use of fiction across the curriculum to
supplement related subject matter teaching

•

Multicultural development and awareness and the validation of diversity (p. 10).

When reviewing the aforementioned list, it is evident that many of these strategies
include best-practice strategies that are not specific to ELs, and that are beneficial to all
learners. For example, cooperative and thematic learning environments provide an
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opportunity for ELs to benefit from other students as linguistic models, but all students
benefit from collaboration and the contextualized content of thematic environments.
Careful planning of the environment, instruction, and materials is what good teachers
already do, and benefits all types of learners. Continuing observation, monitoring, and
assessment leading to the modification of instructional procedures and using data to drive
teaching is also what good teachers do.
Following SDAIE is the Sheltered Instruction Observation Protocol, or the SIOP
Model, is an additional way to ensure that educators are meeting the needs of ELs in the
classroom. The model provides a solid, research-based framework for best practices in
teaching ELs. Varela (2010) attests to the high quality and numerous amount of research
from which the lesson features of SIOP were created and formed into an easy to follow
framework for teachers. Varela continues by saying that these lesson features and
strategies may also benefit other learners (p. 42). The model provides a systematic and
comprehensive approach to classroom teaching that helps make content comprehensible
and develops the language skills of linguistically and culturally diverse students, or ELs.
According to Echevarria, Vogt, and Short (2008), research shows that both language and
content teachers can implement the SIOP Model fully to good effect. The model is best
suited for content-based ESL courses and sheltered content courses that are part of a
program of study for English learners, and for mainstream content courses with English
learners and struggling readers.
The SIOP Model takes into account the research conducted on EL’s learning
styles and preferences, then combines it with the content area and ESL standards to
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provide a sheltered instruction protocol for teachers to implement when teaching ELs in a
sheltered immersion setting, or when teaching both ELs and general education students in
a content-based class. This model considers best-practice, research based teaching
practices in general. While the model was created as a way to ensure that ELs were
receiving instruction that best suited their needs, it can also benefit all types of learners,
as it takes into account the needs of diverse students (Echevarria, Vogt, and Short, 2008).
High-quality instruction is similar for all types of learners, and the SIOP model is aligned
with what research considers “good teaching” to be, as it ensures that content and
language objectives are clearly stated, that input is comprehensible, and that students are
developing their English language skills. Along with these elements of good teaching,
SIOP also includes instructional accommodations and support for ELs to support their
language development and ensure that they are receiving access to the curriculum. There
are eight components to the SIOP model. Echevarria, Vogt, and Short (2008) share the
SIOP components and what they comprise:
1. Preparation
2. Building Background
3. Comprehensible Input
4. Strategies
5. Interaction
6. Practice/Application
7. Lesson Delivery
8. Review/Assessment (pp. 228-229)
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The SIOP model provides a comprehensive approach that includes lesson plan templates
and a lesson observation protocol. It is a very practical, user-friendly tool for teachers,
and is an instrument that would be especially helpful to an ESL coach. However, the
eight components of SIOP are numerous and an ESL coach may benefit from focusing
solely on the teaching practices research has shown the largest benefit to ELs.
As previously mentioned, ELs benefit from different types of teaching than
general education students, but these teaching strategies may benefit all students. Some
teaching strategies that general education teachers do not usually consider, but are key
factors in the aforementioned models, are the need to incorporate language objectives,
provide comprehensible input, and allow for different types of interaction in the
classroom. These three concepts are the foundation for ESL coaching, and will comprise
the main goals of the ESL coach throughout the research of this paper. The Sheltered
Instruction Observation Tool (see Appendix E), created by Kramer, Lundgren, &
Mabbott (n.d.), will be used to guide coaching conversations. It includes three main
headings: access, language, and interaction. The term “access” refers to allowing ELs
access to the content curriculum, and comprises the following components: an
instructional purpose, classroom check (i.e. how the environment supports learning),
multimodal instruction, teacher modified speech, and unit planning. This ensures that
every effort is being made to provide ELs with comprehensible input. The term
“language” refers to the language objectives of the lesson. This section comprises
language objectives (related to vocabulary and grammatical structures), ensuring student
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knowledge of these objectives, active learning that directly supports these objectives, and
guaranteeing that academic vocabulary is being taught in an appropriate manner. Finally,
the third term, “interaction,” refers to how students interact with peers in order to practice
and negotiate language skills and use the four linguistic modalities (listening, speaking,
reading, and writing). Kramer, Lundgren, & Mabbott (2012) discuss how their
observations and discussions with teachers convey that general education teachers are
frequently unsure of how to implement the language objectives component of sheltered
instruction. These teachers state that they are unsure of what language development
objectives are and how to implement them in their teaching (p. 2). In addition, as
mentioned in chapter one, general education teachers may not have the training in applied
linguistics to implement this type of academic language instruction. This point is
reinforced in the study by Kramer, Lundgren, & Mabbott (2012). This uncertainty and
lack of teacher training in the linguistics field provides further evidence that ESL teachers
have a duty to share their knowledge with fellow educators, and that an academic
language or ESL instructional coach is an important role to the success of ELs in the
school setting.
ESL Coaching
Using ESL teachers to work with other teachers or as educational consultants is
not a new concept. However, the term ESL coach is relatively new, and there is not an
abundant amount of research to be found on the topic. There is, however, some research
regarding ESL teachers as consultants and as providers of professional development. In
the United States there is an increasing population of English language learners.
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According to the research of He, Prater, & Steed (2011), the 2007 U.S. Census revealed
that the population of non-native English speakers doubled between 1980 and the year
2000. Other reports indicate that there has been an eighteen per cent increase of ELs in
schools between the years 2000 to 2006. Most teachers are now seeing more ELs in their
classroom than ever before. This change in student population has resulted in the need for
ESL professional development for educators. In response to this, the role of ESL coach
seems to be an ideal way to provide this professional development.
In a study conducted by He, Prater, & Steed (2011), a one-year professional
development program was conducted for teachers wanting more strategies and PD for
ESL. This PD was based on “three dimensions of teachers’ understandings about
language and culture beyond effective practices and dispositions, including: (1) second
language process; (2) language and culture as a medium of learning; and (3) language and
culture as a goal of instruction” (p. 9). An additional goal of the study was to develop
and boost collaboration between ESL and classroom or content-area teachers. Twentytwo teachers volunteered to participate in the study, which began with a needs
assessment. Surveys were also given after each PD session to judge the quality of the
training sessions and whether or not the objectives were met during the session. The
authors found that survey results were very positive, as over 90% of participating
teachers rated the sessions as excellent or good, and 100% of participants said that
objectives were met (p. 12). An ESL knowledge inventory was given before and after the
study. While there was no considerable difference in pre and post qualitative scores,
results showed that the teachers reported that they knew more “concrete and relevant”
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strategies for working with ELs than the preinventory showed (p. 13). In addition, the
school district provided ESL performance data, which was analyzed by the researchers.
Results revealed that the ELs who were directly and indirectly impacted by the study
showed significantly higher scores on listening, speaking, and reading in 2008 than their
scores in 2007. Participants in the study also shared that they would like more PD on coteaching and collaborating, and others asked for more training on SIOP and wondered
how it could improve ESL test results for their district.
This study reveals important implications for ESL coaching. It shows that with an
increase in ESL populations teachers need and want ESL-related PD and that this PD can
be successful. The study followed best-practice methods for PD. For example, it is
important that teachers chose PD and are not forced into it. Teachers were provided with
on-going support, and were able to immediately use what they were learning in their
teaching. These concepts are an important part of ESL coaching. As noted, research
implies that there is a need for ESL coaching.
An article by Galbraith and Anstrom (1995) discusses the importance of educators
having “integrated, teacher-driven, long-term professional development” for anyone who
works with ELs or culturally diverse students (p. 3). It is important for ESL and bilingual teachers to take a leadership role and share their knowledge with general
education teachers so that ELs do not become marginalized and separated from other
students. Galbraith and Anstrom stated (1995), “For too long, the education of [LCD]
students has been perceived as the domain of only a small group of specialized
individuals, namely ESL and bilingual teachers” (p. 3). This ESL service delivery model
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is also known as the medical model (mentioned in chapter one), and is contrary of the
ecological model, where all teachers share the responsibility of educating all students.
The authors suggest that this type of on-going, integrated, teacher-driven training should
occur in the form of peer-coaching or in another manner that is guided by teachers.
The benefits of this type of coaching include facilitating collaborative collegial
relationships and immediately being able to experiment with new skills in the classroom.
Peer coaching provides on-going follow-up and allows for constant feedback to be
provided by the coach. Galbraith & Anstrom (1995) share that this structured approach is
necessary so that the best practice continues to be implemented correctly (p. 5).
Coaching meetings create professional conversations in which both teachers may learn
from one another and share solutions to problems. Finally, peer coaching can also bring
a more positive school climate due to these collegial relationships and high level of
collaboration.
In an article by Brown (2005), the author discusses the need for constant
collaboration between general education and ESL teachers due to an ever-growing ELL
population in the United States (p. 255). The fact that ELs spend most of their time with
non-ESL teachers makes a strong case for ESL coaching, as most of these general
education teachers have not had extensive, formal ESL training. Coaching would be one
way to provide this support. Brown recommends using ESL teachers as consultants. In a
consultant model, ESL teachers would share their specific, expert ESL knowledge with
general education teachers, similar to coaching. Brown continues by saying that no
professional development model where ESL teachers are consultants exists in literature
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(2005, p. 256). This reinforces the fact that more research should be conducted using
ESL teachers in professional develop leadership roles, as this research study hopes to do.
ESL teachers and general education teachers provide the perfect partnership for ESL
success. ESL teachers are experts in language acquisition and methods to help ELs
succeed and acquire academic language, while general education teachers are experts in
content and curricular areas, and provide an inclusive environment for ELs (Brown,
2005). Brown also states that this type of partnership can help ELs feel more comfortable
in the classroom setting because ELs have more support and are better understood by
their teacher and classmates when the classroom teacher and ESL specialist collaborate
(p. 257). In addition, working with an ESL teacher will help general education teachers
feel more comfortable teaching ELs in the classroom, as these teachers will have gained
experience in the field and used strategies recommended by an ESL teacher. Finally,
Brown states that all students benefit from the scaffolded instruction that makes content
comprehensible for ELs (p. 257) reinforcing the benefits ESL coaching may have on all
students, not just ELs.
Brown (2005) suggests that an ESL consulting model could occur in two different
ways, either directly or indirectly. Indirect consultation would involve ESL teachers
working with general education teachers to plan lessons while sharing strategies and
ideas such as those followed in The SIOP Model. This type of consultation occurs in a
relaxed and private environment, making both teachers feel comfortable taking
professional risks and sharing ideas. Direct consultation occurs when the ESL teacher
plans lessons as with the indirect model, but is also in direct contact with the ELs. Co-

30
teaching methods would be used in this type of model, which studies have shown that the
impact last longer.
The definitions of coaching and consulting are very similar in this instance. For
example, both these models are comprised in the coaching model, the teacher drives the
meetings, and a goal is set to provide long-lasting change in teacher practice. Coaching
seems to be a bit more of a formal process, but has complete admin buy-in, as when a
teacher is in the coaching role, coaches generally are not teaching as they coach. In other
words, their main focus is coaching, whereas consulting is usually an additional
responsibility teachers may have on top of teaching, or the term may imply that someone
who comes from outside of the school acts as a consultant.
Instructional Coaching
Instructional coaching is a form of professional development that allows teachers
to work with a fellow educator or peer in order to improve upon an aspect of teaching.
In a literature review of effective professional development, Rutherford (2012) concluded
that “effective PD is characterized as being:
•

Sustained, on-going and intensive (Borko, 2004; Wayne, Yoon, Zhu, Cronen &
Garet, 2008; Wei et al. 2009)

•

Practical and directly related to classroom practice and student learning (Borko,
2004; Darling-Hammond & Mclaughlin, 1995; Hirsh, 2004; Nord, 2004; Wei et
al., 2009)

•

Collaborative and involving the sharing of knowledge (Borko, 2004; DarlingHammond & Mclaughlin, 1995; Hirsh, 2004; Nord, 2004; Warren-Little, 2006)
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•

Participant driven and constructivist in nature (Borko, 2004; Darling-Hammond &
Mclaughlin, 1995; Wayne et al., 2008).”

Coaching may look many ways, but in general, it is a popular form of PD due to the fact
that a teacher may work one-on-one with a coach in an on-going process to improve upon
an element of teaching determined by the teacher. Various types of educational coaches
exist, such as literacy coaches and math coaches; and various coaching models exist. A
coach generally will work with a teacher to determine an area in which the teacher would
like to improve upon or further develop, and the coach will then share best practices with
the teacher. The coach will then share practical ways for the teacher to implement these
best practices within his or her classroom context. Each classroom is its own entity with
unique circumstances; therefore the coach must ensure that they understand how the best
practice method will best fit into each classroom. The coach may demonstrate and/or
model these practices to the teacher or in the teacher’s classroom while students are
present. The teacher will then work with the coach to implement the practice, and may
invite the coach to observe and provide feedback. Once a best practice method has been
adopted by a teacher, this coaching cycle will begin again, starting with either a new area
of need from the teacher or a new best practice shared by the coach.
Description of the Study’s Setting
The American international school in which I taught is a large, well-known school
located just outside an urban setting in a Middle-Eastern country. This pre-K through
twelfth grade day school is independent, yet has a close relationship with the local
American Embassy and a handful of large international corporations. At the time of this
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study, the student population was roughly 1200, grades kindergarten through twelve.
About 47% of those students are American, 14% of the students are from the host
country, and 39% are of other nationalities. Some of the American students are
American passport holders, but are residents of the host country and have lived in the
host country throughout their entire lives. Of the American students, about 55% of them
are from families of U.S. Government employees. The rest are often affiliated with large
oil companies, construction companies, and similar large businesses. Before student
admission to the school, the school follows a selective screening process and has a
priority system for admissions. For example, children of American embassy employees
are first priority and will be accepted before any other student.
This multi-national and multi-lingual setting creates a diverse atmosphere. Many
students speak more than one language. All students hear both Arabic and English on a
daily basis. One issue the school faces is a certain percentage of students not having a
mother language. English and French are languages of prestige in this country, and often
parents believe it is better to speak one or both of these languages at home, even though
their mother language is Arabic. Therefore, these parents tend to speak English and/or
French at a limited proficiency level, as opposed to speaking their mother tongue, Arabic,
at the native speaker level. The main concerns surrounding this linguistic phenomenon
are that students may have a limited vocabulary and little to no exposure to academic
language. Numerous students enter the kindergarten program with limited to no English,
then are screened for ESL before entering grade one. The administration feels that
because kindergarten is already such a language-rich environment, ESL services are not
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needed. Kindergarten students are also not eligible to receive learning support, but are
eligible for speech and language and counseling services.
Teachers are given a variety of current curriculum tools from the United States to
implement in order to meet the needs of their students and teach to the school standards,
which are based on American standards. Providing a strong literacy program is a major
focus of the elementary school. Classroom teachers also teach word study, math, social
studies, and science at each grade level. Students take physical education, music, art,
Arabic, and Middle Eastern culture from specialist teachers. Counselors provide
classroom lessons on problem-solving skills and work with the school nurse to deliver
basic health education. Each grade level team meets on a weekly basis to discuss
curriculum, common assessments, and business items. Student support teachers (ESL,
learning support, and speech and language teachers) are expected to attend these
meetings and collaborate with teachers to deliver in-class support. For all support
services, teachers are expected to follow a collaborative model and use flexible grouping
strategies in the classroom to provide these services. The school had a literacy coach for
two years who provided some training in these initiatives. Due to the revolution, budget
cuts were made, and the school was unable to continue funding this position. The
administration has high hopes of regaining a literacy coach within the next few years.
Assessments
Throughout the year, students took a variety of assessments (see Table 1). ELs took
language proficiency tests as well as the academic tests that all students took. All ELs,
including those on monitor status, took the Language Assessment Scales (LAS), a
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language proficiency test, twice a year in October and May. The classroom teachers gave
the Minnesota Student Oral Language Observation Matrix (MNSOLOM) twice a year.
The MNSOLOM measured the mode of listening in the areas of academic and social
comprehension, and the mode of speaking in the areas of fluency, vocabulary,
pronunciation, and grammar. Regarding students on monitor status, the ESL coach
contacted their classroom teachers on a monthly or as-needed basis to see how the
students were progressing. All elementary students, including students on monitor status,
took the Developmental Reading Assessment Two (DRA2) and completed a writing
sample using the Six Traits of Writing. Students in grades three through five took the
Measures of Academic Progress (MAP) test twice a year (roughly in the months of
October and in April), and those scores were also used to determine student success or a
need for support. These scores were compiled on a summative data template for the ESL
team to refer to and use to identify students who are ready to exit the ESL program or
identify struggling students who may need further support and/or interventions. If it was
deemed that a student was struggling, either based on discussion with the classroom
teacher or based on assessment data, the ESL coach may work with that classroom
teacher either to provide advice, intervention ideas, or direct services in the classroom,
depending on the needs of the student and based on the professional judgment of the
coach and teachers. This program change for advanced students was meant to facilitate
collaborative work between the teachers of advanced ELs and the ESL coach, as
advanced ELs may be placed in any classroom, while beginning and intermediate ELs
must be placed in a designated ESL classroom.
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Table 1:
Assessments Chart
Name of

Function of

Recipient of

Assessment

Assessment

Assessment

When Administered

Academic Tests
Measure of

Measures

All students in

Fall and spring,

Academic Progress

achievement in

grades 3-5, except

September-October

(MAP)

math, reading, and

beginner ELs

and April-May

All students, K-5

October and May

language usage
Developmental

Measures oral

Reading Assessment reading fluency and
2 (DRA2)

reading
comprehension

Fountas and Pinnell

Measures oral

All students, K-3,

K based on

Benchmark

reading fluency and

and some students

readiness,1-2 on a

Assessment

reading

in grades 4-5, at

monthly basis, 3-5

comprehension

teacher discretion

based on need

Six Trait Writing

Measures students’

All students, K-5

October and May

Sample

writing in the
following areas:
Ideas, word choice,
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conventions,
organization, voice,
sentence fluency
Name of

Function of

Recipient of

Assessment

Assessment

Assessment

When Administered

Language Proficiency Tests
Language

Measures listening,

All ELs (including

October to

Assessment Scales

speaking, reading,

those on monitor

November and April

(LAS)

and writing progress

status)

to May

October and May

of ELs
Minnesota Student

Measures listening

All ELs (including

Oral Language

in the areas of

those on monitor

Observation Matrix

academic and social

status)

(MNSOLOM)

comprehension, and
speaking in the
areas of fluency,
vocabulary,
pronunciation, and
grammar
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Other assessments were administered for different functions, and each grade level
has common assessments in addition to those listed above. For the purposes of this
study, only assessments used to make ESL placement decisions and for entry and exit
criteria for the ESL program are listed (see Appendix B). Classroom performance was
monitored through teacher observation and anecdotal notes, and this was also an
important factor when considering a student’s language proficiency level.
A student may exit the ESL program based on the following exit criteria: LAS,
MNSOLOM, MAP, DRA2, and writing sample scores. An exit may occur at any time in
the school year. The ESL team would meet to discuss student data based on the above
assessments. The recommendation of the ESL and classroom teachers was also taken
into consideration, as well as student learner characteristics, anecdotal notes, and student
and parent request.
Conclusion and Overview of the Capstone
As previously mentioned, this study explored the impact of instructional coaching
on teachers. I sought to find out whether or not the practices shared throughout
instructional coaching sessions are implemented in the classroom. I also wanted to find
out how a coach’s skills can improve throughout the process of working with teachers.
Therefore, throughout this capstone, I attempted to answer the following questions:
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved throughout this process?
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Based on a Sheltered Instruction Observation Tool that lists the best practices for
teaching ELs, I worked with teachers to set goals for coaching sessions and helped
determine what best practice method(s) would be shared during coaching sessions.
Throughout this case study, I implemented research-based best practice strategies of
coaching, and use the Sheltered Instruction Observation Tool to guide the best-practice
ESL strategies shared.
I believe that this research will be invaluable not only to me and my career as a
coach, but also to other teachers who would like to pursue the role of ESL instructional
coach. This research may also benefit any type of instructional coach, as it is helpful to
know the changes teachers identify in their teaching as a result of coaching, how teacher
practices evolve throughout the coaching process, and simultaneously how coaching
skills develop. This study will inform teachers about the role of a coach and what to
expect from working with a coach. In turn, all students who attend a school where a
coach is present may benefit from this study, as the more knowledgeable the coach, the
more the teachers and their students benefit. There is a wide variety of literature and
research on literacy coaches, yet much less research on ESL coaches. My research will
comprise coaching in general, as the best practices of coaching methods are the same no
matter what type of instructional coach you are, but will also be specific to ELs and the
strategies that best benefit them as learners, through the use of the Sheltered Instruction
Observation Tool. Finally, this study will be beneficial to any school considering
adopting this type of ecological ESL service delivery model.
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In the following chapters, you will find a literature review that explores the
history and various aspects of instructional coaching. Throughout the study, I keep a
reflective journal detailing my work as an ESL coach. This journal included findings,
thoughts, and observations that arose throughout the coaching process. Based on an
enrollment conversation and the Sheltered Instruction Observation Tool, I worked with
teachers to set goals for coaching sessions and helped determine what best practice
method(s) would be shared during coaching sessions. Before the coaching sessions
begin, I completed the Sheltered Instruction Observation Tool based on my observations
of the teacher. Then, after the coaching sessions, I again completed the same Sheltered
Instruction Observation Tool while observing the teacher, and compared the pre and post
results. I analyzed the data from the results to determine the changes that occurred in
teacher practice. I also analyzed my journal and notes to determine how my coaching
skills evolved. All teacher meetings were recorded and transcribed. These transcriptions
were frequently reviewed for the purpose of finding insight and data that related to the
research questions. Additionally, upon completion of the study, teachers were asked to
reflect on their work with the coach and share the changes they saw in their teaching as a
result of working with a coach. Then in chapter three I further described the setting in
which I conducted this case study. The results chapter includes data analysis from the
study and shows how the results of the study relate to the research question. Finally, the
conclusion discusses the major findings of the study, considers possible implications of
the study, discusses potential limitations, and recommends related future research.
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CHAPTER TWO: LITERATURE REVIEW

During this case study, I worked as an ESL instructional coach to gather data to
answer the research questions:
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved?

Throughout the study, data was collected through the analysis of recorded and transcribed
coaching sessions and teacher conversations, a reflective journal detailing the coaching
process, thoughts, and observations, and pre and post teacher observations using a
Sheltered Instruction Observation Tool. This literature review presents a synthesis of
existing literature related to the fields of professional development and instructional
coaching.
As mentioned in chapter one, research is easily found on the topic of instructional
coach, especially when referring to literacy coaches. However, little research is available
regarding ESL-specific coaches. Adequate research on the use of ESL teachers as
resources and leaders of professional development is available, and this is used to provide
a rationale for the need to implement ESL instructional coaches. Concrete research as to
the benefits of instructional coaching is somewhat limited, being such a broad field, and
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each study setting (i.e. school or classroom) is a unique entity, making it difficult to
generalize study results to a wider population. This study does not seek to provide
generalizable results, but does seek to provide some contribution to the positive benefits
of instructional coaching and provide a model of ESL instructional coaching that will
hopefully be of use to future ESL instructional coaches and administrators seeking a
holistic, ecological approach to supporting English learners.
Instructional Coaching as Professional Development
As previously mentioned, instructional coaching is a way to provide on-going, onsite professional development to teachers. Professional development refers to the
approaches taken to help educators increase student achievement and stay current with
regards to research and best practices in the field of education. PD should occur on a
regular basis and generally takes place during meetings, coursework, conferences, and
other organized gatherings. PD usually occurs through the sharing of research-based
best-practice methods and helps teachers implement these concepts into their teaching.
In contrast to PD, which usually is delivered to all teachers at the same time,
coaching occurs most often one-on-one or in a small group, and is responsive to the needs
of teachers. Instructional coaches work with teachers to share research-based methods
and help teachers put these methods into practice in their classrooms at the teachers’
suggestion and pace. Teachers are then able to implement what they are learning directly
into their classroom. Instead of being a passive observer during professional
development, teachers often invite the coach into the class to teach a model lesson, and
then they may practice it on their own or while being observed by the coach. Teachers
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receive the training they ask for. In other words, they receive exactly what they feel they
need to improve their own teaching, and are not subjected to training they feel is
redundant or unnecessary. Timperley (2008), who is affiliated with UNESCO (United
Nations Educational, Scientific and Cultural Organization) and the International Bureau
of Education, identified ten key principles on which educational professional
development should be based:
1. Focus on valued student outcomes
2. Worthwhile content
3. Integration of knowledge and skills
4. Assessment for professional inquiry
5. Multiple opportunities to learn and apply information
6. Approaches responsive to learning process
7. Opportunities to process new learning with others
8. Knowledgeable expertise
9. Active leadership
10. Maintaining momentum
Instructional coaching touches on each of these key principles, and especially provides
teachers with active leadership, helps teachers maintain momentum, allows for multiple
opportunities to learn and apply information, and helps educators integrate knowledge
and skills. For example, Tollefson (2004) states that well-constructed coaching programs
consistently generate best practice implementation rates of at least 85 percent, as opposed
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to a 10 percent implementation rate from traditional in-service with no follow up. This
may be the main reason for the increasing popularity of instructional coaching.
As stated, over the past eight years there has been a growth in the popularity of
instructional coaching. According to Steiner and Kowal (2007), it has been accepted as a
key professional development strategy in many public school systems in the United
States. The No Child Left Behind Act (NCLB) mandates that schools that do not make
adequate yearly progress (AYP) for two consecutive years must create and execute a
school improvement plan. These plans must include professional development for
teachers; specifically professional development that provides continued support over a
long period of time. Therefore, hiring an instructional coach is an ideal choice for these
schools (Steiner & Kowal, 2007). While American international schools do not need to
worry about making AYP, they do need to ensure that their curricula and educators are of
a high caliber, certainly equal to what one may find in the United States, as international
schools are often a way for companies to entice workers and their families into overseas
living. Working with an instructional coach, while having a strong educational program
in place, is one way to help ensure quality teaching.
Rationale for Instructional Coaches
Instructional coaching is an increasingly popular form of professional
development. Multiple reasons for this popularity exist. Due to various educational
legislature, schools currently are under immense pressure to improve the quality of
instruction, and therefore view instructional coaches as the solution (Knight, 2005). In
1998 the Reading Excellence Act was passed, followed by the No Child Left Behind
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(NCLB) Act in 2001. NCLB requires schools not making adequate yearly progress
(AYP) to implement a school improvement plan (Steiner & Kowal, 2007). Both of these
acts provided federal funding for professional development. According to Knight
(2004b), much of this professional development funding was and currently continues to
be allotted to employing instructional coaches. Steiner and Kowal (2007) state that in the
2005-2006 school year, almost ten percent of schools were required to develop or
implement a school improvement plan. These schools would frequently employ an
instructional coach to meet the goals set in the school’s improvement plan. As mentioned
previously, the benefit of having an instructional coach is that it provides on-going, onsite professional development. Tschannen-Moran (2011) and Knight (2007 & 2011)
determined that these components of professional development are crucial to the success
of teacher change, as oftentimes professional development is provided, but goals are not
met because teachers do not receive consistent, on-going support from someone
sufficiently trained in the PD being shared. Ideally, instructional coaches give teachers
multiple opportunities to process what they have learned and to attain and apply new
information. They also help teachers challenge their current teaching beliefs with
research and data that supports research-based practices the teacher may not have
previously used. Finally, coaches help teachers take their skills and knowledge,
integrating the two, to deepen their understanding of a practice (Lofthouse, R. et al,
2010). According to Tschannen-Moran (2011), the stress of making AYP and the
implementation of school improvement plans has created pressure on school
administrators and teachers. Because of this, educators “yearn for schools that embody
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more adaptive responses, a collective press for excellence, open communication,
collaborative relationships, and a culture of learning that extends beyond the students”
(pp. 12-13). Coaching has increased in popularity in response to the large number of
schools implementing school improvement plans and is a way to provide educators with
the responsive, open, collaborative approach that coaching takes.
Another reason for the growth of instructional coaching is teacher perception of
professional development. Knight (2001) explores teacher attitudes and beliefs towards
PD and the failure of the success of traditional professional development training styles.
He conducted a series of interviews and research on these failures and successes, and
stated that he found five common themes throughout the interviews. These themes
include:
•

a history of interpersonal conflicts with other teachers

•

a historical belief that professional development is impractical

•

a feeling of being overwhelmed by the tasks they need to complete as teachers

•

resentment about the top-down decision-making in the district

•

anxiety about changes taking place in their schools (p. 10).

Many of the above themes stem from the fact that traditional PD does not offer an
element of choice, as coaching does. With coaching, teachers have the option to choose
who they work with. One teacher may decide to work with the coach, or a group or team
of teachers may decide to work with the coach. Teachers choose what the topic of
coaching sessions will be, and how to implement new ideas shared by the coach into their
classroom. They have more control over changes that are occurring, as they have the
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opportunity to be well informed and implement new initiatives in a way that works for
them.
In the same study on professional development, Knight also shared positive
findings that teachers shared regarding coaching as a form of PD. They reported that
they enjoyed the fact that they can work with a coach without the feeling of being
evaluated. Teachers can feel free to try new things and make mistakes in the classroom
without fear of judgment, as long as the coach helps create a partnership and a high level
of comfort with the teacher. While this study was based on schools from one district, it is
easy to see how these results are generalizable to a larger population of educators. All
educators are in the constant, on-going process of professional development. Each school
and district has initiatives set forth and a plan that guides the professional development
teachers receive.
Instructional coaching is the opposite of traditional professional development in
many ways. By working with teachers individually or in small groups, finding out what
teachers’ interests are, and providing choices; it is likely that only teachers who are
genuinely interested in the coaching topic will be present. Teacher choice guides the
topics and practices the coach will share with the teacher, giving the teacher the option to
learn more or try a new idea, or abandon it. According to Knight (2004a), the meaningful
relationships instructional coaches create incite change and generate successes. He
continues by saying that coaches work hard to create bonds and relationships with
teachers, and this relationship is arguably one of the most important aspects of coaching.
It is essential that teachers feel comfortable with a coach, as the goal is for the coach and
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teacher to work collaboratively. For this to happen, both partners need to feel they are in
a safe and comfortable environment where they can take professional risks. The coach’s
attitude is also crucial to the success of the coach-teacher partnership. If the coach has a
superior, all-knowing attitude, a teacher is less likely to work with her. Finally, teachers
must have choices. They should be free to decide what teaching practices to adopt or
adapt, and how those practices fit into their classroom (Knight, 2004a).
Benefits of Instructional Coaching
Surprisingly, somewhat limited research has been conducted on the effects of
coaching on students, in spite of the major funding provided to schools required to
implement a school improvement plan and the increased popularity of coaching. This
may be due to the highly contextualized nature of coaching. Research conducted on
coaching has been conclusive as to the positive benefits coaching has on educators and
the methods they implement. As mentioned in chapter one, each classroom and each
school setting is its own entity, unique from any other. No two coaching experiences will
be exactly the same. Knight (2011) states that the benefits of coaching are implicit, as
coaching increases the likelihood that a teacher will implement the best-practice
strategies shared by a coach. In a study conducted by Knight, research showed that:
Teachers who were coached were more likely than teachers who only attended a
workshop to use a new teaching practice inside the classroom…Also, teachers
who were coached reported they were more likely to use the new teaching
practices in the future. In summary, this study suggests that instructional
coaching will increase the likelihood that teachers adopt new teaching practices.
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The results also suggest that instructional coaching will increase the likelihood
that teachers will use the practices with a higher degree of quality inside the
classroom when compared with teachers who do not receive coaching support
following professional development (p. 16, 2011).
If teachers decide to implement a best-practice method in the classroom, Knight (2011)
states that the positive results are already inherent, as the practice is already research
based and determined as a positive and beneficial practice for students and student
performance.
Knight also shared research indicating that both teacher effectiveness and highquality professional development can have a positive impact on student achievement
(2008, p. 195). One study showed that fifteen per cent of teachers implemented new
skills after a high quality workshop, while eighty-five per cent of teachers implemented
new skills after a high quality workshop followed by instructional coaching (Knight
2008, p. 208).
Coaching should allow the teacher to direct what the coaching sessions will entail,
leading to increased teacher engagement. Teachers are able to immediately practice what
they are learning by experimenting with new strategies in their classrooms. Coaching
provides on-going, on-site professional development. It is extremely convenient for both
the coach and teacher. In contrast, Galbraith and Anstrom (1995) found that professional
development that occurs one time with no follow up is much less likely to be
implemented and embraced by teachers due to the lack of follow-up and assistance upon
implementation.
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The National College for School Leadership states, “the link between teachers’
learning and students’ learning acts as the main lever for the development of coaching in
schools” (p. 9, 2011). Teaching and learning are very complex processes that schools are
always striving to improve. Coaching is one way to target issues that arise from these
complex processes by allowing teachers to guide the professional development they
receive. These complex processes and the various factors involved may also be a reason
for the relatively small amount of research conducted on the instructional benefits of
coaching, or the result on students of teachers who are engaged in the coaching process.
Knight (2008) conducted a study and identified the following benefits of coaching that
are backed by research:
•

Coaching impacts teacher attitudes

•

Coaching impacts teaching practices

•

Coaching impacts teacher efficacy

•

Coaching impacts student achievement (pp. 209-210)

Furthermore, in a study by Hayes, Noble, Simmons, Stranahan (2012), multiple sources
state that it is critical for schools to build a collaborative environment with the main goal
and focus being high student achievement. She continues by stating that one could
expect that “focused” teacher efforts, as opposed to “scattered and diffused” efforts lead
to higher results, but the concern is the implementation of these efforts, which are, like
teaching and coaching, complex. The importance of structure and reflective practices are
essential to teacher implementation of the best practice methods shared by a coach.
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Although research does confirm these many benefits of instructional coaching, there are
other important aspects of coaching research that lack data.
Limitations of Instructional Coaching
While coaching is a popular form of professional development and involves a
high-level of teacher collaboration, it does have some limitations. Currently, a lack of
concrete research exists regarding student growth based on a teachers’ work with an
instructional coach. Just as Knight (2008) identified the benefits of coaching, he also
identified research gaps in coaching, and states what gaps in coaching research still exist:
•

What support systems should be in place for coaching to flourish?

•

What are best practices for coaches?

•

On which teaching practices should coaches focus?

•

What impact does coaching have on student achievement? (pp. 210-213)

Research does show positive impacts in the educational system, but this research lacks
specifics, as seen above. Teacher resistance and lack of buy-in can be an issue, as
discussed by Knight (2009b). Teacher resistance refers to a teacher who is not
cooperating or complying with regards to implementing a new practice in the school
setting. This can hinder the school’s progress towards meeting goals. Teachers may be
unaware of the benefits of working with a coach, therefore never contacting the coach to
work together. As a result, they may miss out on the benefits of collaborating with an IC.
Teachers may feel overwhelmed with their current role in the classroom, and the thought
of adding an extra meeting to their schedule may be daunting. An additional limitation,
discussed by Tschannen-Moran (2011), shares the issue of coaches not being adequately
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trained and lacking experience. Many coaches have not had training in evidence-based
coaching practices or have little or no specific training in coaching. Hayes, Noble,
Simmons, Stranahan (2012) also share the importance of coaches being highly trained in
order to provide the intentional and planned purposeful structures and methods needed
for teacher success (p. 1). Finally, Knight (2009b) continues by sharing eight suggestions
for leading change. If these suggestions are not followed with regards teachers and
administrators working with a coach, the coaching experience may not yield positive
results:
•

Share high-leverage teaching practices that are proven and powerful.

•

Use data to select and monitor the impact of practices.

•

Provide quality coaching. This should involve precise explanations, modeling,
and encouraging feedback.

•

Balance precise explanations with provisional comments. Coaches should
provide precise examples as to how a method could be implemented in the
classroom, yet also explain how the teacher could modify or adapt these methods
to suit their needs.

•

Obtain commitment by offering teachers choices and valuing their voices.

•

Focus professional learning on a few critical teaching practices. Professional
learning that involves too many approaches can lack focus or overwhelm
teachers.

•

Focus professional learning on a few critical teaching practices.
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•

Align all activities related to professional learning. All forms of professional
learning (for example, professional learning communities and book studies)
should focus on the same critically important practices that everyone within the
school agrees are important.

•

Increase relational trust (pp. 512-513).

If the above suggestions are followed within the school setting, many of the limitations
surrounding coaching will not be a concern.
A History of Coaching
The concept of instructional coaching stems from a combination of various types
of professional development, mentoring programs, collaboration among teacher
colleagues, and more. By 2005, coaching was a popular way for schools to support
teachers and show their progress towards making AYP. However, very little research
was conducted on instructional coaches at that time, rendering coaching a somewhat
risky endeavor for schools and districts to undertake (Knight, 2005). Now, upon
conducting this research in 2011, there is an abundance of information to be found on
coaching, but little data-based coaching research and proven practices, as previously
mentioned. The issue of having a plethora of information that does not exhibit concrete
research can be daunting to any researcher or professional educator hoping to implement
a coaching program. Knight is an author and research associate at the University of
Kansas Center for Research on Learning and has been conducting research and
professional development on coaching for over a decade. Knight’s research, conducted
with the Kansas Coaching Project and other professionals such as Cornett, provides a
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comprehensive history of coaching. Knight and Cornett (2008) discuss the current
limitations of coaching research, stating that while much research has been conducted,
more concrete, data-based research is needed (p. 192).
One of the issues that drive this research is the lack of information on coaching
within the ESL context. In general, the main principles of coaching can be applied to any
type of instructional coaching. However, the school initiatives and research-based
methods being recommended by the coach will vary according to the type of coach. For
example, a literacy coach may work with a teacher to implement specific aspects of the
readers or writers workshops, while an ESL coach may work with a teacher to implement
academic language or how to incorporate dynamic vocabulary instruction into the already
demanding schedule of a classroom teacher. It is important to determine the essential
elements of ESL instruction in order to ascertain what initiatives, methods, and proven
practices an ESL instructional coach will need to target when working with teachers.
Instructional Coaching: A General Overview
An instructional coach is a professional educator who works with fellow
educators to share research-based ideas in order to improve their teaching. There are
many kinds of instructional coaches. For example, literacy or reading coaches are
probably the most common type of instructional coach; however, math coaches, data
analysis coaches, and differentiation coaches are also becoming increasingly common.
According to Lucy Steiner and Julie Kowal:
An instructional coach is defined as someone whose primary professional
responsibility is to bring practices that have been studied using a variety of
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research methods into the classrooms by working with adults, rather than
students. Instructional coaches…may spend some time working with groups of
teachers and may have other administrative responsibilities, but they set aside a
significant portion of their time to offer classroom modeling, supportive feedback,
and specific observations of individual teaching practices (p. 2, 2007).
Coaches take their knowledge and experience of research-based methods and help
teachers implement those methods in their own classroom. Knight (2005) concisely
states that an instructional coach is an on-site educator who teaches educators to use bestpractice, research-based methods.
An Overview of Popular Coaching Models
As mentioned in the introduction, instructional coaches may work from a
framework to guide them with regards to the proven teaching practices they will share
with teachers. Various coaching frameworks and models exist, but two of the most
common frameworks may be Garmston and Costa’s “States of Mind” of the Cognitive
Coaching model and Jim Knight’s “Big Four” of the Quality Coaching model.
Tschannen-Moran (2011) has also conducted research on effective coaching models
worth mentioning in this section.
The goal of the creators of Cognitive Coaching, Arthur L. Costa and Robert J.
Garmston, was to generate a nonjudgmental coaching process. They reached their goal
through a unique process where instructional coaches mediate the thinking of the
coachee. Throughout coaching interactions, the coach paraphrases the coachee’s
comments, utilizing open-ended questions and positive conjectures (Costa & Carmston,
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1994; Perkins, 1998). Their coaching process is comprised of a Three-Phase Cycle of
Cognitive Coaching: a planning conversation, observation, and a reflecting conversation.
Dildy (n.d.) states the goals of Cognitive Coaching, which are to create trust and foster
mutual learning (p. 1). In this model, teachers are able to work independently or
interdependently towards a common goal, therefore reaching a truly collaborative
state[rl1]. The coach determines the coachee’s state of mind using the Five States of
Mind: efficacy, flexibility, craftsmanship, consciousness, and interdependence.
Knight’s Quality Coaching includes “The Big Four” concepts, which were
identified in response to the concern that there is such a wide variety of ways teachers can
work to improve teaching and student learning. As a result, Knight (2009a) states that
The Big Four are intended to be manageable for teachers to use, yet have a high impact
on teaching and learning. The first of The Big Four is classroom management. Knight
suggests that teachers strive to provide well-articulated expectations for all activities and
transitions and then reinforce students so they continue to follow expectations. The
second concept is content planning. Students benefit from a rigorous curriculum that is
developed in alignment with state standards (Knight, 2009a). The third aspect of
teaching identified in the Big Four is instruction. The instruction component of the Big
Four is closely linked with the concept of differentiated instruction. Knight shares a
variety of teaching practices that can be used in different ways to facilitate and lead to a
high level of student learning. For example, he discusses the importance of cooperative
project-based, reflection, and experiential learning. He also shows the importance of
effective questioning to guide student learning, using “thinking devices” to increase
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student engagement and create meaningful conversations in the classroom. He highlights
the importance of varying our instruction to meet the diverse needs of all individuals in
the classroom, essentially differentiating instruction. The final element of the Big Four is
assessment for learning, also known as formative assessment. Teachers must use
continuous assessment to direct student learning and to know when it is appropriate to
teach, re-teach, or move on from a concept. Teachers may use a variety of ways to assess
student learning, and these assessments can range from formal to informal. These four
concepts broadly encompass the areas that a coach for general education teachers would
target, and all four are crucial to teacher and student success in the classroom.
Knight states (2011) that teachers and coaches achieve success when they interact
equally as partners. He identified Seven Partnership Principles, which work in tandem
with the Big Four. The Seven Partnership Principles emphasize the importance of
coaches and teachers treating each other as equals in the professional realm. All the
principles rely heavily on the idea that the coach and teacher should work as a team,
listening to each other and valuing each other’s thoughts and beliefs. Teachers should be
given a choice as to what they will share with the coach and the topic(s) on which they
will be coached. The coach should strive to “meet people where they are” and offer
options (Knight, 2008). Each member of the partnership should feel their voice is being
heard, and teachers should be encouraged to share their opinions. Coaches must be
careful to allow a teacher to be heard, and not sway or persuade a teacher to hold a
certain belief or think a certain way. No underlying agenda should be pushed by the
coach. Coaches and teachers must engage in an open dialogue, and feel free to share
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ideas and learn together. Coaches should also encourage teacher reflection, and allow
time for teachers to process and decide whether to implement and/or how to implement
new ideas shared by the coach. Additionally, Knight (2008) states that teachers should
have the opportunity to apply their learning directly to their classroom as they are
learning. It is important for teachers to determine how to best use what the coach shares,
as each classroom has unique dynamics, and teachers must have the freedom to use
knowledge shared by the coach in ways that best benefits their particular classroom.
Finally, coaching is reciprocated. A coach should expect to learn alongside a teacher,
keeping in mind and respecting the unique dynamics of each classroom. It is important
for the coach to view various aspects of the classroom through the lens of the teacher and
the lens of the students. According to Knight, every opportunity the coach works with a
teacher is an equally valuable learning opportunity for the coach (2008). Coaches also
identify teachers’ goals, and listen and understand what teachers are saying in order to
create a true partnership. They ask questions in order to learn more about their colleague.
These questions allow the coach to hear what the teacher thinks, not guide the teacher to
see what the coach sees (Knight, 2011). Coaches also explain teaching practices in a
concise manner and help a teacher figure out how these practices may best fit into his or
her classroom. Finally, coaches provide feedback. This feedback happens ideally based
on exploring data taken from the classroom based on the instructional practices shared
and implemented (Knight, 2011).
A coach may appear to have all the knowledge necessary to be successful when
working with teachers, yet problems still may arise. There are several essential elements
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a successful coach must embody. Jim Knight refers to these as the Seven Partnership
Principles (2011). These principles are based on the important premise that the coaching
relationship is a partnership relationship with a teacher. More specifically, the teacher
and the coach are peers and equals. Both are experts and both have more to learn. The
age-old “golden rule” is certainly applicable here: “Do unto others as you would have
them do unto you.” Knight’s principles include equality between partners, providing
choice to teachers throughout the coaching process, voice (i.e. teachers feel comfortable
speaking freely with the coach), reflection on learning, an open dialogue that encourages
honesty and does not push opinions or a certain point of view, praxis (the act of applying
new knowledge and skills), and reciprocity, where each learning interaction provides the
occasion for all involved to learn (2011). The essential concepts of these principles are
echoed throughout coaching literature. Building relationships through positive
interactions with teachers and keeping confidentiality a priority will increase teachers’
desires to work with a coach. Kimberly Hartnett-Edwards reinforces the principle that a
good coach must do more than know curriculum and best practice methods. She adds
that additional essential knowledge includes “sensitivity and building a trusting
relationship” (2011). These factors will facilitate teacher learning, in turn improving
student achievement.
In 2011, Tschannen-Moran states that a good coach respects teacher awareness,
choice, and responsibility, and identified five Crucial Concerns a coach must take into
account in order to be successful: a concern for consciousness, connection, competence,
contribution, and creativity. Tschannen-Moran (2011) shares that a concern for
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consciousness will result in reflective practitioners who are willing to learn and take risks
in their teaching. A concern for connection allows teachers to try new things in a safe
environment due to the high level of trust developed between the coach and teacher. By
developing a concern for competence, coaches must respect the learning processes of the
teachers they coach, “encouraging teachers to clarify what they want and need, to build
on their strengths, and to experiment in the service of mutually agreed-on goals
empowers them to take more initiative and responsibility for their own learning and
professional development” (Tschannen-Moran, p. 14, 2011). Coaches must help teachers
connect to their “concern for contribution,” or the reason they decided to become a
teacher. This original inspiration can enthuse teachers to strive for continuous
improvement in their teaching. Finally, coaches must help facilitate teacher creativity
and vision by encouraging teachers to take risks in the classroom by trying new things
and use research-based methods in new ways by a having a concern for creativity.
Tschannen-Moran follows by discussing what coaching needs to be, and
recognized three principles without which successful coaching would not be possible.
Coaching must be teacher-centered. Coaches may share best practices and provide
guidance, but the teacher must be the driving force that makes use of these practices in
the classroom. The focus of coaching must be based on what the teacher is looking for in
the coaching partnership and allowing the teacher the freedom to implement these
practices in a way that best suits their teaching style and classroom environment.
Coaching must be no-fault. When a teacher is not feeling successful or tries something
new and it does not have the outcome they imagined, the coach must be empathetic and
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understanding. Finally, coaching must be strengths-based. A coach must focus on what
is going well and what strengths a teacher exhibits. Tschannen-Moran (2011) state that
“By identifying those areas of positive practice, coaches help teachers to build selfefficacy, set self-directed learning goals, brainstorm strategies, and design ways of
moving forward” (p. 16). It is important to point these positives out to teachers, as it will
strengthen the teacher-coaching partnership.
Finally, Barkley (2012) states that depending on the coach-administration-teacher
relationship, information among the aforementioned three parties may be freely shared,
or a closed relationship may exist, where dealings between the coach and teacher are kept
private. He believes that a more open environment indicates a more sophisticated
coaching program, as all parties are free to share successes and challenges without fear of
judgment or repercussions from administration. An instructional coach is not in a
teacher-evaluating position, therefore teachers should feel more comfortable working
with a coach due to the fact that what is shared during coaching sessions should have no
effect on the teacher’s evaluations or job appraisals.
The works of Costa, Garmston, Knight, Barkely, and Tschannen-Moran highlight
what it takes to implement successful instructional coaching, and these frameworks share
many commonalities. All discuss the high level of collaboration between the teacher and
coach. The coach must foster a level of trust, based upon mutual learning and
encouragement. Equality exists between the coach and the teacher. Both the teacher and
the coach are experts in their own field and have much to learn from one another.
Teachers must adopt a new strategy in a way that suits their needs and the diverse
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dynamics of the classroom. Coaching is teacher-centered, and an important part of the
coach’s job is to listen. By listening, the coach identifies goals, will know what types of
research-based teaching practices to share, and can focus on the positive outcomes of the
coaching sessions.
The Coaching Process
The process of coaching depends on the type of coaching that will occur and the
preferences of the coach. However, no matter what type of coaching is occurring, the
following déroulement is most common among all types of coaches. The process of
coaching generally begins with an enrollment conversation where the coach and teacher
(or teachers) talk about the possibility of working together and talk about what the
coaching sessions may look like and what will be accomplished by the end of the
coaching sessions. The coach and teacher identify goals based on the teacher’s
comments. A goal is selected, and the coach will either come to the next meeting with
information to share regarding how to reach the goal through the sharing of educationalrelated best-practice methods. The coach and coachee may set up a day or time for the
coach to observe the coachee teaching. Then a follow-up meeting will be scheduled to
discuss what was observed. The following approaches may be used by coaches when
working with teachers. According to Knight (2004b), these include, but are not limited
to, the following:
• Conducting one-to-one or small group meetings to identify how to best collaborate
with a teacher or teachers to address their most pressing concerns
• Guiding teachers through instructional manuals, checklists, and other materials
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• Collaboratively planning with teachers to identify when and how an intervention
might be implemented
• Preparing materials for teachers before instruction
• Modeling instructional practices in teachers’ classrooms
• Observing teachers using interventions
• Providing feedback (p. 1)
As mentioned above, each coach will have her own preferred methods and find a
procedure that works best for her. However, most coaches tend to follow procedures
such as these: Meeting with teams or departments of teachers to gain a sense of interest
regarding various teaching practices from teachers and meeting one-on-one with teachers
or in small groups to find out what teachers would like to learn or how they could feel
more supported in the classroom. The coach will observe and model lessons in a
teacher’s classroom, and make things as easy as possible so that a teacher can then
implement the new practice or method. Coaches will provide teachers with choice as to
what they would like to work on or learn. They will also help the teacher incorporate
research-based teaching practices in a non-threatening, practical way.
Role of Literacy Coaches
Currently, the most common type of instructional coach is the literacy coach. The
popularity of literacy coaches, according to Sturtevant (2009), is partially due to a
response to the need for professional development that would provide teachers with
consistent support while they put new methods into practice in their classrooms, and due
to the growing need for high school graduates to read at a level that will allow them to
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excel in the workforce and develop critical thinking skills. Literacy coaching became
popular due to the Reading Excellence Act in 1998 and No Child Left Behind Act in
2001, as previously discussed in the rationale for instructional coaches. The broad
definition of a literacy coach is a person who supports educators with the goal of
increasing literacy (Knight, 2008, p. 203). The only difference between an instructional
coach and a literacy coach is that the literacy coach’s role is specific to sharing literacybased best practice methods, just as an ESL coach’s role will be specific to helping
teachers implement ESL-based best practice methods. Knight (p. 205, 2008) and
Walpole (2004) state that further study of the effects of literacy coaching is needed, just
as with all types of coaching, including ESL coaching.
Conclusion
In this chapter, a literature review was conducted to guide the research to answer
the following research questions: What changes do teachers identify in their teaching as a
result of coaching? What changes do I see in teacher practices? How have my coaching
skills evolved? This review consisted of pertinent information regarding the research
questions, such as a history of teacher leadership, the rationale, benefits, limitations, and
the process of instructional coaching.
In the following chapter, the methods of the study will be presented. Throughout
a six-week period of time, I will work in the capacity of ESL coach with two elementary
teachers. Based on a Sheltered Instruction Observation Tool and classroom observations,
the coach and teacher will set a goal for the coaching sessions. Data will be collected
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based on recorded teacher interviews and meetings, a post-coaching reflection, the
Sheltered Observation Tool, and a reflective journal.
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CHAPTER THREE: METHODOLOGY

This study was designed to explore instructional coaching within the ESL context.
I sought to answer the questions,
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved?

In the literature review, I provided information as to the history of teacher leadership, the
rationale, benefits, limitations, and process of instructional coaching, and the role of
literacy and ESL coaches. In this study, data was collected based on recorded and
transcribed enrollment interviews, coaching sessions, and post-coaching reflection
sessions with each teacher (see table 2). This data provides evidence regarding changes
in teacher practices and how my coaching skills evolved throughout the study. The
Sheltered Instruction Observation Tool, discussed in chapter two, provided pre and post
data regarding how teacher practices changed throughout the coaching sessions. A
reflective journal, which also included notes from teacher meetings and observations
(field notes), provided insight and evidence as to how my coaching skills evolved
throughout the coaching process, as well as the changes teachers identified in their
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teaching as a result of coaching and the changes in teacher practices identified through
observations.
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Table 2
Data Collection
Research Question

Data Collection Tool #1

Data Collection Tool #2

What changes do teachers

Recorded and transcribed

not applicable

identify in their teaching as

enrollment interview,

a result of coaching?

coaching sessions, and postcoaching reflection

What changes do I see in

My observations using

Recorded and transcribed

teacher practices?

Sheltered Instruction

coaching sessions

Observation Tool, before
and after the coaching
sessions
How have my coaching

Reflective journal and field

Recorded and transcribed

skills evolved?

notes

coaching sessions

Throughout a six-week period, I worked with two teachers who volunteered to participate
in my study (see Appendix D for teacher letter of consent). Based on an enrollment
conversation and the Sheltered Instruction Observation Tool, these teachers and I set
goals for coaching sessions to help determine what best practice method(s) would be
shared during coaching sessions.
Before the coaching sessions began, I observed each teacher conduct two lessons
in the classroom, and completed the Sheltered Instruction Observation Tool based on
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these observations. I then shared the results of the observation tool with the teacher at the
following coaching session. After concluding the coaching sessions, I again completed
the same Sheltered Instruction Observation Tool based on more classroom observations
in order to compare the pre and post results. I analyzed the data from the results and field
notes to determine the changes that occurred in teacher practice. I also analyzed my
reflective journal to determine how my coaching skills evolved throughout this process.
Finally, teachers answered the question, “What changes do you see in your teaching as a
result of working with a coach?” in order to complete the study.
Overview of the Chapter
This chapter describes the methodologies used in this study. First, a rationale for
the use of case study is provided, followed by data collection techniques. This section
also includes a detailed description of the participants and the setting. Next, the three
data collection techniques used in the study are explained. The procedure section
highlights the participants, specific details relating to analysis of data, and the verification
of the data gathered throughout the study. Finally, the code of ethics adhered to
throughout the study is detailed. The chapter finishes with a conclusion to summarize the
methodology used in this study.
Qualitative Research Paradigm
The qualitative research method used throughout this study is a case study.
According to Picciano (2004), case-study research examines a current and specific
activity, organization, person, or event through descriptive analysis (p. 42). I sought to
explore the process of coaching through the use of ESL-specific teaching methods with a
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very small population over a short period of time. Case study research focuses on a single
case, but describes the many factors that affect the case as it progresses (Merriam, 1998,
p. 29). My study focused on ESL coaching and the changes that occurred in teacher
practices as a result of working with a coach, taking the many factors of the specific
setting and circumstances of the study into account. Due to the specific context and
nature of this study, this study is not generalizable to other school settings. The study
sought to analyze the changes that occur in teacher practices as a result of coaching. A
small number of participants were used in this study, another common characteristic of
the case study, stated by Anderson (1998, p. 121). Observations and data collection used
were processes, as opposed to instruments (Mackey & Gass, 2005, p. 165), such as
observations and open-ended interviews. With regards to the nature of data, the research
aimed to gain insight into teacher behavior that results from working with an instructional
coach. Data was viewed holistically, in order to identify the patterns that arose regarding
teacher change and instructional coaching (Mackey & Gass, 2005, p. 168). Like most
case studies, this study used multiple methods for gathering data. Recorded and
transcribed interviews with teachers, before, during, and upon completion of coaching
sessions, were conducted. I kept a journal and field notes to analyze changes or growth
seen in both the teacher and the coach throughout this process. Teachers were asked
open-ended questions throughout the study with the hopes that a holistic perspective and
an emphasis on an explanation of the results, as opposed to numerical or quantified
results, would be gained from the study (Anderson, 1998, p. 121). As a case study looks
at the process of how a case develops, with the importance placed on data that
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demonstrates the subjects’ perceptions of the experience (Merriam, p. 19), this holistic,
qualitative data determined the results of the study.

Data Collection
Participants
Participants of this study included two female elementary school educators. Both
teachers volunteered to participate in this research based on the information found in the
letter of consent (Appendix D). I co-taught for the duration of one year as an ESL
teacher in both teachers’ classrooms. In order to protect the teachers’ identity,
pseudonyms were used throughout this study. The teachers are both American females
who have spent the majority of their lives living overseas. The teachers were asked to
share information about their teaching, overseas experiences, and any other information
they feel is pertinent to this study.
Marie was a grade one teacher who was currently in her second year of teaching
in an international setting, though she has been teaching for fourteen years. She has
taught first grade for twelve years, and kindergarten for two years. Marie taught in
California for three years, and in Virginia for nine years prior to moving to the Middle
East. Marie worked with English learners in her classroom in all three settings. Marie
was born in Maryland but lived overseas throughout her adolescence. She spent two
years in Liberia and six years in France. In spite of her international experiences, Marie
states that she has had no training specific to ELs, and that it is challenging and
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frustrating for her to acquire languages, so she holds bilingual and multilingual people in
high esteem.
Jen was a second grade teacher in her seventeenth year of teaching. She first
taught kindergarten and first grade in Ohio, then has taught second grade for twelve years
in this current Middle-Eastern setting. Jen is American, and has lived in the United
States, Saudi Arabia, Switzerland, and France. Throughout her teaching career, she has
taught diverse populations, including English learners, students with speech and language
needs, and students receiving learning support. Both teachers will be leaving the school
at the end of the year to teach in a new location.
Setting
This research was conducted in the elementary school of an independent day school
that accommodates grades kindergarten through twelve. As stated in chapter one, the
elementary school had four classes per grade level, with the exception of fifth grade,
which had five classes. In previous years, all grade levels had five sections except for
pre-kindergarten, which had two. The decline in enrollment can be attributed to the
recent political revolution. Student numbers ranged from 16-20 students per class. Most
teachers come from the United States. Other countries represented by teachers in the
elementary school include Canada, England, and Australia. All teachers hold a valid
teaching license, and nearly all teachers hold a master’s degree in the field of teaching.
Teachers were given a variety of current curriculum tools from the United States
in order to meet the needs of their students and teach to the school standards, which are
based on American standards. The school was in the process of adopting new standards.
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All classrooms implement readers’ and writers’ workshops. Providing a strong literacy
program was seen as one of the school’s biggest strengths. Teachers also taught word
study, math, social studies, and science at each grade level. Students participated in
physical education, music, art, Arabic, and Middle Eastern culture from specialist
teachers. Each grade level team met on a weekly basis to discuss curriculum, common
assessments, and business items. Student support teachers (for example ESL, learning
support (LS), and speech and language pathology (SLP)) were expected to attend these
meetings and collaborate with teachers to deliver in-class support. For all support
services, teachers were expected to follow a collaborative model and implement
scaffolding, flexible grouping, and differentiation strategies to support students.
ELs enter and exit the ESL program based on the ESL Exit/Entry Criteria chart
(see Appendix B). Based on a writing sample, a reading level, and an ESL language
proficiency test, a student is determined to be at the beginner, intermediate, or advanced
stage of language acquisition. Marie’s class included 17 students. She had five students
designated as intermediate ELs, and no beginner or advanced ELs. Languages
represented in her classroom included English, Arabic, Polish, Danish, Chinese, and
Spanish. Jen’s class consisted of 21 students. Of these, three students were native
speakers of English. The rest of the class included three beginner ELs, two intermediate
ELs, and three advanced ELs. The majority of the class was made up of native speakers
of Arabic, but native speakers of Farsi, Italian, Spanish, German, Hungarian, and Korean
were also present.
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Current Coaching Experience
Prior to the start of this research, I spent six months in my new coaching role,
following Knight’s Partnership Principles (Knight, 2011) and other best practices in
coaching, as identified in chapter two. At the time of the study, I worked in the capacity
of instructional coach with four teachers, but worked one-on-one with nine teachers
throughout the course of the school year. Each teacher and I had a weekly meeting. Our
principal asked two of these teachers to work with me based on their teacher appraisal
results. The other teachers voluntarily approached me with some educational goal in
mind. The majority of these teachers were colleagues with whom I worked closely in the
past. I also worked in two fifth grade classrooms as the ESL teacher. I was careful that
my collaborative planning sessions with these teachers did not become coaching sessions,
as I did not want teachers to feel forced to work with me in the coaching capacity.
However, I inevitably shared ideas and concepts with these fifth grade teachers and their
grade-level team, and shared materials I created to scaffold instruction within their
content areas. In one second-grade classroom I joined the class during the writers
workshop time, in order to support an advanced EL who was struggling. The most
common approaches I use when coaching are:
•

Guiding teachers through materials, both curricula (such as Lucy Calkins’ texts)
and assessments (like the DRA2)

•

Sharing ideas for differentiating instruction

•

Creating, implementing, and gathering data from pre and post tests
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•

Sharing ways to learn more about students and use this data as a basis to
differentiate instruction and increase learner engagement

•

Preparing materials for teachers before instruction

•

Modeling instructional practices for a teacher (I have yet to do model a practice
for a whole-class, though I have done it with small groups of students when coteaching)

•

Checking in and providing feedback and ideas to teachers after they have
implemented a new concept

•

Sharing research-based, best practice ideas based on teacher-set goals.

I generally worked with individual teachers and the whole elementary school faculty, but
was not asked to work with a team or small group of teachers.
Before starting my new role, my goal was that coaching sessions would focus on
incorporating academic language and language objectives into the classroom. However, I
found introducing the concepts of academic language and language objectives to be a
challenge. It was not always well received, as teachers were overwhelmed given the
current political climate, a high level of turnover exists within our administration, the
high number of initiatives proposed each year, and other such reasons mentioned in
chapter one. In addition, I spoke to my administration about presenting information on
academic language and how to incorporate language objectives to our faculty, but was
told that would be a good idea for a future presentation. Unfortunately that presentation
never occurred, and my administration instead asked me to focus on working with
teachers to differentiate instruction. In order to provide my administration and school
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with a deeper awareness of academic language instruction and its importance, I
volunteered to present a workshop entitled, “Teaching Academic Language Through
Writing: The ‘What, Who, Why, and How’ of Academic English.” This workshop
provided a rationale for teaching academic language in any classroom, and supplied
resources such as an Academic Language Function chart, sample lesson plans and
extension activities, and ideas as to how to incorporate the teaching of academic language
in the classroom. I later went on to share this presentation at a teacher-led workshop in
Athens, Greece, at a NESA (Near East South Asia: Council of Overseas Schools)
conference in April of 2012.
Pre-Study Coaching Process
In order to understand my role in the school and coaching procedures, it is
beneficial to share my coaching process prior to the start of this study. I began with an
initial meeting with teacher, which involved mostly listening on my part. I took notes and
identified goals based on what I heard the teacher say. At the end of the meeting, I
shared my notes and the goals I identified with the teacher to see if I understood
correctly. We then prioritized the goals, and identified next steps. Usually I did not
share ideas at this initial meeting, and the teacher and I met again after I had been able to
formulate some ideas that may help meet the teacher’s needs and goals. At the second
meeting, we discussed the options/best practices, and the teacher usually chooses one to
move forward with. I facilitated this process by providing a thorough explanation and
example of the practice, preparing materials for the option chosen, offering to model or
demonstrate the option, or join the class to see how to best implement a new practice into
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the classroom. Coaching topics varied greatly. Some of the topics on which I have
worked with teachers this year included:
•

Organizational tips and strategies (ex: providing ways to take, organize, and use
anecdotal notes)

•

Identifying learning objectives and working with standards

•

Organizing flexible groups based on student data (I show examples of charts I
have used in the past)

•

Increasing student engagement

•

Differentiating beyond student readiness (i.e. differentiating based on student
interest and learning profile)

•

Sharing behavior management ideas

•

Creating pre and post assessments to gather data and guide instruction

•

Creating “menus” and multiple options for student assessment

•

Offering extension ideas for students who have mastered concepts

•

Incorporating technology into the classroom

•

Providing support and advice with regards to professional goal setting for the
school’s teacher appraisal process.
Each teacher shared very different ideas and ambitions in each coaching session,

and it was their decision as to what they would like to implement in their classroom. I
often shared an idea and then talked with the teacher about ways it could fit into her
classroom, being careful to remember the unique dynamics that existed in each room. I
made every effort to ensure that the coaching process was completely teacher-centered,
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and I went to each teacher meeting with an open mind, ready to listen. I also was careful
to not ask teachers to work with me unless they expressed an interest, as I did not want to
give the impression that I felt they needed help. I was fortunate to already have a
relationship with the teachers I worked with, as we had been teaching together for one to
four years. I was careful to convey that I was a person teachers could trust and with
whom they could share their classroom without fear of judgment. I shared with teachers
that I was learning with them throughout the coaching process, and that I hoped it would
be a valuable experience for both of us.
In order to encourage teachers to work with me, I gave a faculty presentation on
my new role as coach at the beginning of the school year. The presentation answered the
questions, What is the role of an instructional coach? What would it look like to work
with a coach? I introduced my website (an interactive, on-line learning platform) where I
posted all the information I share with faculty, as well as additional resources and
information on differentiated instruction, scaffolding instruction, and working with ELs.
I worked to find ways to encourage teachers to interact with my web page so that they
were more likely to visit the page and know what resources and information are
available. In previous coaching experiences, I gave surveys and a pre-assessment on
differentiating instruction to help guide my work with teachers. I also surveyed teachers
about what types of information they would like to gain from whole-faculty professional
development in order to plan PD opportunities that best suit the needs of the school.
Data Collection Technique 1: Recorded and Transcribed Conversations[rl2]
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All conversations, meetings, and interviews with teachers were recorded and
transcribed. This data was then analyzed to look for evidence that supported, answered,
or provided insight into the research questions:
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved?

During the initial meeting, or the enrollment interview, between the teacher and the
coach, I asked the following questions:
•

What are your students’ strengths and weaknesses?

•

In what areas do you feel you could better support the ELs in your classroom?

•

What changes do you hope to see in your teaching as a result of working with a
coach?

As previously mentioned, open-ended interviews such as the initial meeting I have
described above, allow the researcher to see a big-picture, holistic perspective. They also
provide a more culturally grounded and emic perspective of the subject studied (Mackey
& Gass, 2005, p.170). I strived to ensure that coaching meetings resembled natural
conversation as often as possible. After the enrollment meeting I conducted semistructured conversations based on the Sheltered Instruction Observation Tool and my
observations. This resulted in a goal or focus for future coaching sessions. Questions that
were used as a guide during these conversations included:
•

What went well throughout the lesson?

•

What was difficult or challenging?
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•

What would you do differently next time?

Finally, at our last meeting, I asked teachers:
•

What changes do you see in your teaching as a result of working with a coach?

Through a semi-structured interview, I discussed the aforementioned questions, yet still
allowed for natural conversation and further exploration of interesting information that
arose throughout meetings. Through this type of conversation, it was my goal to
maintain the holistic approach to data gathering, as typical of a case study. One concern
surrounding interviews, such as those described in this study, is the halo effect, where the
interviewee picks up a cue from the researcher that can influence her response. The
result of the halo effect could be the interviewee saying what they feel the researcher
wants to hear (Mackey & Gass, 2005, p. 173). In order to conduct interviews while
avoiding the halo effect, some important points I kept in mind included encouraging
open-ended conversations, making sure I allowed teachers time for response, asking
questions like, “Anything else?” to probe for more information, and maintained neutral
comments or responses to the interviewee. In addition, Anderson (1998) reiterates that
important skills the interviewer should utilize include active listening, responding in an
open and empathetic way, and controlling the interviewing process (pp. 195-197). The
author shared other important factors that I took into consideration while conducting
these interviews. For example, conducting interviews in a quiet, private place and
providing a comfortable environment to ensure interviewees felt as comfortable as
possible was a priority. Anderson (1998) also states that successful interviews often
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involve a certain level of trust, which I have already gained by co-teaching and working
with the teacher participants in their classrooms for one year (p.194).
Data Collection Technique 2: Pre and Post Coaching Teacher Observations
I conducted teacher observations before commencement and upon completion of
the coaching sessions. Observations were highly structured due to the use of the
Sheltered Instruction Observation Tool. I checked off the strategies I observed while the
teacher was teaching. This provided me with pre and post data regarding what ESL
strategies were being implemented in the classroom, and guided the coaching
conversations I have with teachers. Pre and post data allowed me to compare whether or
not a teacher’s practices have changed due to coaching sessions. If the pre and post data
shows that the teacher’s practices have changed, this data will also provide insight as to
how their teaching has evolved.
As an observer, my goal was to conduct observations of the teacher without
disrupting the classroom environment. I hoped to be a complete observer, which
Anderson (1998) describes as meaning I will not be participating in the activities taking
place throughout the lesson or interacting with students (p. 128). I was a complete
observer throughout most observations, however not all, as I had not mentioned this type
of observation to Marie, so she invited me to participate in the lessons. I was able to
conduct the observations while participating minimally in her classroom, and felt that I
did not overly disrupt the classroom environment as most students already knew me and
had seen me before in their classroom. Both teachers are very open to working with
other adults and educators, so I know students in these two classrooms were also used to
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seeing other adults in the room. Due to these observations, I gained insight as to what
ESL strategies the teacher already implemented in her classroom. As stated by Anderson
(1998), when observing, the researcher is not privy to the thoughts and motivation of the
subject of the observations. Therefore, it was my hope that the weekly discussions
conducted with teachers would provide me with additional insight. Another concern with
conducting observations is the Hawthorne effect. Authors Mackey & Gass (2005) and
Anderson (1998) state that the Hawthorne effect occurs when people under observation
perform differently than usual due to the fact that they are under observation. Due to the
fact that I have already taught in the classrooms of these teachers throughout a year, I felt
that this effect was less likely to occur because I have already spent a large amount of
time in these teachers’ classrooms, therefore teachers and students appeared to be
comfortable with my presence in the classroom.
Data Collection Technique 3: Reflective Journal and Field Notes
The third data collection technique is the reflective journal and field notes. The
researcher kept a reflective journal detailing the coaching process, which also included
field notes taken from observations. The goal was to identify areas of growth in coaching
skills over time. The initial goal was to write in the journal on a daily basis, sharing
information and feelings from coaching meetings and about the coaching process. I did
write in it regularly, but mostly on days when I conducted observations and meeting with
the teachers. I also wrote field notes in the journal during observations and after each
meeting. According to Mackey and Gass (2005), journals provide insight into the
internal processes or thoughts, and allow the writer to share impressions, feelings, and
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perceptions without answering predetermined questions (pp. 176-178). I analyzed my
writings to look for holistic themes and data, shared in the results chapter. Anderson
(1998) discusses how field notes help the researcher remember key information gained
from observations and may include a description of the observation setting, key
information from dialogues, and personal reflections (p. 128), once again helping the
researcher identify holistic themes and glean data.
Procedure
Participants
As mentioned above, participants were recruited through an e-mail sent to all
elementary school teachers. The e-mail contained a letter entailing the research and the
teacher’s role in the study (see Appendix C). The teacher consent letter was attached to
the e-mail (see Appendix D). Interested teachers were asked to print and sign the consent
letter and return it to me. Two teachers responded to the e-mail, saying they would
participate if I did not have enough participants, and two teachers responded by signing
the consent form and delivering it to my classroom. As I was continuing my teaching
duties and work as a coach simultaneously, I chose to work only with the two teachers
who signed and returned the form to me. Those teachers were extremely enthusiastic,
while the other two teachers expressed that they were feeling extremely busy, so I was
concerned the time commitment to the study may have been too much for them.
Upon receiving the signed forms from the two interested teachers, I spoke with
them to thank them and set up a weekly meeting and classroom observation times. The
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first meeting was an “enrollment meeting,” and occurred before the classroom
observations. The following questions guided the enrollment meeting:
1. What are your students’ strengths and weaknesses?
2. In what areas do you feel you could better support the ELs in your classroom?
3. What changes do you hope to see in your teaching as a result of working with a
coach?
4. Do you have any questions about this study?
The responses to these questions and the conversations were recorded and transcribed.
Upon completion of the enrollment meeting, the teacher and I set two dates and times for
classroom observations within the first week of the study. I made it clear that I was
happy to observe in any subject area, and especially hoped to observe a variety of
subjects, such as language arts, math, science, and social studies in order to see how ELs
were supported across the entire curriculum. While conducting observations, I used the
Sheltered Instruction Observation Tool to check off the ESL strategies the teacher
implements. Upon completion of the observations, the teacher and I met again to discuss
the Sheltered Instruction Observation Tool and what I observed. Using this data, I
suggested one or more logical options for a best-practice method. The teacher then set a
goal, and decided what method she preferred to work on. We then talked about what the
method was, how it helps students, and how to implement it into the classroom. This
occurred at each weekly meeting, as well as an informal teacher reflection. This process
continued throughout the rest of the study, until six weeks were completed (see figure 3
for a weekly teacher meeting schedule). The last meeting included a final reflection on
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the part of the teacher, and post classroom observations where I again used the Sheltered
Instruction Observation Tool. Gathering this pre and post data using the Sheltered
Instruction Observation Tool allowed me to see how teachers’ teaching practices changed
and if they incorporated the methods discussed throughout the coaching sessions.
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Table 3
Weekly Teacher Meeting Schedule
Week Procedure
1

2

•

Enrollment meeting

•

Classroom observations using Sheltered Instruction Observation Tool

•

Share classroom observations and Sheltered Instruction Observation Tool
with teachers

•

Set goals based on data obtained from enrollment interview and Sheltered
Instruction Observation Tool

3

4

5

6

•

If appropriate, share first goal-oriented, best-practice method

•

Reflection

•

Share goal-oriented best-practice method

•

Reflection

•

Share goal-oriented best-practice method

•

Reflection

•

Share goal-oriented best-practice method

•

Classroom observations using Sheltered Instruction Observation Tool

•

Final teacher reflection

Data Analysis
As mentioned under the heading Data Collection, all conversations, meetings, and
interviews with teachers were recorded and transcribed. This data was then analyzed to
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look for evidence that supported, answered, or provided insight into the three research
questions.
Holistic Data
As previously stated, these open-ended interviews allow the researcher to see a bigpicture, holistic perspective. They also provide a more culturally grounded and emic
perspective of the subject studied (Mackey & Gass, 2005, p.170). In order to obtain this
holistic perspective, I read over all transcribed conversations to find themes and identify
changes in teacher and coaching practices over time. I kept track of these observations in
the reflective journal, reviewing the journal on a regular, almost daily, basis with the
hope that I would gain insight and answers to my research questions.
The reflective journal and field notes also provided a holistic perspective. The
researcher kept a reflective journal detailing the coaching process, which also included
field notes taken from observations. These writings were reviewed and analyzed in order
to identify areas of growth in coaching skills over time, as well as to identify changes in
teacher practices. Similar to the data collected during the interviews, writings can be
analyzed to look for holistic themes and data. Another benefit to keeping this type of
data is finding unexpected themes, results or information that a researcher may not have
found due to constraints in more structured research gathering approaches. The results
from all data collection techniques were compiled, and the researcher reviewed them
again in order to find answers to the research questions.
Pre and Post Coaching Data Collection
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As mentioned, I conducted teacher observations before the coaching sessions began.
All observations were highly structured due to the use of the Sheltered Instruction
Observation Tool. I checked off the strategies I observed while the teacher was teaching.
Upon completion of the study, I again conducted teacher observations, and checked off
the strategies I observed on the Sheltered Instruction Observation Tool. This provided
me with pre and post data regarding what strategies were being implemented in the
classroom, and the data guided the coaching conversations I had with teachers. It also
provided data to answer the research question, What changes do I see in teacher practices
as a result of coaching? As mentioned, I had assigned each teacher a pseudonym. Any
data collected had the teacher’s pseudonym on it, including The Sheltered Instruction
Observation Tool. The Sheltered Instruction Observation Tool was also dated and
labeled pre or post observation to avoid confusion.
Anderson (1998) provides a variety of suggestions regarding how to guide the
analysis of data collected in the field. For this study, data collected during teacher
meetings and observations was considered field data. Some of these suggestions include:
•

Allocating time for analysis and reflection while in the field

•

Organizing your data and create initial coding schemes

•

Reviewing field notes and listen to, or transcribe, [recordings]

•

Listing any themes, patterns, ideas, or gut intuitions that emerge

•

Generating a list of questions or issues you wish to validate or clarify respondents
(p. 132).
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While following the guidelines above, I collected field data, reviewed it multiple times
per week, and recorded new findings and themes, which were documented in a narrative
form in the reflective journal.
Verification of Data
According to Mackey and Gass (2005), researchers suggest that credible data is
collected over a long period of time to ensure that participants are behaving naturally
with the researcher, avoiding the Hawthorne effect (pp. 179-180). Although this study
only lasted for six weeks, I have worked closely with one teacher for four years, and the
other teacher for two years. I have co-taught in these classrooms, observed their
teaching, and co-planned and collaborated with these teachers. I also know these
teachers on a personal level, and therefore feel that they have a high comfort level with
me. Mackey and Gass (2005) also discuss the importance of conducting observations in
as many contexts and situations as possible to gain an authentic and complete picture of
the research setting (p. 180). To achieve this goal, data collection occurred throughout a
variety of ways, such as through observations, a journal and field notes, and interviews.
Observations also occurred across various subject areas throughout different times in the
day.
It is my hope that even though this study is not generalizable to other settings, the
results may at least be somewhat transferable or useful to other researchers through the
use of thick description. Mackey and Gass (2005) describe thick description as when
“researchers report their findings with sufficient detail for readers to understand the
characteristics of the research context and participants, the audience will be able to

89
compare the research situation with their own and thus determine which findings may be
appropriately transferred to their setting” (p. 180). Therefore, throughout this study, as
much detail surrounding data, results, and findings has been provided. For the purposes
of confirmability, data collected will be included in this capstone, so other researchers
may examine the data themselves. Upon completion of the study, I will share the results
with the participating teachers to gain their perspective and to increase the dependability
of the study.
In order to assure that the data collected throughout this study was reliable and
accurate, I employed methodological triangulation. As noted by Mackey and Gass
(2005) and Anderson (1998), triangulation will increase the validity of the research
results while reducing interviewer bias. Methodological triangulation is the process of
using multiple data-collecting methods to result in the same research findings. Mackey
and Gass (2005) also state that one method of data collection alone may not be adequate,
so using more than one method will better support the study and its findings (p. 181). In
order to answer the research questions posed in this study, refer to table 4 for the types
research questions the data collection tools used to attempt to answer the questions.
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Table 4
Research Questions and the Data Collection Tools
Question
What changes do teachers

Data Collection Tools
•

identify in their teaching as a

Recorded and transcribed interviews and
coaching sessions

result of coaching?
What changes do I see in

•

teacher practices?

My observations using Sheltered Instruction
Observation Tool, before and after the coaching
sessions

•

Reflective journal and field notes

•

Recorded and transcribed coaching sessions

How have my coaching skills

•

Reflective journal and field notes

evolved?

•

Recorded and transcribed coaching sessions

Two of the three research questions use two research methods to collect data, providing
additional authentication and support of the results.
Ethics
Throughout this study, I followed a strict code of ethics. Informed consent was
obtained by participants through the use of an informed consent letter (Appendix D), an
e-mail detailing the participant’s role in the study (Appendix C), and an explanation of
the study and its objectives during the enrollment meeting in an effort to provide full
disclosure of the study. During this enrollment meeting, participants were encouraged to
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ask questions to ensure their understanding of the study and their role, and were told that
they may ask the researcher questions pertaining to the study at any time. They were also
invited to view this document and relevant research materials. Participation in the study
was entirely voluntary, and participants were aware that they could discontinue their
participation in the study at any time, without negative consequences. Informed consent
was also obtained from the elementary school principle and the school superintendent.
All parties involved were informed of the potential risks and benefits of the research.
Specific steps were taken to ensure the confidentiality and anonymity of
participants and the setting of the study. All participants were given pseudonyms. These
pseudonyms were used on all documents and files. For example, the pseudonyms were
used on the Sheltered Instruction Observation Tool during observations, on the digital
recordings, and in the reflective journal. All digital documents were stored in a private,
password-protected computer, and were deleted upon completion of this study and no
identifying information has been used in this capstone regarding the participants and
setting of the study. Transcribed conversations were transcribed verbatim to ensure that
participants’ comments were authentic and not taken out of context.
A research proposal was reviewed and accepted by the Department of Second
Language Teaching and Learning at Hamline University’s Graduate School of Education.
Macky and Gass (2005) state that his process ensures the protection of human research
subjects and complies with federal standards for ethics (p. 37). Every effort has been
made to ensure that this study follows a strict code of ethics, and I bear full responsibility
of this research.
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Conclusion
In this chapter, the methodologies implemented throughout this study were
presented and explained. The rationale for the appropriateness of implementing a case
study approach with regards to answering the research questions was explained. Data
collection techniques, the participants and setting of the study were presented. The
process for data analysis, verification of data, and the code of ethics followed in the study
were introduced. In the next chapter, the results and data collection of this study will be
presented.
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CHAPTER FOUR: RESULTS

This study took place in the elementary school of an independent, international
day school. I worked with two voluntary participants as an ESL instructional coach to
gather data to answer the research questions:
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved?

Throughout the study, data was collected through the analysis of recorded and transcribed
coaching sessions and teacher conversations, a reflective journal detailing the coaching
process as well as thoughts and observations that arose from the process, and pre and post
teacher observations using a Sheltered Instruction Tool (see Appendix E).
This chapter is organized according to the data collected from each participant in
the study, including the researcher. Section one shares information from Jen’s coaching
sessions, section two presents Marie, and section three shares data about myself (the
coach) throughout this process. Sections one and two present data chronologically as it
occurred throughout the coaching meetings (each teacher and I had six meetings
throughout the six-week study). This data is garnered from the recorded and transcribed
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conversations and the reflective journal and field notes. The final sections of this chapter
present connections to the literature review and a conclusion.
Section One: Jen
Our first meeting included an enrollment conversation and set the purpose for our
work together. Jen shared some background information about her class and her teaching
experiences. Meeting two focused on sharing results from the pre and post observational
data from the Sheltered Instruction Observation Tool. This tool indicated that Jen used
nearly all the strategies listed on it. Areas not taught during these lessons included
teaching a grammar structure that supports students’ use of language related to the
content objective and providing students with an opportunity to work with language with
regards to language structure and an academic language function. I shared information
on these concepts with Jen. However, when asked what direction she would like our
meetings to take, she stated the following:
J:

I suppose [I would like to do more] with upfront vocabulary development.

I know I overlook that. Although I do in my mini-lessons at the beginning of new
units or lessons I do for the whole class give the basic vocabulary but there are
definitely areas where I think the ESL kids are understanding and they’re not.
Based on this, I talked about academic language and gave some examples of vocabulary
related to academic language functions. I shared an Academic Language Functions Chart
(see Appendix F) and some ideas from the book Bringing words to life: Robust
vocabulary instruction (Beck, Kucan, & McKeown, 2002).
When Jen asked what academic language is, we had the following conversation:
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E:

It’s the explicit teaching of academic language for the English learners and

for all students. But just to give you an example- and I know this looks
overwhelming at first- (showing ALF chart)
J:

Oh God!

E:

…but this is something I have used with grades K-12. It lists the language

function which means the purpose of our language. The way I’ve used this in the
past, for example…
Then we discuss the other element not observed during my observations of Jen, having a
language objective paired with a content objective.
E:

So what they recommend is that you have both a content and a language

objective. Now I see that as overwhelming at this point…
J:

Well yeah!

E:

…but I don’t think it needs to be every lesson all the time right away- start

with one a week. See how it goes.
Based on Jen’s comment earlier about how she wanted to work more with vocabulary and
her reactions to the Academic Language Function chart and incorporating content and
language objectives, I wanted to share additional ideas that were related to both the SI
Tool and what she wanted to work together on in coaching sessions. Therefore, I shared
information on “bricks and mortar,” terms used to refer to content vocabulary and
academic vocabulary that relates to language functions (Kramer, Lundgren, Mabbot,
2010).
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E:

The other thing I thought of based on this, was some vocabulary. With

vocabulary we talk about bricks and mortar. Here’s an example…the bricks are
more the content words and the mortar are the words that hold all of those
together.
J:

Okay… connecting words. Would you call those connecting words?

E:

You could, especially words like “even though” and “although.” “Either”

would be more of a comparing/contrasting word, but they’re words you would
find on here (ALF Chart). The point is that most teachers teach bricks and few
teachers teach mortar, and the point is that they are equally important. That’s
something we could look into if you wanted, or just vocabulary in general. We
could use Isabel Beck’s model- have you heard of her?
J:

Yes?

E:

She has a 5-day plan for teaching vocabulary. You could teach 8-10

words per week and there are great activities that go along with that to ensure
students are producing vocabulary.
J:

That would be fun because we’ll be starting a poetry unit. So that would

be perfect.
I gathered up some resources on teaching vocabulary and shared them with Jen. At our
next meeting, I asked her if she had time to look them over and if they seemed interesting
or useful. She said,
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J:

Yes it’s very helpful, and of course again it’s information it’s stuff that can

be used for all kids which is great it’s good to have that in my face so that it
reminds me to do this because these things are easy to let slip.
The terms Tier 1, 2, and 3 were new to Jen, so we discussed those and I had a PowerPoint
presentation ready to show her. We discussed the logistics of the 5-day plan and Jen
decided to implement it right away. She provided me with a list of vocabulary words and
I prepared a sample 5-day plan with Smartboard activities for her to use with her class,
making sure she was aware that she could modify things and rearrange activities to suit
her needs. She stated that she liked the Smartboard slides because they were more
interesting looking than using a cardstock word card, as they had pictures of the word
represented in different contexts when possible.
At our next meeting, Jen shared ways that the Smartboard slides were useful and
how she modified them to fit her needs. We also discussed the assessment I created to
see how well students learned the vocabulary during the 5-day plan. The assessment was
an informal self-assessment where students determined their understanding of a word
based on four levels of word-knowledge. Students were to complete the chart in one
color before learning the words, and then complete the chart in another color upon
completion of the 5-day plan.
J:

So I looked over the 5-day plan, then I took the two Smartboard

presentations you made with the vocab words and I put them all in one. So then I
kind of identified different slides I would like to look at each day, because that
would be the mini-lesson, each vocabulary word is almost a mini-lesson, for the
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activities I thought I would focus on -- mostly the same activities but I would do
similes and metaphors- metaphors would be more of a stretch for some kids…
they’ll do something in groups. Then Wednesday, maybe the “show how you
look” I really like that. The assessment, I don’t know… what do you think about
that?
E:

I think this assessment I created doesn’t seem to fit your needs… it seems

like your goal is for students to be using the words productively in their poetry.
J:

Right…

E:

So why don’t you skip that and we can just look at their writing after the

lesson to see how they did.
Finally, our last meeting was a time for discussion and reflection. The day before
the meeting I provided the teachers with the questions I planned to ask, which were based
on the research questions of this study so they had some time to think about their
responses.
E:

What changes, if any, did you see in your teaching as a result of working

together?
J:

I think… an awareness. Awareness is a big deal for me. And just being

more deliberate in my teaching and you know I think that I have always
introduced words or explained words vocabulary words in particular but never in
a systematic kind of way and I always just assume that the kids will get it just by
orally hearing it and I have the word wall and specific words are good but not
enough and it’s not just hearing it and seeing it but actually kids work with them
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too having them constantly…(teacher interruption)… so let’s see- and having a
coach I think just reinforces that and it’s always nice to have somebody to bounce
ideas off of and people see things from particular angles and interests.
E:

Is working with a coach worth the amount of time needed to make a

successful partnership?
J:

Yes, definitely, for sure because you get ideas and my not being

specialized in this area that I think I need that expertise as well, and yes I would
work with a coach again. In a similar fashion or- I suppose that also depends on
the need of the kids. I think time usually is a big factor and just availability
knowing that someone wants to do that.
J:

This question, do you have any suggestions for me to help me be more

successful when working with teachers? I would like to turn this question around
to you- how do you see your role- what have you found in all this?
E:

Oh a lot! It’s painful kind of! (laugh) That part- I think I could explain

things more clearly and concisely, and have some more examples, that’s
definitely something I need to work on… being more assertive sometimes, and
just sharing more ideas.
J:

Yeah, I think having more ideas out there and even coming in and- I didn’t

offer this to you- but to demonstrate and work with the kids- that would be good.
To have more of an active input.
E:

Right and if we would have done this for a longer period of time or at a

different time of the year that’s definitely something I would have liked to do
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J:

That would have benefited us this year to do this from the very beginning

and in this unit with the poetry, we kinda threw it in there and it wasn’t from the
beginning of the plans, so having it start from the beginning would have been
more effective. But definitely it was great to get a taste!
This conversation concluded our meeting and our work together for this study.
Section Two: Marie
When Marie and I met for our enrollment meeting, she shared background
information about her class, as well as her teaching experience. She also shared her
enthusiasm for working together, as she stated that she had not had ESL training in quite
a long time. We set dates and times for me to conduct observations in her classroom,
using the Sheltered Instruction Tool. At our second meeting, I shared the SI Tool with
her. She stated, “This is like-- a lot of words… Okay, so what do we do?” Both Jen and
Marie had the same items checked off the SI Tool. I shared with her that one of the items
I did not observe was teaching a language structure. The term was new to her, so I shared
some examples and the Academic Language Functions Chart. I continued, by saying:
E:

So a chart like this can help teachers make sure they are teaching both the

content and the language all day long. So it’s a way to…
M:

I’ve not had something written out for a LO for science. So I should… To

me that’s like… What? Are you kidding?... but I think in terms of vocabulary a
lot and using vocabulary, but to me I could see… well they’re just LOs so they
won’t have to be I can’t imagine I’m teaching my science lesson and then I have
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my LO for the science period. If you know your language objective… We’re
talking about oral language?
E:

It could be listening, speaking, reading, or writing (LSRW).

M:

Well that’s language arts, is what that is.

E:

Right, but in terms of science then.

M:

You’re saying that for every science lesson I plan I have to have listening,

speaking, reading, and writing? And every math? What’s the model that I should
be aspiring to? Is that- I have to do this? Okay… I mean…”
E: Yes, but I think you already do a lot of this it’s just thinking about it in a
different way. The main goal of this … for ESL teachers, we can only directly
support our kids 40 min per day, through this model classroom teachers are able
to support them and continue their language development all day long. Even
though you’re already doing that, [this chart and the language objectives] the next
step is to explicitly state it.
After this discussion, I asked Marie what she would like the focus to be of our coaching
meetings. She stated,
M:

“But… I know I’m supposed to be the reflective one, but I don’t have all

of these…
E:

Tools?

M:

…your lingo off the top of my head, to be able to isolate it… so if you

gave me a list of here are 10 things … that would be helpful for me or you could
just tell me.”
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E:

Okay, or if you gave me an objective of what you’re working on, I could

give you some examples of how I would write language objectives or provide you
with some other ideas we could do like regarding vocabulary development.
Marie preferred the second idea, and shared her science curriculum with me. She and I
continued to talk about language objectives and I shared ways in which I have seen her
teach language in the classroom. I explained that she is already doing a lot of this. The
next step is explicitly stating it and ensuring that it is intentional.
E:

I think you already have your kids doing this- you just don’t have it

explicitly written this way. Like you said, you have your kids doing this all the
time.
M:

The whole thing about it is in math and science standards they have a

whole thing about communicating. I mean it’s embedded in there.
E:

I see…

M:

I’ll try it, and see what happens.

E:

Okay- that’s all we can ask for. I feel like I’m not explaining this as well

as I’d like to, and I haven’t had the opportunity to do it as much as I want to, so I
don’t have as many examples to pull from.
M:

I feel like- maybe I don’t know them- I don’t know the ESL progressions

enough. Like if you ask me- I can tell you where they are in math, this person’s
concrete, etc. … I don’t feel like I’m in tune enough with the progressions of an
EL to articulate… I don’t know enough I guess. I don’t think about them in that
way.
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E:

Well, in a way that’s a good thing. If you’d like, I can give you the stages

of language acquisition, I also have something that says like at this stage, these
are the next things for them to work on them with…
Finally, towards the end of the meeting, we discussed what would take place at our next
meeting.
M:

Okay, so I’m going to give you science content objectives and language

objectives… which I’ve never thought about but…
E:

If that’s the direction you’re okay with going.

M:

Well, you want it for the lessons I already did.

E:

Oh no, just the content objectives for the lessons I observed. Okay… well

I’ll think about what we’ve talked about and find and create some better (meaning
suitable to her curriculum) examples of language objectives.
At our third meeting, Marie shared with me how what her language objective was in
science and how she taught it.
M:

So we were teaching a lesson on ordering and arranging rocks, and we

were using words- when we were ordering and arranging them we had a scale
from smallest to biggest, so there’s small, smaller, smallest, big, bigger, biggest,
we did it for shiny and dull- most shiny, most dull, um… and also for size, shiny,
dull. oh- texture. So roughest and smoothest. It was interesting because they got
that there was the order of it, but when you say okay show me the roughest,
they’re here, and they knew it would go that way (points to the right) but actually
it was-smoother – you know what I mean- and we had to figure it out where we
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actually go from the middle, rough rougher roughest, smooth, smoother,
smoothest…I was introducing the language and I said now you practice saying
that and then they would practice saying that with their partner and even when I
heard a native English speaker saying this is the first, second I said no, let’s talk
about these kinds of words- so this is bigger, this is the biggest rock you and have
so then just remembering first second third or ordering words in a different way
but let’s use the specific language of rough, rougher, roughest.
E:

Perfect. And that’s so ideal because that’s just exactly what I’m talking

about, having all kids benefit from this, not just the ELs, and that’s exactly what
we would hope to happen.
M:

I want to say thank you to you because if you didn’t say- I had to do a

little bit of thinking ahead of time, like specifically, ‘what do I want?’ Because I
knew I was going to have the kids over here and we were going to sort and
arrange a little bit, but I had thought, ‘okay, I’m going specifically going to try to
get “big bigger biggest,”’ so now I’m aware of it, and then they became aware of
it, and now they’re acquiring it.
E:

And I think if I had done a better job explaining it maybe you wouldn’t

have had to do so much thinking about it! But that’s exactly what I would do too,
think about the language I want them to produce and work backwards to plan my
LOs from there.
Marie and I then determined our next steps together. We decided to do some coteaching,
and set up a plan.
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E:

We don’t have to do it this way, but what I’ve done in the past is we’ll sit

down and you’ll share the content objective and then I would use that to figure
out a possible language objective, and then we’d decide if that works and then
we’d go from there. Then if it’s best done in a whole group we’d team teach,
otherwise we could split the class or like in your room how we used to do
rotations.
M:

I think- Let me do the beginning part [of the lesson] but I think we’re

going to be looking at our vials and saying, ‘Oh wow, I notice on the bottom
there’s coarse rough stuff- that’s sand, on top of that there’s a smooth layer that’s
silt…’ So it’d be like top, middle, bottom, water, silt, sand. I think.
E:

Okay- so words like above and below, in between….

M:

I’m not sure- isn’t it top, middle, bottom… above, below- oh yeah, you’re

right.
E:

Like comparing, and using some prepositions… Either set of words would

work, it just depends on what language you would like the kids to produce.
During our fourth meeting, Marie and I talked about how the coteaching went. We
agreed we’d like to do it again. We also talked about language objectives from the cotaught lesson.
M:

To me it’s just now that you’ve brought it to my attention, it’s like okay-

now I’ll try to do it. And then something comes up. Like, it’s very obvious that
that one was prepositions. So I’ll figure out what those language objectives are.
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E:

I loved how you did that last time- with the warm up and Simon Says (to

practice prepositions), they just seemed to love it. And your students were so
excited to use the terminology!
Marie shared that she was pleased with how students used the language orally, and her
next step was to see how well they incorporated it in their writing.
At our final meeting, I asked Marie how incorporating language objectives was
progressing in her classroom.
M:

Well reflecting on this past week, I don’t specifically remember all the

details and stuff, but I remember thinking… that I feel like I’m trying to force this
too much. Like I felt okay, I have the LO, but it felt forced to me. Which is…
whatever, you’re trying something new, but I do have this awareness of that I’m
doing this stuff regularly anyway, so last week was just a little bit forced. That’s
all.
E:

Well I can appreciate that- and sometimes a certain LO will fit so

naturally, like the last one, and then other times it’s kind of … yeah it works, but
it doesn’t work as well…
M:

Yeah, it worked but it kinda broke up the science flow and got me off my

pacing or whatever.
E:

Okay. And do you think- I mean I would say you wouldn’t have to have

one for every lesson, you could have one for the week and see how that goes.
M:

Right, no I did think it had to be for every single lesson
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E:

I don’t think it does- it would be great if it could, but I think increasing

awareness right now is the biggest part, but like you’re saying if it feels forced or
doesn’t quite fit in and you want to really just focus on the science lesson that’s
okay and you keep in mind that you’re focusing on language in so many other
areas, and having language objectives in other subject areas, or maybe you’ll
decide ‘I’m not teaching a grammatical structure this time because I’m doing all
this work on vocabulary…’
Marie then made a comment about how teaching language objectives may make her more
accountable for covering the standards stated in the various curricula she uses.
M:

If I read the math or language arts listening and speaking objectives you

think as a teacher, oh yeah I do that all the time, so even though we say we do that
all the time, now I feel like if I got those [objectives] out I could say for sure we
did that today or last week, I could tick them off and know for certain that I taught
those to my students.
E:

So, the biggest question is, what changes do you see in your teaching as a

result of working together?
M:

To me I think it’s been a nice reaffirmation of some things, and that’s

good to know, also reiterating and bringing forth to light LOs. Oh yeah I think I
do these things all the time but now I know what I am explicitly targeting in this
lesson. And doing it. And teaching- I mean I did some clear language big, bigger,
biggest, comparing, some good language in the midst of doing science, and
explicit- top middle bottom so I wouldn’t have been that explicit with it otherwise
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and it was easy to do, and helpful and purposeful, and helpful to everybody, not
just the ELs.
E:

If you did learn something from working together, will you implement it

in your future teaching?
M:

Yes! Of having explicit objectives and bringing that to the forefront, and

then being able to see these are different language objectives, and sentence
structures, that nitty gritty that you know as a language teacher, … it’s not- I
mean that’s the whole thing it’s stuff that we do, but having it clearly, explicitly
said, like you know you can do direct instruction on whatever…
E:

Did you feel like working together was worth the amount of time spent in

meetings and planning?
M:

Yes! Is working with a coach worth it? That’s what you’re asking? Yes!

E:

Okay good. That’s good to hear. I always wonder that… especially at this

time of year, people are so busy…
M:

People are always busy. You’re busing in the beginning, the middle, and

the end of the year. If you wanna say, come on, let’s spend 20 min. this week and
it’s just one of the other things you do, then it’s just one of the things you do
E:

And then do you have any suggestions for me to help me be more

successful when working with teachers?
M:

I would have welcomed more feedback from you. Like if you’d said, ‘why

don’t you try to do this.’ I’d be happy to watch and learn from you. I feel like I
never get out of my classroom, and I never get to see other things.
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This concluded my work with Marie.
Section Three: The Researcher
Throughout this novice experience in instructional coaching, I experienced
changes throughout my coaching practice, as detailed in the recorded and transcribed
coaching conversations and the reflective journal and field notes. My initial observations
were logistical. For example, I realized that I was taking copious amounts of notes
during meetings when recording. This seemed to distract the speaker and disrupt the
flow of conversation, as they would wait for me to finish writing before continuing
speaking. After our meetings I was able to refer back to the recordings, so detailed note
taking during the meetings was not crucial. I also realized I needed to allow for longer
wait time when asking a question. The recorded sessions showed me that I was
occasionally uncomfortable with silence, so I looked to eliminate it by further explaining
or re-stating my question, instead of providing the teacher with enough time to reflect on
the question I have asked. I learned to count to ten before restating or adding to the
question in order to avoid this. I also realized I had a habit of interrupting or adding to
teacher’s speech by saying, “mmhmm,” or “yes.” Although my intent was to show
support and accordance with what the teacher was saying, it seemed to prevent teachers
from elaborating or speaking because they felt I had an understanding of what they were
saying so they did not need to continue.
Even though I had worked with the two teachers before in a close capacity, I still
felt uncomfortable and occasionally timid during coaching meetings. This could have
been due to the fact that I did not feel I had enough training as a coach to build my
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confidence, that I regarded the teachers I worked with as experts but did not feel like an
expert myself, or simply that we were working together in a new and different capacity.
The reflective journal showed evidence that I gained a higher comfort level with the
teachers over time, and that I did have new, pertinent information to share with the
teachers that they did not previously know. For example, early in the study, I wrote the
following:
I have some feelings of apprehension or worry surrounding the fact that the two
teachers I am working with are expert teachers, and have been teaching for many
more years than I have. They each have had a variety of international experiences
and have taught English learners and diverse populations throughout their careers.
I hope I will have something to teach them! In my experiences working with
them in the past, I have learned so much from both of these teachers. They have
helped me become the teacher that I am today. I hope to contribute to their
professional growth they way they have for me.
After my coaching meetings about halfway through the six-week period, I wrote about
how I was no longer anxious about the meetings. I attributed this to the fact that both
teachers had shared positive comments about the materials and ideas I had shared in
previous meetings and we were settling into a comfortable routine.
I also struggled between finding a balance between bringing too many ideas or
not enough ideas to the coaching meetings. Both teachers alluded to the fact that they
would have liked more ideas from me. However, they also showed evidence of feeling
overwhelmed, making it difficult for me to know when to share more or when to stop.
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Time was an on-going issue throughout this project. I felt like my time with teachers was
limited, as well as my time to work on this study, as analyzing the conversations and
writing in the reflective journal were time consuming. Upon reflection of the study, I
have always been successful at time management. I cannot think of ways I could have
reallocated time or better managed it to have more time to work on this study.
Connections to the Literature Review
While I was surprised that both teachers had the same items checked off on their
SI Tool during the observations, I was not surprised by what the unchecked items were.
The unchecked items relate to the specialized training in the field of linguistics that an
ESL teacher receives, but that a general education teacher does not. These findings
correlate to research from chapter two. For example, Kramer, Lundgren, & Mabbott
(2010) state that ESL teachers must share their knowledge of academic language with
general education teachers to support ELs all day long in the general education
classroom, as classroom teachers do not receive this specific training to support ELs.
These findings also provide evidence to support the benefits of collaboration
between ESL and general education teachers, supporting this ecological service delivery
approach, as these teachers were unaware or unsure of how to incorporate the teaching of
academic language and other linguistic concepts important to the success of ELs
(Kramer, Lundgren, & Mabbott, 2012). For example, the following conversation
occurred with Jen just after my initial observations in her classroom. We were sitting
together looking over the results of the SI Tool.
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J:

The grammar structure… this is something I would need to work on-- I do

as I see…I do it as I see it in the kids work but I don’t do it ahead of time
E:

That’s a big one.

J:

That is a big one- that’s a hard one to do. It’s hard because they’re all in

different places. Especially the beginning ones, they’re struggling in so many
ways, if they get out some phrase that I can understand I think that’s great. If I
start correcting them then they’ll never talk! It’s kind of like handwriting- that’s
my least priority.
Based on the conversation above, Jen may not be aware that there are meaningful,
content-based ways to teach grammar, and the various needs throughout her class could
be targeted through flexible grouping and brief mini-lessons during the class writing time
based on student writing samples. Working with an ESL coach may benefit her in these
areas. In the conversation below, Jen has not yet had training on academic language
functions or the teaching of social versus academic language, components in which ESL
teachers are highly trained.
J:

The academic language function… what does that mean?

E:

I have a chart I will show you. Here… It’s more… thinking about the

purpose of [student] writing, for example you guys just did some persuasive texts,
so the ALF would be persuasive writing, and then there’s a variety of – basically
I’ve seen you teach some- a lot of this stuff already. So basically making sure
they’re using appropriate language on that higher, academic level.
J:

Okay. And what’s CALP?
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E:

CALP is cognitive academic language skills, so more content area, so that

academic vocabulary. Think of social language vs. academic language.
Instances such as these show the importance of ESL and general education teachers
collaborating to support learners in the classroom. Both teachers bring a different area
expertise. When working together, these two areas of expertise can create an ideal
learning situation.
Both Jen and Marie discussed the fact that working with a coach did increase their
level of awareness regarding their teaching practices, and they are now teaching in a
more deliberate way. This relates to research conducted by Tschannen-Moran (2011),
Knight (2007 & 2011), and the study conducted by He, Prater, & Steed (2011), stating
that teachers benefit from and reach their goals when provided with consistent, on-going
support from someone trained in the professional development being shared. According
to the same researchers, as well as Lofthouse, R. et al (2010), the fact that teachers
repeatedly implemented the research-based methods shared by the coach should have
helped them process what they learned and deepened their understanding of the practice,
increasing the likelihood that the teachers will continue to implement these methods in
their teaching long-term.
Conclusion
This chapter presented the data collected from the recorded and transcribed
coaching sessions and teacher conversations, a reflective journal detailing the coaching
process as well as thoughts and observations that arose from the process, and pre and post
teacher observations using a Sheltered Instruction Observation Tool. Chapter five

114
discusses the findings of the study, as well as implications, limitations, and suggestions
for further research.
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CHAPTER FIVE: CONCLUSION

Throughout this study on ESL instructional coaching, I answered the following
research questions:
•

What changes do teachers identify in their teaching as a result of coaching?

•

What changes do I see in teacher practices?

•

How have my coaching skills evolved?

To answer the questions, data was gathered from coaching conversations, a reflective
journal, and teacher observations based on a Sheltered Instruction Observation Tool.
This chapter contains information based on the major findings of the study and
connections to the literature review, the limitations of the study, implications, and
suggestions for further research.
Major Findings
In response to the research question, what changes do teachers identify in their
teaching as a result of coaching, both teachers stated that they felt an increased level of
awareness and were more reflective practitioners and taught in a more systematic way
due to working with a coach. Evidence showed one teacher, Marie, experiencing a shift
in mindset regarding her teaching as she began to view all her curriculum through a
different lens. As data showed from chapter four, once the concept of language
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objectives was presented to her, she began to automatically identify language objectives
and the linguistic needs of her students. She talked about how the language objective
became very obvious to her for certain lessons. Marie experienced a shift in emotions,
where she initially felt overwhelmed and frustrated by our coaching conversations, and
then felt excited as students were successful as a result of her implementation of the
practices discussed in the coaching sessions. She first believed that implementing
language objectives alongside content objectives was unmanageable, and then found that
it was very feasible and had great results in the classroom. She also found these concepts
to be beneficial to all the learners in her classroom, not just the ELs. Jen also made
comments relating to how the work we were doing together benefited all her students.
This provides further support to the importance of ESL teachers and content area teachers
collaborating and sharing their areas of expertise.
There were two situations where the teachers wanted additional or different
support that was not consistent with best practices of instructional coaching, as found in
the literature review. For example, both teachers stated that they wanted me to be an
active participant and teacher model in their classroom. While this could be incorporated
into coaching, it is not an essential component for coaching success. At one point, Marie
said, “If you could just tell me [what to do].” While I understand that Marie was feeling
frustrated and overwhelmed by the information being shared with her, a coach’s role is
not to tell a teacher what to do.
When analyzing the data to determine the changes I saw in teacher practices, I
found that teachers do implement the concepts and practices shared by a coach. Both
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teachers showed evidence of modifying the best practices shared by a coach to suit the
needs of their classroom. Marie became excited by the results of implementing the
practice, and felt like she better knew how to target and teach to the linguistic needs in
her classroom. My study did not determine whether or not teachers continued to
implement these practices over a long period of time.
Finally, research based on the question, how have my coaching skills evolved,
yielded various findings. I learned to be more efficient with the way the meetings were
handled; for example I would not take notes during the meetings and I learned to always
start the meetings by stating the agenda or purpose of the meeting. Note taking seemed
to distract the speaker at times and seemed to interfere with the flow of the meeting. I
allowed for more “wait time” when asking a teacher a question and was careful not to
comment until I knew the teacher had completed her thought. I experienced less anxiety
and gained a higher comfort level with the teachers, though the feeling of having little to
teach these expert teachers never fully dissipated, even though the teachers expressed that
they were pleased with what they gained from our meetings. I found that each coaching
session could be a continuation of the previous meeting, not an opportunity to start a
completely new initiative, which would have been much too overwhelming for teachers.
It is important for the teachers to gain practice and continue applying a new method or
practice with support before moving on to the next initiative. I struggled between sharing
too many or not enough ideas during the coaching meetings, and never found a solution
or balance to remedy this issue. At times both teachers expressed that I shared too many
ideas and resources, yet at other times they wished for more. Perhaps working with the
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teachers for a longer period of time and knowing their personalities better could have
helped me with this, as well as having a wider range of resources to pull from.
Connections to the Literature Review
Based on my classroom observations and what the teachers in the study shared
with me, two essential components of ESL instructional coaching were met through this
study. As stated in chapter one, Brown (2005) shares the concern about pull out or push
in programs, that the linguistic needs of ELs are not supported all day long in their
general education classroom. Both teachers in the study provided language specific
instruction while an ESL teacher was not present in the classroom. Brown (2005),
Varella (2010), and Echevarria, Vogt, and Short (2008) also stated that ESL-specific best
practice methods benefit all types of learners. Both Marie and Jen discussed how the
changes they made in their teaching due to working with an instructional coach benefited
all learners in their classrooms. The classroom teachers were providing language
instruction to their students when an ESL teacher was not in the classroom and this
language instruction was beneficial to all students, not just the ELs. For example, Jen
stated that the vocabulary resources I shared with her were “use[ful] for all kids,” and
Marie talked about her native English speaking students acquiring the specific language
she taught for her academic language objective. Marie also stated that implementing
language objectives helped her ensure that she was teaching all the listening, speaking,
reading, and writing objectives in the various curricular areas. Jen also shared that one of
the reasons she enjoyed working with an ESL coach was because it gave her ideas and
that she is not specialized in ESL, so she benefited from the partnership.
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Results of this study provided support to the importance of general education and
ESL teachers collaborating. For example, Kramer, Lundgren, & Mabbott (2012) and
Brown (2005) shared that the specific knowledge of ESL teachers, such as applied
linguistics and language acquisition, are areas that general education teachers are less
familiar with. This relationship between both teachers creates a perfect partnership for
teaching success. This statement is supported by the difficulties both Jen and Marie
shared when trying to comprehend academic language instruction and implement it in
their classroom. There was a lot of teaching that had to be done by the coach to help the
teachers understand the ESL-specific concepts that need to be implemented in their
classrooms. For example, Jen’s exclamation, “Oh God!” when looking at the academic
language functions chart indicated that this was too much information and it created a
stressful situation for her. When discussing the implementation of language objectives
and academic language functions, Marie also made comments indicating that she was
overwhelmed. She said things like, “This is a lot of words… Are you kidding me?... I
have to do this?” As shared in the research on successful implementation of teacher
change by Tschannen-Moran (2011) and Knight (2007 and 2011) in chapter two, there is
a much higher implementation rate of best practice methods for teachers when working
with a coach. This also provides further support to the importance of a teacher
partnership, as the ESL teacher can facilitate this process and support the teacher, instead
of the teacher becoming frustrated and not implementing the new practice.
Both teachers showed evidence of adapting methods shared by the coach during
the study. Marie took the concept of language objectives and found language objectives
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to teach in all her science lessons. Jen modified the vocabulary plan to suit the needs of
her classroom. Rutherford (2012) shares that when teachers adapt methods shared by a
coach, they are more likely to successfully implement these methods long-term.
Limitations
Initially I had hoped to work with three to four teachers in this study. However,
only two teachers responded to my recruitment e-mail stating that they would definitely
like to participate in the study. I felt it was better to only work with teachers who were
fully interested and invested in the study and able to devote a certain period of time to
working with me, though it is very possible that the two teachers who did volunteer only
did so as a favor to me, given our past working relationship. Working with two teachers
benefited me throughout the study because preparing for the coaching meetings, keeping
the reflective journal, and transcribing the meeting notes was more time consuming than I
initially anticipated. Working full-time while conducting this study was not the ideal
situation, as I was challenged by time management with keeping up with my job and
simultaneously conducting the study.
In the future, a similar, more credible study could be conducted. I believe it
would be better to work with more teachers over a longer period of time in various
schools in diverse settings to collect more data from a broader population. It may also be
beneficial to elicit anonymous feedback from the teachers at the end of the study.
Implications
Results from this study indicate a number of potential implications or findings for
instructional coaches and schools employing an instructional coach. As stated, teachers
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do implement the concepts shared during coaching sessions, and they do see a change in
their own practice. However, based on the results of this research, change is not easy,
even with one-to-one support from a dedicated coach. Change takes time, support, and a
large element of teacher choice. Even with these factors in place, it may not happen
quickly, or at all.
Based on my experiences throughout this study, my advice for future coaches
include ensuring a high level of coaching training in order to feel confident and
knowledgeable. Be sure to have a coaching philosophy that can be shared with the
school so both the administration and teachers have an understanding of what working
with a coach entails.
Work in as many classrooms across as many grade levels as possible to increase
your knowledge and expertise. I felt fortunate to have a relatively diverse teaching
background. Before taking on this coaching role, I had over a year of teaching
experience in grades preschool through five, and had also worked for shorter periods of
time with middle and high school students. Knowing the curriculum and the goals of so
many grade-level teams allowed me to give a unique, “vertical” perspective. For
example, when a fourth grade teacher was wondering how fifth grade does word study or
how the third grade team runs their writer’s workshop, I knew the answers. This allowed
for vertical alignment, giving teachers a better picture of where kids were coming from
and where they were going. It also was much faster to ask someone present in the
discussion with the perspective of the group, as opposed to contacting someone else from
another grade-level team.
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Work hard to be comfortable with different types of personalities and do not over
analyze coaching situations. One of the teachers I worked with in the study has a very
direct, frank manner of speaking. Throughout our longest coaching session, I felt
uncomfortable and intimidated by her direct questions and mannerisms. After this study
was complete, I realized that the teacher would have preferred me to speak to her in the
same frank, forthright manner that she spoke to me.
Meet often with administration to gain support and ensure common goals. As
stated, I had a weekly meeting with my principals. This provided me with direction for
my all-faculty presentations and allowed me to share my ideas or ask for advice.
Further Research
As this study only lasted for six weeks, I would like to know if teachers continue
to implement the practices shared by the coach. I am curious to find out if working with
a coach for a longer period of time would have an impact on the duration of time that a
teacher would continue to implement practices shared by the coach. In other words, does
the amount of time spent working with a coach impact the duration of teacher
implementation regarding the practices shared by a coach? I would like to check in with
these teachers in one year, and again in five years to determine whether or not the
teachers continue to use the practices shared during coaching sessions. I would like to
know how the results of my study compare to a study conducted on a larger scale, for
example with more teachers across multiple districts. This study also could have been
modified to determine how ESL coaching impacts student learning for ELs and for all
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students. As mentioned in the literature review, we know it make sense that it would
have a positive impact, yet there is not much concrete research conducted on the topic.
Conclusion
This case study on ESL coaching gathered data from various qualitative measures.
Important findings include that teachers felt an increased level of awareness, were more
reflective practitioners, and taught in a more systematic way due to working with a coach.
They implemented and adapted the practices shared by an instructional coach. They
enjoyed working with a coach, and found it beneficial to themselves and their students.
The collaborative relationship between ESL teachers and general education teachers is
crucial for the success of ELs and benefits all types of learners.
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APPENDIX A
ESL Coach Job Description
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Elementary ESL Coach – 2011-2012

Job Duties and Responsibilities for Grades 1-5
•

Provide coaching support for teachers or teams of teachers either modeling or
observing in a formative way and providing feedback through reflective dialogue
utilizing the following structure: one-on-one demonstration, observation, debriefing,
and classroom follow-up

•

Provide instruction on adding academic language and ways to differentiate units
using the UbD format

•

Analyze and monitor ESL data, long and short term

•

Utilize assessment data to monitor student progress and to modify ESL instruction
according to data on a regular basis

•

Provide resources to support professional growth

•

Facilitate parent information and education sessions

•

Teach any “extra” ESL classes that do not fit within the other ESL teachers’
schedules

•

Attend curricular meetings and add ESL accommodations and differentiation ideas to
Atlas Rubicon for grade levels directly taught

•

Screen potential incoming students and assist with the KG ESL screening

•

Monitor, assess, and keep updated files for all advanced ELs

•

Work and check in with all teachers of advanced ELs to assist with providing
differentiated ESL-appropriate instruction

•

Communicate with families of advanced ELs

•

Serve as an active member of the school’s Student Support Services Team

•

Attend a weekly meeting with administration

•

Other duties as assigned
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APPENDIX B
ESL Exit/Entry Criteria
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Beginner

Intermediate

Advanced:
Monitor
Status*

No ESL /
Exit
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Speaking
and
Listening

LAS Level 1

LAS Level 2 or 3

LAS Level 4

LAS Level 5

MNSOLOM
Matrix

MNSOLOM Matrix

MNSOLOM
Matrix

MNSOLOM
Matrix

Total: 22-29

Total: 28-30

LAS Level 2 or 3

LAS Level 4

LAS Level 5

DRA / Fountas
and Pinnell Level

DRA / Fountas
and Pinnell
Level

DRA / Fountas
and Pinnell
Level

 Gr. 1: fewer than 3
months below grade
level
 Gr. 2: 3 months
below grade level
 Gr. 3: 1 year below
grade level
 Gr. 4: 1 year below
grade level
 Gr. 5: 1 year below
grade level

 Gr. 1: on grade
level
 Gr. 2: fewer than 3
months below
grade level
 Gr. 3: fewer than 6
months below
grade level
 Gr. 4: fewer than 6
months below
grade level
 Gr. 5: less than one
year below grade
level

Total: 9-21

Total: 0-8

Reading

LAS Level 1

 Gr. 1: 3 months or
more below grade level
 Gr. 2: 6 months or
more below grade level
 Gr. 3: 1 1/2 years or
more below grade level
 Gr. 4: 2 years below
grade level
 Gr. 5: 2 or more years
below grade level

Writing

LAS Level 1

LAS Level 2 or 3

LAS Level 4

LAS Level 5

6-Trait Writing
Rubric

6-Trait Writing
Rubric

6-Trait Writing
Rubric

Gr. 1-5: 1 or 2 on each
trait

Gr. 1-5: 2 or 3 on each
trait

Gr. 1-5: 3 on each
trait

*A student may exit ESL based solely on the LAS scores and the recommendation of both ESL
and classroom teachers.
The decision to exit a student from the ESL program is made by looking at a combination of
assessment scores (see chart above) and MAP scores (grades 3-5), daily classroom
performance in academic subjects, and in consultation with classroom teachers and the ELL
team.
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APPENDIX C
Teacher Enrollment E-mail

Dear Classroom Teachers,
I am writing to you to ask if you would like to take part in the research I am conducting to
complete my MA ESL degree.
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My research is designed to explore the following questions:
•
What changes do teachers identify in their teaching as a result of coaching?
•
What changes do I see in teacher practices?
•
How have my coaching skills evolved?
The best practices shared in coaching sessions would be surrounding English learners (ELs).
Please bear in mind that even if you do not have students enrolled in the ESL program, you
would still benefit from this study. Our school is linguistically diverse, and in general, all
students benefit from the types of teaching that benefit ELs. For more information, the details
of this research can be found in the attached letter.
If you agree to work with me, I would observe your teaching at least twice (once before and
once after the study), we would have a weekly meeting (30-40 minutes) from around April 16 to
June 1, and our coaching-related conversations would be recorded. Upon completion of the
study you would have one open-ended question to answer. Questions that would guide our
conversations include the following:
1. What are your students’ strengths and weaknesses?
2. Are there any areas in which you feel you could better support the ELs in your classroom?
If so, what are they?
3. What kinds of professional learning are most or least effective for you?
4. Do you have any professional goals related to ESL? If so, what are they?
5. What changes do you hope to see in your teaching as a result of working with a coach?
These questions, as well as a Sheltered-Instruction observation tool that we would complete
together, would guide our coaching conversations and you would have choices as to what types
of ESL-related strategies you would like to incorporate in your classroom.
I understand that this is a substantial time commitment at this time of year, so please know that
I plan to only work with a few teachers who are willing to share this time with me. Benefits to
you would be incorporating research based, best practice teaching strategies for the ELs in your
classroom and collaborating with an ESL specialist. For the teachers I currently work with, taking
part in this study would not result in any extra time from you, but may change the focus of our
conversations.
If this study interests you, please print, sign, and return the attached form to me. If you have
any questions or would like more information about the study please feel free to e-mail or speak
with me.
Sincerely,
Elizabeth

131
APPENDIX D
Teacher Permission Form

March 21, 2012
Dear Teachers,
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I am completing a master’s degree in English as a second language (ESL) at Hamline
University. As part of my graduate work, I plan to conduct research from April 1-June 1,
2012. The purpose of this letter is to ask your permission to take part in my research.
The final product will be a printed, bound capstone (thesis) that will be shelved in
Hamline’s Bush Library. I may also publish or use my findings in scholarly ways in the
future.
My research will be based on our coaching conversations and sessions. With your
knowledge and permission, I will record our coaching-related conversations, which will
then be transcribed and analyzed to answer the following research questions:
• What changes do teachers identify in their teaching as a result of coaching?
• What changes do I see in teacher practices?
• How have my coaching skills evolved?
I will also keep a reflective journal and notes regarding the content of our coaching
conversations. I will report this information in my capstone.
If you choose to participate in my research, your identity will be protected. No real
names or identifying characteristics will be used. I will use pseudonyms and a number
code in my notes and on any documents used throughout the study. Recorded
conversations will be recorded through the use of an iPod with a TuneTalk recorder.
These sessions will be uploaded to my password-protected computer, and then deleted
from the iPod. Upon completion of the study, all notes and documents will be shredded,
and audio conversations deleted. I will use pseudonyms in the capstone. You may
choose not to participate in this study at any time, without any negative consequences.
I have already received permission to conduct this research from our principal, ---, from
our superintendent, ---, and from the Hamline University Graduate School of Education.
Please return only the second page of this permission form to me at your earliest
convenience. Feel free to contact me (----) at any time with any questions. You may also
contact Ann Mabbott, Ph. D., my capstone advisor and the director of Hamline’s center
for second language teaching and learning (---).
Sincerely,

Elizabeth Carpenter, MAT
Elementary ESL Teacher
March 2012

Dear Elizabeth,
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I have received and read your letter about conducting research throughout our
coaching sessions and conversations. I understand that your goal is to find out what
changes I as a teacher identify as a result of coaching, what changes you see in my
teaching as a result of the coaching process, and to see how your coaching skills have
evolved over time.
I give you permission to use information from our coaching sessions. I would
like to participate in the research that is part of your graduate degree program. I
understand that all results will be confidential and anonymous and that I may stop taking
part at any time without negative consequences.

Signed:
________________________________________________________________________
Date:
_________________________________________________
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APPENDIX E
Sheltered Instruction Observation Tool
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APPENDIX F
Academic Language Functions Chart
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Academic Language Functions
Academic
Language
Function
Seek
Information

Student Uses
Language to:

Inform

Identify,
report, or
describe
information

Compare

Describe
similarities
and
differences in
objects or
ideas

Tasks Associated with
Academic Language
Function
Define, count, draw, identify,
indicate, label, list, match,
name, point, recall, recite,
reproduce, repeat, trace, write,
state, select, record, attributes,
characteristics, main idea
Retell, recount, reorder,
represent, depict, paraphrase,
summarize, give examples,
draw, explain, conclude,
convert, describe, prepare,
transform, translate, restate,
rewrite, prepare, give in your
own words, generalize,
extrapolate
Distinguish, compare, contrast,
group, identify, illustrate, point
out, recognize, separate,
describe, attributes,
commonalities, differences,
differentiate,

Order

Sequence
objects, ideas,
or events

Organize, develop, discover,
complete, process, outline,
order

Classify

Group objects
or ideas
according to
their
characteristics

Analyze

Separate
whole into
parts; identify

Observe and
explore;
acquire
information;
inquire

Language Structures/Key Signal
Words

Questions Commonly Asked

To be, action verbs, prepositions

Who ____?, What happened?,
Where did it happen?, When did it
happen?, Where did you find that?,
How do you do that?

Adjective use, descriptive language,
superlatives/comparatives,
_____said, the book says, first,
second, next, etc., according to

Retell the story in your own words.
Summarize the chapter on
_______. What happened?, Report
your findings., Describe the main
character. Tell about ____. What
happened? Show how____.

However, but, as well as, on the other
hand, not only….but also, either….or,
while, although, unless, similarly, yet,
compared with, similar to, different
than, and yet, as opposed to,
alternatively, apart from, by contrast,
contrary to that, conversely, in spite of
this, nevertheless, nonetheless,
notwithstanding, regardless,
some….., but others, still, then again,
by the same token, correspondingly,
likewise, too
First, second, third,….
Next, before, after, afterwards, later
on, time, not long after, now, as,
when, immediately, preceding,
initially, meanwhile, following, until,
soon, today, as soon as

How are ____ and ____ the same?
Different? Compare _____ and
_____. Describe ____. Now,
describe ____. Do either of these
______? What makes ____the
same? What makes ___ different?
How do we know the difference
between __ and __?

Classify, break down, arrange,
organize, categorize,
construct, create, generate,
summarize, criteria, preclude,
include, arrange, group,
genres

Descriptors, adjectives, kinds, types,
traits, characteristics, an example of,
list

Analyze, calculate, choose,
classify, criteria, diagram,
break down, categorize,

Is a part of, is related to, to be, same,
different, similarities, differences, the
common traits, to, so that,

What color is __? What size is __?
What is the texture like? What
types of ___ are represented here?
What traits do these ___ have in
common? What characteristics do
these have in common? What
makes these different? Sort these
by ______ (size, color, texture,
shape, etc.)
What is the difference? How is/are
they related? Why is
_____important? Are they common

Put these in chronological order.
What happened first? (Second,
later, last, etc.) When was _____?
What would happen if ___?
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relationships
and patterns

classify, compare, contrast,
deduce, detect, differentiate,
discriminate, distinguish,
group, identify, illustrate, infer,
order, outline, point out,
recognize, relate, select,
separate, subdivide, transform

nevertheless, thus, accordingly,
if…..then (conditional connectors),
makes, causes, because, creates,
results in, due to, on account of,
therefore

traits? What caused ___ to
happen? What
results/consequences might ____
create? What is the main idea?
What details support this idea?

Infer

Make
inferences;
predict
implications,
hypothesize

Future tense, use of will, if….not,
if….then (conditional connectors),
descriptive verbs, adjectives

Why? Why did that happen? How
did that happen? Why do you
think____? What makes you think
____? What tells you ____? How
do you know that?

Justify and
persuade

Give reasons
for an action,
decision, point
of view; be
convincing

Predict, extrapolate, restate,
represent, rewrite, summarize,
give examples, evidence,
supporting details, reconstruct,
synthesize, derive, deduce,
explain, create, construct
Justify, argue, persuade, make
a case for or against,
compare, contrast, distinguish,
discriminate, illustrate,
recognize, point out, relate,
deduce, categorize, combine,
document, support, test,
validate, verify, criteria, refer,
relationship, irrelevant,
preclude, include, give/support
your point of view, tone,
thesis, evidence, debate,
crucial, critical

I think, according to, for example, in
fact, most important
If…not, if…..then, I believe, because,
since, based upon, you should,
understand, on the contrary, you
need to, therefore, from my point of
view

Why do you think this is important?
What evidence do you have to
support your point of view? How
can you convince someone of your
ideas? What reasons will you give
to justify your point of view? How
did you arrive at your decision?

Solve
Problems

Define and
represent a
problem;
determine
solution

Solve, deduce, hypothesize,
causes, effects, support, test,
validate, verify, summarize,
rate, rank, measure, relate,
recommend, justify, judge,
interpret, determine,
discriminate, decide, criteria,
table, refer, relationship,
diagram, consequence

Because, since, therefore, so that,
consequently, as a result, this led

What is the process to solve this
problem? What is required to solve
this problem? Why? What is the
criteria? What is your hypothesis?
What evidence do you have to
support your hypothesis? What is
the relationship between __ and __?
What are the causes? What are the
effects? What is your interpretation
of this conclusion?

Synthesize

Combine or
integrate
ideas to form
a new whole

Conjunctions, in other words, that is
to say, to put it differently

What would your plan be for ____?
How might this be different if
_____?
How would you re-write this? How
would you arrange this into _____?
How do they relate to each other?

Evaluate

Assess and

Arrange, categorize, combine,
compile, compose, construct,
create, deduce, derive, design,
devise, develop, document,
explain, formulate, generalize,
generate, integrate, modify,
organize, prepare, plan,
produce, propose, rearrange,
reconstruct, relate, reorganize,
revise, rewrite specify,
summarize, tell, transmit,
write, criteria
Appraise, argue, assess,

I think, according to, for example, in

What is your favorite _____? Why?
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verify the
worth of an
object, idea,
or decision

compare, conclude, consider,
contrast, criticize, critique,
decide, describe, determine,
discriminate, distinguish,
evaluate, grade, judge, justify,
write, recommend, validate,
verify, test, support, rate, rank,
measure, criteria, interpret,
relate

fact, most important, for instance, for
example, specifically

How does this impact ______?
How or why is this significant? How
or why is this valuable? How or why
is this useful? What did you do to
develop _____? Why?

adapted by C. Lundgren using:
Chamot, A. U. & O’Malley, J.M. (1994). The CALLA handbook: implementing the cognitive academic language
learning approach. Reading, MA: Addison-Wesley.
Hoyt, L., Mooney, M., & Parkes, B. (2003). Exploring informational texts: from theory to practice. Portsmouth, NH:
Heinemann.
Kucer, S.B. & Silva, C. (2006). Teaching the Dimensions of Literacy. Mahwah, NJ: Lawrence Erlbaum Associates.
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