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CHAPTER 1: INTRODUCTION

Statement of the Problem

The enactment of the No Child Left Behind Act (NOQLd 2001 indicated a new
era in education reform. Never before had a paédegislation placed such stringent
requirements on states and school districts foataelemic improvement of all students,
and never before has failure to meet federally ratagtistandards had such drastic
consequences for schools. NCLB requires annu@hdesf all students in grades three
through eight and at least once in grades ten gfirdwelve. Disseminated test results
must be disaggregated by factors such as raceegdfglish proficiency, and
socioeconomic status with schools expected to dstraie a predetermined measure of
adequate yearly progress (AYP) toward a goal ofensal proficiency by 2014 for each
subgroup. A school’s failure to meet AYP targetauny category can result in the
eventual initiation of increasingly severe sandiorcluding state takeover (U.S.
Department of Education, 2002).

One of the key means by which policymakers ana&ttlon reform advocates
contend that educators should respond to the clggdeimposed by NCLB is to become
data-driven. In recent years, the term, “Data-BmiDecision-Making” (DDDM) has
become a ubiquitous addition to educational dissmuResearchers and policymakers
often state that schools should engage in datawlgecision-making (DDDM) or that
teachers should use data to inform instruction (@itzach & Honey, 2008). The intense
focus on data has come as a result of the sevasegoences associated with schools

failing to make AYP towards the universal achievatrtargets.



Furthermore, schools that do not make AYP for twaore years are required to
develop and implement a school improvement planititdudes professional
development programs for teachers in order to inmpteacher practice. Currently, one
way schools and school districts invest time andeyan professional development for
teachers is throughstructional coaching As schools and school districts struggle to
close the achievement gap and meet the provisiotie dNo Child Left Behind (NCLB)
Act, there has been an increased emphasis onahetral coaching as a vehicle for
professional development — to improve teacher m&cand, ultimately, student learning
(Poglinco & Bach, 2004; Dole, 2004). In fact, schbased coaching programs are now
one of the fastest growing forms of professionakedi@oment and are being proclaimed
as a promising strategy to improve data-driverrcsion and ultimately enhance student
achievement (Poglinco & Bach, 2004; Darling-Hammongi, Andree, Richardson, &
Orphanos, 2009). Despite the widespread use wtici®nal coaches and DDDM, there
is little research examining how instructional does support DDDM in schools and the
extent to which these efforts are associated wiiprovements in teaching and student

achievement.

Purpose of the Study

Most schools and school districts collect data laty) whether it is in the form
of daily attendance rates, student course enrotliayeth grades, or student demographic
information. Schools are required to report spesifudent data as a condition for
receiving federal and/or state funds. School leadéen utilize student grades and
anecdotal information in assessing the qualityeathing and learning in their schools.

Johnson (2006) asserts, “Effective educators mH&etere decisions, decisions based on



accurate information.” Johnson (2006) arguesithptementation of a complete
program of data collection and use can lead tontipeovement of education more than
any other educational innovation of the last cgntuwlohnson (2006) contends that school
leaders must recognize that data-driven decisiddngas essential to school
improvement and embrace it. Thus, school lead®re ho choice but to implement
systematic collection of data and become sophtstica its use. “WitiNo Child Left
Behind data will have to be used not just collectedwiltbe used to plot progress, or
lack thereof, plan and execute instructional irgeations, report results, as well as hold
students, teachers, administrators, and schoa@rsgsaccountable” (Doyle, 2003).

When school leaders embrace the importance ofdtaten decision making,
there are a number of hurdles to overcome. Acaogrth Bernhardt (2004), some of the
most common barriers to the effective use of deda a

1. Few people in schools and districts are adequataiyed to gather and
analyze data or establish and maintain databases.

2. Administrators and teachers do not see gatheridgaaalyzing data as part of
their jobs.

3. Gathering data is perceived to be a waste of tafter(all we are here every
day — we know what the problems are).

4. Schools do not have databases that allow for ea®sa and analysis of data.

5. Teachers have been trained to be subject-orientediata-oriented; process-

oriented rather than product-oriented.

There is a lack of professional development focheas to understand why

data are important and how data can make a differentheir teaching.

Some teachers see data as another thing thataakssfrom teaching.

Data have been used in negative ways in the past.

There is confusion upon which data to focus.

0 There are not enough good examples of schools aghenaintaining, and

benefiting from the use of data (p. 6).

o

Barriers to effectively using data continue to lndchools and school systems from
improving teacher practice and student achievem®&ohmoker (2003) describes the

following encounter: “I recently sat with a distredministrator eager to understand her



district’'s achievement results. Pages of datassatistics breakdowns covered the table.
Looking somewhat helpless, she threw up her handsssked me, “What do | do with

all this?” (p. 22). It is the common tendency tomplicate the analytical use of student
performance data that prevents many educatorsreaping the benefits of using data to
inform decision making (Schmoker, 2003). One soiuto the problem of navigating

the often labyrinthine world of data is providingfessional development to teachers
and administrators specifically on the effective n§ data to inform instruction. Many
schools and school systems are hiring instructiooathes to support the use of data to
improve teaching practice and student achievement.

This qualitative case study examines the convermehthe two popular school
improvement policies: instructional coaching aatkddriven decision making (DDDM).
Even though instructional coaches perform manysraled coaching activities, spending
time helping teachers analyze student data to gnsiriction is a key role that has been
minimally examined in current research studiesaviing on the current large-scale
research studies on DDDM as well as instructiopakching, the purpose of this study is
to examine how an instructional literacy coachnrugban, high-poverty, public charter
middle school supports DDDM by building teacheramty in the use of data and how

this support relates to teachers’ knowledge, slkaltgl practice.

Research Questions

The research study is guided by one overarchisgareh question with
subsidiary questions:

Overarching Research Question:



1) What is the role of the instructional coach in da¢a-driven decision making process
(data analysis and support) in an urban, low-periiog, public charter middle
school?

Subsidiary Questions:

a) How does the instructional coach in an urban, l@rfggming, public charter
middle school encourage and support teachers mgwiita to inform their
instruction and improve student learning?

i) How does the instructional coach encourage andsstifipe use of data to
inform instruction?

i) What challenges are encountered by the instrudtmech in supporting
teachers’ use of data to inform instruction? Howthese challenges
managed?

i) What structures are in place, if any, that ashistinstructional coach with

facilitating the use of data to inform decision-nmagkregarding instruction?

Significance of the Study

The research on data-driven decision making (DDRM) instructional coaching
is emerging. One mixed methods study of a staewadding coach program in Florida
middle schools examined how coaches support DDDhemv this support relates to
student and teacher outcomes (Marsh, McCombs, artbhMIl, 2010). Marsh,
McCombs, and Martorell (2010) found that althoulgé majority of reading coaches
spent time helping teachers to analyze studenttdagaide instruction, data support was
just one role among many that the coach perforniduk researchers also discovered that

data analysis support had a significant associatitmboth perceived improvements in



teaching and higher student achievement. MarsiGdvitos, and Martorell (2010) argue,
“To further understand and enhance the roles ceaullag in supporting DDDM, more
research is needed to identify the specific skilld knowledge needed to effectively
bridge the divide between data and practice fartters, and how to build this capacity
on a large scale” (p. 902). Even though this paldr research study has set the stage for
examining the role of coaches in data-driven denisnaking, future studies are needed
to identify how an individual coach’s perceivedeefiveness changes as he or she gains
professional learning experiences through varioogepsional development
opportunities as well as how teachers’ effectiverdmnges as they work with a coach
over a period of time. Also, future research stontlude direct observational measures
of teacher practice, which will add depth to theenstanding of how coaches may
influence instruction.

This study seeks to begin to add to the knowledge lof DDDM and
Instructional Coaching by focusing on one singleecaf literacy coaching in a low-
performing, urban, middle school in order to exaartime phenomenon more closely.
Answers to the research questions will contribatpdlicy and practice in several ways.
First, given the significant federal, state, ancthlaesources allocated to coaching
programs (e.g., Reading First and America’s CHdiaed to generating data (e.g.,
interim assessments and state testing prograns ital for policy makers to better
understand if and how instructional coaches suppereffective use of data and whether

these investments result in better teacher an@stumitcomes. Second, if instructional

1 The America’s Choice School Design is one of thi&onés largest comprehensive, K-12 school
improvement programs, serving approximately 325i0dents in 16 states and the District of Columbia
(Toch, 2005). The National Center on Education Bodnomy, a nonprofit organization founded in 1988,
launched America’s Choice in 1998 after conducértgnsive research on the best educational practice
nationwide and abroad (www.americaschoice.org).



coaching proves to be an effective means of fatiiy data-use and improved outcomes
in urban, high-poverty schools, then administratmstructional coaches, and teachers
would benefit from information about what constsiand enables effective coaching

practice in this area.

Research Site Description

The study was conducted at Great Schools Acadleanyiddle school in a high-
poverty, urban community. The school was forme#ld88 by a foundation initially
created as a program for teens involved in therjiwgustice system. The program
offered youth opportunities to earn money, learmkat@able skills, and participate in an
academic environment that offered small class sinésindividualized instruction from
highly qualified teachers. Great Schools Academy @stablished as a middle school
campus in 2007, and it was accredited by the Mi&d#tes Association of Colleges and
Schools Commission on Secondary Schools througB.28% of May 2013, the status of
the school’s accreditation was unknown. The scBeoles 210 students in grades six
through eight. Approximately 99.5% of the studeopulation is African American and
0.5% of the student population is Hispanic/LatimMdinety-four percent of the students
receive free and reduced meals, and 24.5% of tlieests are identified as students with
disabilities and are taught via an inclusion model. Therd@reclasses in each grade
level, and the average class size is 20 students.

Great Schools Academy students face significaritesiges in their lives.

Twenty-two percent are involved in the foster cgystem or abused, and twenty-one

2 Great School Academy is the pseudonym for thearebesite.
3 Students with disabilities are also referred tsecial education students.



percent are involved in the juvenile justice systgBreat Schools Academy’s
comprehensive school program is designed to bsforanational through four key
components: an engaging and relevant academicgmotat is integrated with a robust
socio-emotional learning program; extended dayfeddd year activities, and their future
focus and post-secondary programming that enahldgrsts to plan for success after
middle and high school. Since Great Schools Acadsra neighborhood school, the
student re-enrollment rate is eighty-four percddawever, there is high teacher turnover.
Approximately seventy-four percent of the teacl{graluding fifty-seven percent of
ineffective teachers) were planning to leave G8&sitool Academy within the next one

to two yeard One hundred percent of the teachers are Afrgarrican.

Over the past five years, Great Schools Academsyrade large investments in
building its data-use capacity. These investmieitiside the purchase of a data-
warehousing program that stores a large variet@ttudent data to which all teachers
have access. Teachers, coaches, and school leadetsle to use the software to access
a wide variety of reports that can be disaggreghssgd on user preference. The use of
software to access data reports provides teaatwmashes, and school leaders with access
to the results of past standardized test datapgherdiagnostic tests, various reading
inventories, attendance, and discipline records fa€ilitate analysis of these data for the
purpose of informing instructional decision-making2011, the school implemented an
instructional coaching program, in which they hisgdinstructional literacy coach (to
support the English/language arts and social ssudechers) and an instructional

mathematics coach (to support the mathematics@adce teachers). The instructional

4 This data was taken from The New Teacher ProjéERETPs) Instructional Culture Insight Survey. The
Instructional Culture Insight survey is a diagnostiol that distills teacher feedback into a clesmdmap to
a stronger school culturétp://tntp.org/what-we-do/policies/in-action/inkigetrieved on May 13, 2014).




coaches perform many roles including meeting wadthers weekly to either provide
feedback on an observation, support the teachérplainning a lesson, and facilitate
analyses of student work and data. Even thoughgha high-risk student population, it
is not the purpose of this study to examine thati@hship between the instructional
coaches and students. Additionally, the studds@iskgrounds did not emerge in the

findings.

Methodology

This study is a descriptive, analytic qualitatiese study of one instructional
literacy coach’s support with teachers’ data-dridecision making processes in a single
high-poverty, low-performing, public charter middlehool that has implemented formal
structures for the analysis of assessment datadghrtheData Wisemprovement
Process. Data collection methods included interviews wifth principal, teachers, and
the instructional coaéhregarding the extent to which the instructional@ofocuses his
work on data analysis and support, as well as hewrtstructional coach’s data-support
influences teachers’ instructional practices. iherviews provided information on the
types of support and professional learning theuesibnal coach receives that promotes
his data-support activities.

Observations of one and a half data analysis mgsetirere conducted to

triangulate data obtained via interviews. | reearfieldnotes during my observations

5 Boudett, City, and Murnane (2005) describe@aga Wise Improvement Process the cycle of “schools
[being] engaged in a set of activities (i.e., prep&o establish a foundation for learning fromdstot
assessment results. They then inquire, and substgact on what they learned. Then, they cyelekido
further inquiry” (p. 4).

6 The instructional literacy coach at this schoa sta male, and he will be referred to as “hedtighout
this document.



and used them to look for instances of the instvnet coach’s support with data-driven
instruction that stood out as important to the footithe study. Additionally, | kept post-
observation analytic memos to note anything thatikhbe discussed or referenced in the
interviews. Finally, | also collected documents anmtifacts including data printouts, data
displays, data analysis meeting minutes, and ottaerials participants use in regards to
data-driven instruction. Data printouts and daspldys were on a class-level and
school-level and not on a student-level. Exceinois these artifacts were used as
prompts during interviews. Document (artifact) lgas also served as an additional
means of corroborating interview and observaticia.da

Data analysis for this study occurred through a&@se of inductive coding that
facilitated the development of central categories taemes. This inductive approach
was particularly useful given the emergent natdithe data. A triangulation process
was utilized to attend to issues of validity. Magied methods of data collection that
were employed in this study allowed for comparibetween data sources. As a result,
teacher interviews were compared to the coachvieter the principal interview,
observation fieldnotes, and document analysiseatity inconsistencies that were

further explored through a process of theoretiaal@ging (Glaser & Strauss, 1967).

Positionality

In qualitative research, the researcher is a tboblecting and analyzing data.
Thus, I will describe my background and how | beeanterested in the topic of the
study in order to help identify and uncover possisumptions and preconceived

notions that can influence the way | view and iptet the data.
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As an educator, teacher leader, and school lead#nd last eleven years, | have
always worked in high-poverty, low-performing, unbschools. In each of these schools,
there was an instructional coach whose role wasipport and build the capacity of
teachers. | first came to have a curiosity abloatipact of instructional coaching on
teacher practice when |, in fact, participatednrrestructional Literacy Coaching
Certificate program offered through the UniversifyMaryland and a local public school
system in 2008. This certificate program offeredtisree-credit courses geared around
literacy and coaching/mentoring. In 2008, | alsgdme an instructional mathematics
coach. My thoughts were that being knowledgeabkdlicontent areas would build my
capacity to better support teachers in all areasstfuction. | aimed at building teacher
capacity by modeling lessons, observing teacheteoviding feedback, co-teaching,
planning lessons collaboratively, assisting with #malysis and utilization of data, and
facilitating professional development sessiongahted to ensure that my support to
teachers was not in vain. | also started my datean 2008, and | was able to apply my
literacy coaching course credits to my doctordterdfore, | opted out of actually

receiving the Literacy Coach Certificate even tHougompleted all courses.

Delimitations and Limitations of the Study
Due to the small sample size, study results argeweralizable beyond the
specific populations from which the sample was darawhis study is delimited to the
support of one instructional literacy coach withdieers’ data-driven decision making
processes. It limits the ability to make genesdlans that are applicable to other schools

and school districts that may not share its padarcdemographics.

11



Interviews are limited to the principal, the ingttional coach, and teachers who
are directly supported by the instructional coathe limited number of responders
hinders the researcher from making generalizatioatsapply to all staff throughout the
school or even all staff within a district. Theearcher must also be cognizant of the
possibility that teachers responding to the inemvquestions share similar
characteristics and represent a particular subgiafrican American), thus providing a
set of perceptions and views that are not reprateatof all staff members. Also, the
researcher was in the same New Leaders Emergirdetearogram with the
instructional coach, which can cause potentialdsas

Since the questions are designed to determineithdils’ perceptions of the
instructional coach’s support with the data-drigeeision making process and the
perceptions of its impact on teacher practiceytiglity of the results is limited by the

accuracy and dependability of their responses.

Assumptions
The following assumptions are made:

1) The researcher assumes that all participants mslvar the interview questions
honestly.

2) The researcher assumes that all participants indrecontent areas of
English/language arts and social studies receireedorm of instructional
coaching and support with the data-driven decisiaking process from the
instructional literacy coach in order to accuratelgpond to the interview

guestions.
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Definition of Key Terms

The following definitions are provided to ensurefanmity and understanding of
these terms throughout the study. The researeéwaiaped all definitions not
accompanied by a citation.

Coaching The fundamental objective of coaching is capyduttilding; the

development of knowledge and skills for individuatswell as organizations

(Coggins et al., 2003).

Content Coaching The core of content coaching is simple: to inwertearning,

teachers must concentrate on pertinent, essemtialcontent (West, 2007).

Corrective Instruction: Teachers following their assessments with ircsitonal

alternatives that present concepts in new wayseagdge students in different

and more appropriate learning experiences. Highityucorrective instruction is

not the same as re-teaching, which often consisiglyg of restating the original

explanations louder and more slowly. Correctiwsrinction calls for teachers to

use approaches that accommodate differences iarggidearning styles and

intelligences (Guskey, 2003).

Data Disaggregation Breaking data down to find out what a numbeklike

for different subgroups hidden within an averagéasic percentage. Users

typically do this with a drill-down process, whiblegins with a general question,

followed by increasingly specific questions thatue on smaller subsets of data
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Data-Driven Decision Making Data-driven decision-making (DDDM) in
education refers to teachers, principals, and adimaors systematically
collecting and analyzing various types of dataluding input, process, outcome,
and satisfaction data, to guide a range of deasiomelp improve the success of
students and schools (Marsh et al., 2006; Ikemobldassh, 2007).

Data Use A social venture through which educators inteveth a variety of
data, engage in collaborative meaning-making, ajpasapractice accordingly
(Datnow, Park & Wohlstetter, 2007).

Data Warehouse An organized storage area for data elementsatiegpulled
from the various databases. It is the integratioall data into one central
repository. A well-designed and well-built datarelsouse can serve as the
foundational layer for a strong data-driven decisizaking system by allowing
for various queries and analyses that provide métion and insight into further
improvement of the organization and allow for coiapte with external
requirements (Rudner & Boston, 2003).

Instructional Coach: A school-based, full-time professional develoiper
schools who work collaboratively with teachers &phthem incorporate
research-based instructional practices (Knight,7200

Instructional Coaching: Instructional coaching includes seven principles
equality, choice, voice, dialogue, reflection, psaxand reciprocity (Knight, 2007).
Based on the partnership approach and the severigles, instructional coaches
work with teachers to help them integrate reseaaded instructional strategies

into their teaching (Knight, 2007).
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Literacy Coach/Reading Coach Literacy and reading coaches perform a
variety of activities in schools, sometimes workuigh students but more often
working with teachers to increase students’ litgrsldlls and strategies (Knight,
2007).

National Assessment of Educational Progress (NAEP Nationally
representative and continuing assessment systeimagénts’ knowledge in a
variety of subject areas; assessments are perfamgethrly in mathematics,
reading, science, writing, the arts, civics, ecomsngeography, and U.S. history.
Learning Forward (formerly known as the National Staff Development
Council (NSDC)). The largest non-profit professional organizati@adicated to
ensuring success for all students through staféldgvnent and school
improvement.

Peer Coaching Two or more professional colleagues who worletbgr to
improve their professional knowledge and skillsgieo et al., 2003).
Professional Development Those processes that improve the job-related
knowledge, skills, or attitudes of school employégsarks & Loucks-Horsley,
1989).

Professional Learning Communities A professional development model that
trains teachers to be the teachers and learneacbfother. Teachers and
educators work together to determine the needsenf $chool and research
methods to address those needs through a coltagiaborative process.
Standards Specifications of those things that every stadg@ould know and be

able to do in specific subjects.
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RTTP: As part of American Recovery and Reinvestment ARRA) of 2009,
also known as the “federal stimulus” act, Congmevided $4.35 billion for
competitive grants to states to encourage educatiwvation and reform in four
areas: (1) enhancing standards and assessmentap(@ying collection and use
of data, (3) increasing teacher effectiveness ahdeaing equity in teacher
distribution, and (4) turning around low-achievsghools. The RTTT scoring
rubric awards states that apply for a grant a maximf 500 points based on
how well they meet the grant's various criteri@ins are awarded in six areas
with many subareas. Winning states must use the graney to implement the

programs and plans detailed in their grant appboat

Organization of the Study

The subsequent chapters of this dissertation gecamn overview of the literature
related to data-driven decision making and instometi coaching as well as a description
of the methodology that was employed in the stimligwed by the findings, and the
discussion and implications. The review of literatis primarily organized according to
three broad areas of research — instructional ¢ogcprofessional development, and
data-driven decision making. Chapter One of tigseattation begins with an
introduction to the study, a statement of the pFohlthe purpose of the study, the
overarching research question and subsidiary quressthat the study answers, the
significance of the study, a brief overview of thethodology, definition of terms, and
the delimitations and limitations of the study. apter Two consists of a review of
research on data-driven decision making and inttmel coaching, as well as the

conceptual framework. Chapter Three identifiesrés@arch methodology that was used
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in the study and clarifies how the study was desiigeind the participants selected.
Chapter Four details the findings obtained throdgta collection organized according to
major themes. Chapter Five, the final chapteudises these findings and provides

implications for practice, policy, and future scity research.
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CHAPTER 2: LITERATURE REVIEW

Introduction

At the heart of the push to introduce data-drigenision making is the
assumption that providing schools with access ta ddl lead to improved instruction,
thus, leading to improved student achievement.oldahately, implementing formal
structures for data analysis is not enough to @nfae teachers’ beliefs and practices
(McLaughlin & Talbert, 2006). Continuous job-emded professional development via
a data expert or instructional coach may be esdentihe data-driven decision making
process in order to influence teacher practice giakcCombs, & Martorell (2010).
However, there is very little empirical researcattbeeks to provide an in-depth
understanding of how or even if instructional cagtsupport with the data-driven
decision making process actually influences teaplhemtice. As a result, this review of
literature seeks to examine two specific areagsdarchdata-driven decision making

andinstructional coaching

Data-Driven Decision-Making (DDDM)

The latest school reform era in the U.S. dates fitee 1983 publication &k
Nation at Riskushering in an era of high stakes testing aretmattional competition.
On the National Assessment of Educational Prog@k1) and on some international
measures such as TIMSS (2011), US schools havensbome gains in recent years in
closing the achievement gap between minority stisdand their White counterparts in
reading and mathematics achievement, but the dadeage is slow. Particularly,
although the academic performance of middle clastests is comparable to that of

similar students in other countries, one of thetmaportant challenges within education
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in the U.S. is the continuing low achievement aladivantaged and minority students.
For example, on the 2007 4rade NAEP reading assessment (NCES, 2009), 43% of
White students scored proficient or above, whilly dd4% of Black, 17% of Hispanic,
and 18% of American Indian students scored ati¢hvsl. Among students who receive
free lunches, 44% scored at proficient or abovesuRs in mathematics and at different
grade levels showed similar gaps.

The continuing low performance of disadvantagedi mmority students must be
considered in light of the evidence showing posig¥fects of a wide range of
educational innovations. The push to improvedestes, especially those of minority
students, has led to substantial interest in tlkeofislata within schools and districts to
drive decisions and motivate change. The focudatd-driven decision-making reform
approaches is on obtaining timely, useful inform@titrying to understand the “root
causes” behind the numbers, and designing intaorentargeted to the specific areas
most likely to be impeding success. Data-drivetisien-making reform involves
collection, interpretation, and dissemination afadatended to inform and guide district
and school reform efforts.

Essentially, data-driven decision-making (DDDM)education refers to teachers,
principals, and administrators systematically adiley and analyzing various types of
data, including input, process, outcome, and satisfn data, to guide a range of
decisions to help improve the success of studemtsehools (Marsh et al., 2006;
Ikemoto & Marsh, 2007). Notions of DDDM in eduaatiare modeled on successful
practices from industry and manufacturing, suchl@sal Quality Management (TQM),

Organizational Learning, and Continuous ImproveniBreiming, 1986; Marsh et al.,
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2006). These practices emphasize that organiztioprovement is enhanced by
responsiveness to various types of data, inclugipgt data (such as material costlos
demographics of the student populatioreducation), process data (such as production
rates otthe quality of instructiomn education), outcome data (such as defect cates
student test scores education), and satisfaction data (includingplryee and customer
opinions oropinions from teachers, students, parents, or tmeraunityin education)
(Mandinach, Honey, and Light, 2006). The concé@DBDM in education is not new
and can be traced to state requirements to useroatdata in school improvement
planning and site-based decision-making processsgdback to 1970s and 1980s
(Massell, 2001) and school system efforts to engagé&ategic planning in the 1980s
and 1990s (Schmoker, 2004).

The broad implementation of standards-based atability under the federal No
Child Left Behind (NCLB) Act has presented new ogipoities and incentives for data
use in education by providing schools and schaitidts with additional data for
analysis, as well as increasing the pressure an themprove student test scores
(Massell, 2001; Marsh et al., 2006). NCLB requistates to adopt test-based
accountability systems that meet certain criterith wespect to grades and subjects tested,
the reporting of test results in aggregated analgdjsegated forms and school and district
accountability for the improvement of student parfance. Implicit in NCLB and other
state accountability policies is a belief that dataarticularly student test results — are
important sources of information to guide instrantl decisions. State and local test
results are adding to the data on student perfacentirat teachers regularly collect via

classroom assessments, observations, and assignment
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DDDM is also a major feature of the American Recg\and Reinvestment Act
of 2009 and the Race to the Top Competition sp@uasby the US Department of
Education (Hamilton et al., 2009). The theory di@ underlying these policies require
that educators know how to analyze, interpret, @&ldata so that they can make
informed decisions in all area of education, ragdnom professional development to
student learning. The assumption is that whenadeaders become knowledgeable
about data use, they can more effectively reviesir texisting capacities, identify
weaknesses, and better chart plans for improve(&ank & Katz, 2006). Another
assumption is that when teachers examine testsetugy can target instructional

practices towards students’ individual needs (Maach & Honey, 2008).

Data Use Practices

There is considerable disagreement regardingolleeof assessments in
improving the instructional practices of teachdfgrestone, Mayrowetz, and Fairman
(1998) posit that there are three major positi@garding the influence of assessment.
The first argument is that testing and the modei@teigh stakes that may be attached to
it dilute the curriculum and compel teachers tafon areas that will appear on the test,
thereby, excluding other important topics and stiisjéCorbett & Wilson, 1991). On the
other hand, there are those who argue that testagatalyst for more productivity and
more skillful instruction (Baron & Wold, 1996; Rattan, 1995). This position contends
higher levels of rigor will compel educators to awate and find more effective means
for enhancing the learning process. The finaltpmsiquestions whether assessments
have any meaningful influence on practice. Itrisugpded in the assertion that the

incoherent nature of American curricula and a pneidance of teaching practices that
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focus on lower-order skills make it extremely ditfit to effectuate anything other than
superficial change (Cohen, 1995).

In concurrence with the latter view, Firestone ykavetz, and Fairman (1998), in
their study of the effects of performance-basetingsvith moderate and high stakes on
math teaching practices in Maine and Maryland, ébtlmat considerable changes were
made to align the school curriculum to state stedglaFor example, teachers changed
the order of the content presented and some schesilieduled when certain courses
would be offered based on state tests. Howevere there little identifiable differences
in how teachers actually presented the math can#®ltthough the sample size was small,
the intensive nature of the qualitative researdegss employed in this study provided
useful findings. The researchers interviewed titeeorganizational hierarchy from
central office administrators to principals to teas. They also utilized several
classroom observations accompanied by additioaghtr interviews to provide insight
into how teachers perceive the connection between teaching practice and the
assessment. Such methods, while not necessagiting results that may be broadly
generalized because of the small sample size,@oder deeper insight into the nature of
the impetus for change testing without a concurfecus on data analysis has on
instructional practice.

According to Murnane, Sharkey, and Boudett (20@#g¢chers use assessment
data in at least three major ways. The first isnatrumental approach that focuses on
using data to make decisions such as promotioatention or placement in a special
education program. The second approach is symantias used to justify decisions

such as reassigning teachers or implementing acoewcular program. The final
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approach is conceptual, which focuses on usingdtu® and summative assessment
information as a starting point for a closer exaation of student strengths, weaknesses,
and the effectiveness of instruction. These metlatidw teachers to recognize and
diagnose the reasons for patterns that emerges@ssiment results, which allow for more
informed and focused improvement efforts. It is tipproach that is at the heart of
current proposals for data-driven instruction.

Additional studies provide insight into how data ased in schools. Suppovitz
and Klein (2003) found that data provide a mearsnsiring that instruction is aligned
to content standards. In this instance, data adlclools to determine how well students
are performing in relation to standards and alleachers to adapt their instruction as
necessary. Another major use of data identifiedutors is to identify students
performing below standards and to track their pgegrover time as they receive targeted
interventions. These interventions may includerall grouping practices where students
are grouped by achievement levels and receiverdiftated instruction based on their
levels in specific content areas. This approachtended to be more responsive and
relevant to students’ needs and is more representatprevailing arguments in favor of
data use. However, one practice that has the paltémemerge from this approach is the
identification of “bubble kids” (Booher-Jenning€d5, p. 233). These are students
whose achievement levels are very close to pas#\sa result, they have the potential
to make a substantial impact on a school’s pagsiteg which in the context of the
current high stakes testing environment, can haaeegmplications for schools that fail
to make significant improvement. This group ig&ed for enhanced instructional

interventions and a disproportionate amount ofues#s in an effort to improve their
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passing rates. On the other hand, students whespdrformance falls substantially
below standards are essentially marginalized, otgfde and often referred to special
education, a designation that, at the time, wolddgpthem in a category of students
whose performance would not have adverse consegsiémcthe school because they are
exempt from the state’s accountability measure®i@o-Jennings, 2005). Nonetheless,
current provisions of the No Child Left Behind Awiw require students in special
education programs be included in all schools’ aotability profiles.

Gilborn and Youdell (2000) term such rationing tedtional triage.” In the
Booher-Jennings (2005) study, the author foundttiede manifested in a variety of
practices. These included additional assistanbeilbble kids in the form of extra
assistance throughout the school day, small greapi@ns with literacy coaches,
afterschool or weekend tutoring specifically tanggthis group, and the reassignment of
music, physical education, and library teachemsddk with small groups of students on
test preparation activities. While this study wasted to one state, Marsh, Pane, and
Hamilton (2006) found in their studies of severd®ls in three states that more than 75
percent of principals indicated they encouragehteescto focus special attention on this
group of students, resulting in many questionsnaigg the status of students whose

achievement is either significantly higher or lowlean minimum standards.

Factors Influencing the Use of Data

Lachat and Smith (2005) conducted a study of tha dse practices of five low-
performing urban high schools undergoing comprelkengform and found that several
practices had a significant positive effect onaffective use of data. The first was data

guality and access. Because the school distrittarstudy had never before engaged in
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rigorous examination of data, there were not systenplace that allowed for the quick
and comprehensive dissemination. This resultetaia that schools found to be either
irrelevant or arrived so late that it was no longseful. It took significant effort on the
part of the school and district to address thesblpms by providing data in a timely
manner and which were related to achievement abgsct These actions resulted in an
enhanced perception of the relevance of data lshéea and administrators.

Data disaggregation was another very importanbfabiat supported the effective
use of data. Previously, the high schools in thdysreceived information that was
minimally disaggregated, if at all. The implemeitia of a data warehousing database
that delineated student information by a varietyagctors allowed the schools to address
student performance issues more effectively. Thama by which these issues were to
be addressed occurred through a process of cofia®inquiry. The researchers found
that in schools where data inquiry was organizedraa mutually developed, focused set
of questions related to student achievement, tivasean increase in faculty motivation to
use data. The teachers were more objective indhnailysis and were more willing to
guestion assumptions about students, which ledgteater understanding of how to go
about the school improvement process. These uadeiags were further enhanced
when the school instituted leadership structureb s1$ data teams composed of
administrators and teachers to organize the dadamanner that maximized its
communicative potential and ensured that the in&tion was disseminated to teachers
in a timely manner. Data teams, because they emrstituted by teachers, had the

additional effect of helping to overcome the petmepthat data were not useful.
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The findings of Lachat and Smith are confirmed ioyilar findings from Kerr,
Marsh, Ikemoto, Darilek, and Barney (2006) in trsturdy of the data use practices of
three urban districts. However, the authors makadalitional recommendation for
developing the capacity for data use. The reseasdobund that teachers often did not
have the requisite skills to engage in the ingpngcess. Thus, it is recommended that
districts provide additional training and supporfdcilitate the effective use of
assessment information. The parallel findingsathlof these studies indicate several
practices that support the effective use of assessimformation. Because they were
conducted in urban settings on both a school astddatilevel, it may be possible to
generalize best practices for urban schools atéhgleast.

One of the major findings of the two previous sésdivas the necessity of data
being readily accessible and presented in a foandan be readily analyzed by teachers.
A study by Wayman and Stringfield (2006) indicaiest data software can play a
substantial role in facilitating the effective usfedata. Two of the most common types
of software are assessment systems that quickgnarg and analyze student
assessments such as benchmark tests and data wangharograms that provide access
to a variety of student historical data but gergrale not designed to provide the quick
turnaround of assessment system software. Themuibund that the use of these types
of software resulted in an enhanced sense of effftyi. Teachers reported better access
to data and reduced time spent compiling and oegaginformation for later analysis.
The authors also found these programs resultatcheased ability to develop effective
interventions as a result of the more comprehensigadth and depth of data provided.

In addition, teachers reported enhanced refleciygacity. They felt they were better
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able to gauge the effectiveness of their plannmgjruction, and efforts to differentiate
instruction to meet student needs. Finally, a miagmefit of the implementation of
software programs was improved collaboration. mpd access to data resulted in
higher levels of interaction and the developmertiaih a shared language for data
analysis and metric for student achievement.

Datnow, Park, and Wolhstetter (2007), in theidgtaf how high-performing
school systems use data to improve achievemeseidarentary students, emphasize six
strategies that are congruent with the findingthefaforementioned studies. The first is
to develop a comprehensive framework for data-draecision-making. This includes
setting challenging student achievement goalsateaaligned with a common, system-
wide curriculum with clear content standards. $beond strategy identified by
researchers is to develop a culture of data useamithuous improvement through the
implementation of explicit expectations and accability at both the school and district
level. These efforts are to be supported by sabatanvestment in information systems
and the provision of support enable schools to neflestive use of data. In these
districts, there was also a strong emphasis onrobtgand utilizing useful and diverse
sources of data that enhanced the districts’ aslitb make curricular decisions. This
includes the use of system-wide benchmark assessntiet are aligned to content
standards.

Another major strategy employed by high-performiligjricts was efforts
focused on improving the district and schools’ @atydor data use through professional
development and the scheduling of regular timesd¢bool collaboration. Finally, the

districts enacted data analysis protocols and m@ii@ans to ensure improvements were
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made. Ingram, Louis, and Schroeder (2004), cordugtstudy of the data use practices
of nine high schools designated exemplars of Cantis Improvement (CI) practices as
part of a longitudinal study. The Continuous Immment concept is derived from
Deming’s (1986) Total Quality Management framewarkl has been applied to
education settings. This study focused on the iGootis Improvement practice of
rational, data-driven decision making. Ingramlefaund significant barriers that

impede the use of data to improve instructionatfica. One significant obstacle was
teachers’ strong mistrust of data. In their iniems, the researcher found that many
teachers believed that data was often used as msmoégustifying predetermined,
politically motivated decisions rather than beirsgd to inform the decision-making
process. Furthermore, teachers often believedidtatwas used punitively as a means to
punish teachers or the school. Such actions ssbirita strong aversion to data presented
by school administrators and a disinclination aicteers toward collecting data
themselves.

Another significant barrier Ingram, Louis, and 8sder (2004) found that
hindered data use was the fact that several teadegeloped personal measures such as
anecdotal or personal experience for determiniegetfectiveness of their instruction
that often differed from the more formal systenisiey often relied on anecdotal
evidence, experience, and their own professiomigment and did not reach consensus
regarding what outcomes were most important. FEanlore, teachers often did not
equate student achievement with the effectivene8®eo own performance, a finding
that has the potential to seriously diminish efda enhance the instructional program.

Finally, Ingram and colleagues found numerous teahhurdles that impeded the
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instructional process. Schools often did not mstkactural changes such as scheduling
time for collaborative planning and learning foadhers to effectively analyze and make
meaning of the tremendous amounts of informatiety there presented. As a result of
these cultural and structural barriers, the capagitise assessment information for
instructional improvement was greatly reduced.

Perhaps more than any other factor, the presareeloof culture of data use has
great influence on the ability of schools to efieely use data. Marsh, Pane, and
Hamilton (2006) found that data use was greatlytéichin schools that mandated
individualistic notions of teaching and learninglahd not employ substantive forms of
collaborative inquiry. In this regard, school leeghip is essential. Mason (2002) found
that school leadership is critical in building sopdor data analysis and securing the
resources to sustain inquiry. When strong, supgoktadership is not present, the
commitment and collaboration necessary for effectiata use often fails to manifest.
However, even when there is a commitment to dajaiiy, the author found the lack of
analytical capacity is a major hindrance to schaidity to use data well. Participants
in the study reported major difficulty making semé¢he data; thus, they were not able
to effectively translate their analytical effortsdffective instructional interventions, even
after receiving training. To address this issuaydvan (2005) recommends scaling
down professional development experiences to prethioteraction between small
groups of teachers regarding contextually relet@pits. This process is further
facilitated by the appointment of an in-house aagaert or instructional coach who is

usually a teacher that has undergone advancedyamdata analysis. This individual
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serves as a facilitator and provides training ampsert for teachers as they attempt to use

data to inform their instructional practice.

Data Analysis Processes

While the aforementioned studies provide insighd how schools may institute
structures and practices that promote the usetaf tteey do not describe how schools
may actually use that information to tangibly impeanstruction. As stated previously,
there is very little scholarly information that éeapecifically with this topic. However,
research conducted for this review of literatuik yleld a very prescriptive texData
Wise, a book written by Harvard Graduate School of Edion Professor Richard
Murnane, Lecturer Kathryn Boudett, and doctoratletu Elizabeth City (2005) as a
practical step-by-step guide to help schools ttudent assessment data into a tool to
improve instruction as well as turn the act of datalysis into a process that improves
organization, function, and climate of schools. i/t is not a formal scholarly study, it
does systematically incorporate the insights andgm practices of leading scholars and
practitioners in the field of educational leadepstaind components of the practices
advocated by it are confirmed by studies detaiheithis review. Therefore, it is included
in this paper with the acknowledgement that sigaifit portions may still need to be
confirmed by empirical research.

Boudett, City, and Murnane (2005) propose an estgyh process (please see
Figure 1§ termedData Wiseby which schools should go about the process taf da

inquiry. The first step involves organizing forledorative work, which includes

7 The Data Wise Improvement Process graphic is reggtiftomData Wiseby permission. Copyright ©
2005 by the President and Fellows of Harvard Cellegll rights reserved. For more information,gse
visit Harvard Education Press.
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developing a data team whose primary responsilidity manage and organize the vast
amounts of data available. The team is also resplenfor formatting information in a
manner that will enable it to be readily accessibleeachers. Guided by an explicit
improvement process, the teachers will then wogletioer to interpret the information.
However, this process will be substantially impedede faculty does not have
functional assessment literacy. Therefore, iemmended that the school engage in
substantial efforts to improve teachers’ knowledfj@assessments and numerous factors
that influence student achievement on tests. @mses accomplished, schools should
develop data displays that clearly portray stu@ehievement information.

The next step in thBata Wiseprocess involves isolating and analyzing a single
data source to develop an understanding of studémiking. The purpose of such a
practice lies in the fact that even though studerag have poor assessment outcomes,
they are usually guided by some type of logic tedithem to a wrong answer. Through
a detailed analysis of student responses, teagharsnsight into students’ approaches to
school work and will develop a more thorough untérding of student needs, which can
lead the educator to challenge assumptions abodests’ capabilities or the
effectiveness of their own teaching strategieschSosights will inevitably lead teachers
to the next step in the improvement process, wisidollaborative examination of
instruction. According to Boudett, City, and Munea(2005) this begins by “reframing
the learning problem as a problem of practice’9g), which acknowledges the critical
need to focus on instruction in any attempts taech student learning. Such
recognition will require the school to develop gthunderstandings of what constitutes

effective practice that will be used to addresdélaening problem. This process occurs
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by seeking evidence from an examination of botériml (colleagues) and external
(research) resources and comparing it to the cupractice. From this information, the
faculty can go about the process of creating anmg@ian that addresses the problem of
practice.

The school should then choose an instructional pbésed on their shared
understanding of effective instruction and develagppmmon vision for its
implementation. It is recommended that the scheoklop implementation indicators so
that all members of the faculty have a clear urtdading of how the strategy should be
implemented in their classroom as to ensure theresicy of the improvement effort and
maximize its potential for student learning. Theaf steps in the process involve
integrating the plan into the instructional progrand developing methods by which to
assess the consistency and effectiveness of titive.

Boudett, City, and Murnane (2005) present a vetgited framework for using
data analysis to improve instructional practiceowdver, the approach they outline
necessitates a strong emphasis on improving tesighetagogical and content
knowledge and skills. The means by which this ctioje is accomplished is professional
development, which includes the facilitation andmurt of an instructional coach. For
this reason, professional development and instronaticoaching comprise the focus of

the next section of this review.
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Figure 1: TheData Wiselmprovement ProceSs

Summary
The literature on data-driven decision making¢atis there is great diversity in
the manner in which data is utilized. These ineldégnostic purposes, as a means of
curriculum alignment, and to identify problems tndent achievement for the purpose of
targeting students for instructional interventidtiow data are used and the extent to
which they become a meaningful part of school fiomihg depends heavily on several
factors. These include the extent to which datadsived in a timely manner and is

presented in a disaggregated form that is readidgssible to teachers for analysis.

8 Boudett, City, and Murnane (2005) use Bata Wiselmprovement Process graphic to illustrate the
cyclical nature of the work. “Initially, schoolsigage in a set of activities (i.e., prepare) taladigh a
foundation for learning from student assessmentltes They then inquire, and subsequently act batw

they learned. They then cycle back to further ingup.4).
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Another major determiner of data use practiceBaseixtent to which the data analysis
process is framed in terms of specific studenteament objectives and occurs within a
culture that is supportive of data use. To thd, @ollaboration is essential.

Collaboration increases teacher buy-in and allesi#tte sense of mistrust many teachers
feel toward data. Therefore, school leaders msire that data analysis becomes an
integral part of the school’'s culture. One speaifieans by which this can be
accomplished is the implementation of formal, dodiative processes for data analysis
and ongoing professional development. Instructionaching is one potential avenue

for providing teachers with professional developtr@nDDDM.

Professional Development and Instructional Coaching

Professional Development and the Learning Theory

The effectiveness of professional developmentmagans of facilitating school
improvement efforts has a strong correlation tosthaal learning theory of Alfred
Bandura (1993). According to Bandura, there aeervajor factors influencing one’s
learning and behavior. First, there are outconpeetations, which refer to one’s beliefs
regarding the relationships between actions ancbouts. The second factor is
perceived self-efficacy, which refers to the beirebne’s ability to achieve certain
outcomes. Teachers with a high degree of selfirmstductional efficacy and who believe
that their instructional interventions can positwafluence student achievement spend
more time teaching and providing greater levelassistance to students who have
difficulty learning and provide more praise for aoglishments. On the other hand,
teachers with lower degrees of perceived self-affycare more likely to spend a

disproportionate amount of time on nonacademicstgstovide less assistance, and
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criticize students when they fail. However, acaogdo Bandura (1993), perceived
efficacy is not confined to individual teachingarsingle classroom. Due to the fact that
the school is a social system, a sense of colleeificacy is present. Schools with a low
sense of collective efficacy, that have little adahce in their ability to substantively
influence student achievement, promulgate a seindeeoinevitability that eventually
characterizes school culture. Bandura found thedtgr levels of poverty, absenteeism,
and student mobility were correlated with a loweltective efficacy.

Bandura’s (1993) findings have significant imptioas for professional
development and instructional coaching. Accordm8andura’s theory, learning occurs
both enactively and vicariously. Enactive learnimgplves learning by doing and as a
result of specific actions, which provide the indival with a means to assess the
likelihood of the outcome of specific actions. &imus learning involves modeling and
observation of others, which also serves to infbgeone’s thinking regarding the
probability of one’s success at a particular endeaindividuals usually select activities
or actions in which they believe they will do wafld avoid those that they do not. The
conditions of one’s environment have great inflleemcthis regard. Individuals are
likely to select more challenging experiences wtiney have an opportunity to observe
and assess the success and failures of otherag@wvimodels as well as when they are
provided specific feedback and support about théividual performance (Smylie,
1995). In professional development contexts, drumses whether to incorporate
particular methods into his or her teaching prasticased on expectations of
effectiveness and the teacher’s belief in his orahdity to implement the new

methodology. Ross and Gray (2006) state, “Teachkosperceive themselves to have
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been successful on a particular task, whether icidaly or as part of a collective,

believe they have the ability to perform that taskl anticipate they will be successful in
future encounters with it” (p. 183). Thus, thisdny implies that to the extent
professional development experiences allow teadbavbserve, assess, and practice
methodologies within supportive learning environtserelative increases in positive
outcome expectations and feelings of self-efficacgur. In turn, this enhances teachers’
ability to successfully implement new instructionathods. The central tenets of
Bandura’s social learning theory are reflecteddtmut the research literature on

professional development and instructional coaching

Professional Development and Instructional Coaching

Overview

In many school districts throughout the countrgréhis an increased emphasis on
instructional coaching partly due to the profesalatevelopment requirements in the No
Child Left Behind (NCLB) Act of 2001 (Poglinco & Bh, 2004; Dole, 2004). Schools
that do not make Adequate Yearly Progress (AYPjMaror more years are required to
develop and implement a school improvement planititdudes professional
development programs for teachers. Currently,veene schools and school districts
invest time and money in professional developmentdachers is throughstructional
coaching As schools and school districts struggle toelit® achievement gap and meet
the provisions of the No Child Left Behind (NCLB# there has been an increased
emphasis on instructional coaching as a vehiclprfofessional development — to
improve teacher practice, and, ultimately, studeatning (Poglinco & Bach, 2004; Dole,

2004).
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Traditional workshops and professional conferermzesneffective avenues for
sustained growth because they do not offer theistams opportunities for collaboration,
feedback, and reflection needed to change teactlassroom practice (Ball & Cohen,
1999); therefore, many school districts with lowfpeming schools are adopting
instructional coaching as a vehicle for the prafesa development of their teachers, a
step that will theoretically translate into improvieacher performance and student
achievement. Research indicates that the ahilitpnplement skills learned outside the
classroom into teachers’ classroom practice neaai® &ind of support to sustain it
(Showers & Joyce, 1996). To transfer knowledgeegifrom attending workshops or
any professional development opportunities andynate the learned innovative ideas
into classroom instruction, teachers need to bp@tgpd by having someone observe
their actual classroom instruction practices arviple them with feedback.

Alexander Russo (2004) makes a compelling ratitoradchool-based coaching:

Many of the more conventional forms of professiat@lelopment — such
as conferences, lectures, and mass teacher-iesfitiys — are unpopular
with educators because they are often led by aiesxgerts who tell
teachers what to do and are never heard from adairbe effective,
scores of researchers say, professional developmesttbe ongoing,
deeply embedded into teachers’ classroom work glitliren, specific to
grade-level or academic content, and focused aarek-based
approaches. It also must help to open classromrsdmnd create more

collaboration and sense of community among teachexschool. (p. 2)
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Russo (2004) posits that school-based coachingsnieete criteria remarkably well. He
argues that school-based coaching allows for @&aoanection to teachers’ classroom
practices, whereas, traditional forms of professialevelopment do not make that
connection.

Instructional coaching is a process whereby seastaashers provide
instructional support, professional developmentaspmities, feedback, and materials to
classroom teachers. Instructional Coaches assishérs with developing content
knowledge as well as instructional strategies pndeencrease student achievement
(Poglinco & Bach, 2004). The function of an instianal coach is to break the culture
of teacher isolation, in which teachers work irvate without observation or feedback
and to collaborate with other professional develepnefforts in order to increase a
school’s capacity (Neufeld & Roper, 2003). Reseaesults suggest the promise of
instructional coaching as a way to build the inginnal capacity of schools and teachers,
which is “a known prerequisite for increasing [stat] learning” (Neufeld & Roper,

2003, v.).

The remaining review of literature explores thddnsal development of
coaching beginning in the late 1980s, examinesllagacteristics of effective
instructional coaches today, reviews instructiamgching as an effective professional
development model through the activities coache®agaged in today, and investigates
impact of instructional coaches on teacher prasta®a student achievement.

Coaching can be dated back to the 1980s and ee€l®80s if you include
reading specialists. This section highlights tlstdny of coaching, focusing on peer

coaching and the transition of reading specialstgeracy coaches.
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History of Coaching
Peer Coaching

“Like athletes, teachers will put newly learnedIsko use - if they are coached.” —
Joyce, B. & Showers, B. (1982)

Bruce Joyce and Beverly Showers (1982) are comnattriputed as the first
researchers to seriously explore the promise afliog in education. Joyce and
Showers began their journey to discovering whatesdkachers learn and apply what
they were learning in their professional developinewoyce and Showers posited that
many innovations in education never made it tar@ementation level, and therefore,
never had an opportunity to benefit students. Tiagd that the transfer rate — the
frequency with which new learning was actually usethe classroom — was low for
most staff development that involved presentatanm$ even demonstration (Joyce &
Showers, 1996). Joyce and Showers envisioned platiesichers coaching each other in
a reciprocal way and called their model “peer coagh They argued that coaching
provides companionship and technical feedback, ptetime analysis of applications of
knowledge to instruction, encourages the modiftcatf instruction to meet students’
needs, and facilitates the practice of new methods.

One of the earliest definitions of coaching in eatian is provided by Showers
(1982), who states, “coaching... may be conceiveal @ambination of several
elements... companionship... feedback... and analysaapplication” (p. 8). Showers
(1982) adds that coaching provides an opportunitgfaluating goals, curriculum, and
newly obtained skills or behaviors. Thus, peercbagg began in the early 1980s as a
strategy to improve the degree of implementationest curriculum and instructional

techniques. In their studies, Showers and Joycgg)1fdund that teachers’
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implementation of new learning rose dramaticallyewlpeer coaching sessions occurred.
Showers and Joyce (1996) posit, “teachers who ltaédehing relationship — that is, who
shared aspects of teaching, planned together, @vldgtheir experiences — practice new
skills and strategies more frequently and applnesht more appropriately than did their
counterparts who worked alone to expand their tepes” (Showers & Joyce, 1996, p.
14). Peer coaching incorporates collaborativerptay) observation, and feedback in
order to increase the level of implementation strunctional strategies and curriculum
(Ackland, 1991; Showers & Joyce, 1996).

Poglinco et al. (2003), in their evaluation of Amcars Choice, a comprehensive
school reform model for K-8 schools in literacyfide coaching as a “form of inquiry-
based learning characterized by collaboration betvedividual, or groups of, teachers
and more accomplished peers” (p. 1). Furthernumaching includes professional,
continued classroom modeling, supportive feedbdgkarctice, and explicit observations
(Poglinco et al., 2003). Deussen, Coskie, Robin&ofwutio (2007) assert, “coaching
occurs when a more knowledgeable professional wddsely with another professional
to increase productivity or to meet some predeteechioutcome” (p. 5). Perhaps the
simplest yet all encompassing definition of coaghpnovided is by Coggins, Stoddard,
and Cutter (2003), who state the fundamental olvecf coaching is capacity building —
the development of knowledge and skills for induats as well as organizations.
Ackland (1991), in his review of the literature p@er coaching, categorizes coaching
into two categories. One category is coachingApeds, who are “specifically trained
teachers with an acknowledged expertise who obs#hes teachers to give them

support, feedback, and suggestions” (p. 24). Auki@d991) continues by defining
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reciprocal coaching (the second strategy) as teadserving and coaching each other
jointly to improve instruction. In essence, théeatience is determined by who does the
coaching and the content of the coaching.

There are several variations of the tgreer coachingn the literature, such as
technical coachingceam coachingcollegial coachingcognitive coachingand
challenge coachingResearch suggests that the terms can be grintpetiree general
categories based on the professional developnat¢gtes used. Technical coaching
and team coaching focus on incorporating new auluia and instructional strategies
into teacher practice (Ackland, 1991; Showers &@py996; Poglinco et al., 2003).
Collegial and cognitive coaching seek to improvistaxg teacher practices by refining
techniques, developing collegiality, increasingfpssional dialogue, and assisting
teachers with reflecting on their teaching (Acklah8l91; Showers & Joyce, 1996; Costa
& Garmston, 2002). Challenge coaching focuseslentifying and treating a specific
problem and can be used in a larger context thagl#ssroom such as a school or grade
level (Ackland, 1991; Becker, 1996). Regardlesthefterminology, peer coaching and
all of the variations refer to peers assisting lteas to achieve the goal of improving the
teaching and learning process.

Research demonstrates that peer coaching prograsoarage professional
growth, recognition, experience-enhancing roled, @ilegiality for peer coaches
(Killion, 1990). A number of strategies used bgpeoaching programs are currently
still being used by instructional coaching programith the goal of developing a

professional culture, building instructional capycand consistently supporting
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classroom instruction via ongoing classroom vigéedback, and questions that foster
reflective practice.

Reading Specialists and Literacy Coaching

Literacy coaching (in the area of reading) wasneat to the educational field in
the twenty-first century. In the modern era, Vagt Sheared (2007) found that there
were concerns about students not becoming proficgaders dating back to the late
1960s. These concerns caused an infusion of fgndio public schools, which resulted
in a small number of classroom teachers being asdithe responsibility of assisting
students to become more proficient in the areaading. Those classroom teachers
worked at both the school and district levels vaitivide variety of titles, including
reading specialists, reading resource teachersagding coordinators.

Reading specialists have traditionally taught stislelentified as “at risk,” a
designation that emerged from the Elementary acdr@&ry Education Act (ESEA) of
1965. The reauthorized ESEA of 2000 provided fundextra resources to local
agencies and schools with large numbers of lowsmestudents to ensure a high-quality
education (Dole, 2004; IRA, 2004). Elizabeth Stuant (2005), who conducted a
literature review on literacy coaches, commented:

The position of literacy coach is, in many waysjifar to that of the

1970s and early 1980s secondary school readingadipewho worked in
federally funded projects in low-income schoolsasrthe United States.
Like these earlier counterparts, the twenty-fiesttary literacy coach

must be highly knowledgeable in reading and litgréSturtevant, 2005, p.

19)
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Shifting the roles of reading specialists from teag to coaching has made a dramatic
change in the way professional development is dedid to teachers. Under the
traditional coaching model, teachers shift fromspasy accepting professional
development from traditional conference settingeeteiving direct professional
development as literacy coaches work within theaatlassrooms of teachers and their
students. The job role of the reading speciailisty identified as the literacy coach, has
shifted from teaching children to facilitating learg with adults. Today, there are many
literacy coaches who can trace their origins badké¢ early specialists of the 1960s and
1970s (International Reading Association (IRA), 200

Since the term, “Literacy Coaching” has been usedultiple ways, there has
been some confusion about the roles and respatisbibf a literacy coach. In some
schools, the literacy coach’s primary responsibiBtto assist students in improving their
reading and writing skills (which is more of a réte a Reading Specialist), and the
coach does not actually coach teachers. In otierads, the literacy coach has a wide
range of responsibilities, all with the goal of fialy teachers better serve students.
Researchers found that one of the most effectivdskof ongoing professional
development is for master teachers to work direettir teachers in their classrooms on a
daily basis (Hawley & Valli, 1999; Syke, 1999). the reading field, these master
teachers have particular expertise and traininmgaaling and literacy and are known as
“reading coaches” or “literacy coaches.” With thexpertise and knowledge about
reading, literacy coaches provide teachers witlsisbent and ongoing assistance and

classroom support.
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One of the largest and probably most well-knowrgprmns using coaching is
Reading First. Reading First is a federal projleat seeks to improve reading skills in
low-performing K-3 schools; an essential comporaéiiReading First has been
professional development for teachers through wargs, institutes, and foremost site-
based literacy coaches (Deussen et al., 2007)difRg&irst schools can be found in all
50 states, the District of Columbia, Native Amenidadian reservations, as well as U.S.
territories (Toll, 2007). Therefore, since the Beg First program mandates that
professional development be provided by a readiaglt, over 5,200 schools have hired
reading coaches (Deussen et al., 2007). In sohwoks; literacy coach and reading
coach are synonymous, while in others they havg distinct roles (Knight, 2007).
Knight (2007) concludes, “literacy and reading dwcperform a wide range of valuable
activities in schools, sometimes working with stuideand more frequently working with
teachers, to increase students’ literacy skillsstrategies” (p. 12). Depending on the
type of model implemented, literacy coaching miginge from implementing specific
teaching strategies to altering teachers’ viewsiagomant regulations or a required
curriculum of literacy instruction (Toll, 2007).

Thus, literacy coaching is seen as a way to helphters build on their strengths,
improve their teaching practice, and understand th@y can develop content knowledge
while simultaneously improving literacy skills (IR2006). Literacy coaches provide
job-embedded, ongoing professional developmenefachers by modeling lessons, co-
teaching alongside teachers, and observing teaahdrproviding timely feedback
(Poglinco & Bach, 2004). Currently, the term “tdey coaching” is often used

synonymously with “instructional coaching.”

44



Instructional Coaching

As schools, school districts, and even teacheksifareasing demands on
performance and results, school districts acrassdlintry are looking for ways to
effectively support high-quality instruction anchsol reform. One strategy that is
gaining prominence in many states and school distis the use of instructional coaches
as a support and catalyst for instructional improget (Brown, Stroh, Fouts, & Baker,
2005; Neufeld & Roper, 2003). Coaching has beaptd as a central professional
development strategy in Boston, Dallas, New Yorid Rhiladelphia public schools, as
well as other school systems around the countexel school reform models, such as
America’s Choice, High Performing Learning Commigst and the Breaking Ranks
framework, also rely on instructional coaching tipgort successful reforms (Borman &
Feger, 2006).

Despite the prevalence of coaching in schools @tdals across the country,
there is not a standard model or uniform definimbaninstructional coach Schools
and school district officials may decide to utilize existing employee — usually a master
teacher, content specialist, or district-levelnastional leader — to take on coaching
responsibilities; or they may employ an externaatowith particular expertise. School
and district officials also have a variety of puspe for implementing coaching
initiatives: some adopt a coaching strategy to ougrinstructional capacity across the
entire school district, while others focus thefioes only on low-performing schools
(Knight, 2007). District officials may also defimeaches’ goals differently depending
on the local context and their reform and professiaevelopment goals. Instructional

coaches may be asked to train teachers to useieuparapproach to teach a particular
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content area, or they may work to improve gen@structional practices or to promote a
more reflective, collaborative, and professiondiuze among the faculty, among other
duties.

Coaching programs across the country are extrewagigd because they are
usually designed to meet the schools’ and schatilickis’ local needs using available
resources. Jim Knight developed the témstructional coachingnd refers to
instructional coaches as school-based, full-tinoégasional developers in schools who
work with teachers to help them incorporate redeaased instructional practices
(Knight, 2007). Knight (2007) based instructionaaching on a partnership approach,
thereby, deriving seven principals from the fieddsdult education, cultural
anthropology, leadership, organizational theory epistemology to form the theoretical
framework for instructional coaching. Knight inporates seven principles into
instructional coaching: equality, voice, dialogteflection, praxis, and reciprocity. The
equality principle signifies that the instructioralach and the teacher are equal partners;
the instructional coach listens in order to undardf not necessarily to persuade. The
choice principle indicates that teachers have &eha what and how they learn (Knight,
2007). The voice principle implies that professibtlevelopment should empower and
value the voices of teachers. The dialogue priagipeans that professional development
should facilitate genuine dialogue; they listen entbran they talk. The reflection
principle states that by definition, reflectivertkers have the right to choose or reject
ideas. The praxis principle means that teachersldlapply their learning to real-world
practice. The reciprocity principle signifies thastructional coaches should anticipate to

receive as much as they give (Knight, 2007). Basethe partnership approach and the

46



seven principles, instructional coaches work watichers to help them integrate
research-based instructional strategies into teathing.

Instructional coaches must be highly skilled atlitating teachers’ reflection
about their classroom practices. Instructionatbea focus on a broad range of
instructional issues (not just literacy), sharingaaiety of effective practices that might
address classroom management, content enhancespecifjc teaching practices, or
formative assessment. Instructional coaches mat/la wide variety of scientifically
proven instructional practices (Knight, 2007). Somasearchers define an instructional
coach as someone whose primary professional reigildpss to bring practices that
have been studied using a variety of research rdstimbo classrooms by working with
teachers rather than students (Poglinco et al320@structional coaches may spend
some time working with groups of teachers and neaxelother administrative
responsibilities; however, they set aside a sigaift portion of their time to offer
classroom support to specific teachers via modeimysupportive feedback (Killion &
Harrison, 2006).

Instructional coachirigis embedded and situated work that includes obsiens
of classroom teaching, demonstration of model prast and cycles that include pre- and
post-conferences with practitioners (Neufeld angd®p2002). Descriptive literature
suggest that instructional coaches are expectedrtul teachers to be coached (through
partnerships); identify appropriate interventioasteacher learning; model teaching;
gather data in classrooms; and, engage teachdialague about classroom and other

data (Knight, 2006). The Annenberg Institute foh&ol Reform (2004) has studied

° For the purposes of this literature review, “Instional Coaching” will be used synonymously with
“Academic Coaching,” “Peer Coaching,” “Coachingliteracy Coaching,” and “Mathematics Coaching.”
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coaching for several years. In a publication alstructional coaching, the Institute
claims that “coaching provides such supports thincarg array of activities designed to
build collective leadership and continuously imprdgacher instructional capacity and
student learning. These activities, ideally, ceedein ways that create internal
accountability due to the embedded nature of thewod people engaged in it”
(Neufeld & Roper, 2003, p. 2). Neufeld and Rof@803) conclude, “there are many
good reasons for teachers to broaden the arragagfle with whom and from who they
learn. But improving teachers’ learning — andum, their practice and student learning
— requires professional development that is cloaety explicitly tied to teachers’
ongoing work. Coaching addresses this requirem@nt3). Neufeld and Roper (2003)
allude to the fact that instructional coaching hame a positive impact on teacher
practice, and ultimately, student achievement.

Instructional coaches are sometimes referred tolesge agents” (Learning
Point Associates, 2004; Tung et al., 2004), imgyimat the teacher leaders who take
these positions are pivotal in the creation of geatihrough professional development.
Change coaches may support the development ofriFader collaboration skills
(Neufeld & Roper, 2003), or they may filter newanhation from outside the school
(such as research or achievement data), sometfegad to in the literature as
“knowledge management” (Coggins et al., 2003, p. MNevertheless, coaches today are
being hired for content-specific pedagogical chafigmlucci, Boatright, Lysne, &
Swinnerton, 2006; Marsh et al., 2005).

Lucy West and Fritz C. Staub (2003), leaders of Nenk City’s District 2’s

mathematics reform efforts, refer to the valuemftent-focused coaching in impacting
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teaching and learning. West and Staub (2003) pastitcontent-focused coaching,
“provides structures for ongoing professional depetent that: help teachers design and
implement lessons from which students will leasngantent specific (teachers’ plans,
strategies, and methods are discussed in termaddrgs learning a particular subject); is
based on a set of core issues of learning anditegdbster professional habits of mind;
enrich and refine teachers’ pedagogical contenikerge; and encourage teachers to
communicate with each other about issues of tegadmal learning in a focused and
professional manner” (p.3). West and Staub (2@08jend that the coach and the
teacher are jointly accountable for initiating assisting effective student learning. The
researchers posit that coaching centers on studeartsing in the lessons but is also
about the teachers’ learning from the process.

Coaching can take many different shapes and fanmsshools and school districts
throughout the country. However, regardless ofajygroach to coaching in schools and
school districts, all coaching programs share #mesgoal — to improve student
achievement by building teachers’ capacity and tstdeding of instructional practices.
In their book, Joellen Killion and Cindy HarrisoPOQ6) define ten roles of school-based
instructional coaches as well as delineate a pexpamount of time to spend in each role
(please see Table 1). These roles include: resquovider; data coach; instructional
specialist; curriculum specialist; school leadatatyst for change; and learner (Killion &
Harrison, 2006). As a resource provider, a coaokiges materials to teachers that are
not readily available to them; however, a challetwgthis role is that it takes up a great
deal of time. As a data coach, a coach assistheemand teams of teachers in

examining student data and then using the datasga lessons that address student
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needs. A problem with the role of data coachas threquires coaches to create a safe
environment in which difficult topics can be dissad without placing blame. As an
instructional specialist, the coach assists teacineselecting appropriate instructional
strategies that meet the needs of all studentsa @sriculum specialist, the coach
focuses on what teachers teach instead of howtdaeh. As a school leader, the coach
facilitates school-wide or system-wide reform iitves. As a catalyst for change, the
coach exhibits discontent with the status quo arebstions everyday practices. As a
learner, the coach is involved in his or her ownttwous development. As a classroom
supporter, the coach works side by side with te@cimeclassrooms while student
learning is occurring. As a learning facilitattire coach plans, supports, coordinates,
and facilitates learning amongst adults in the sthoschool system (Killion & Harrison,
2006). Killion and Harrison (2006) highlight thedwledge and skills coaches need to

effectively lead in these roles as well as relateallenges and useful strategies.

Characteristics of Effective Coaches

There is no one agreed-upon list of characteristiesfective coaches across the
nation. Nor is there a standard list of qualifieas for those who are candidates for
coaching positions due to the fact that there arstandardized roles and responsibilities
for coaches. If schools and school districts taheir coach expectations based on the
purpose or goals of their coaching program, thiemsistency makes sense. However,
there are some common areas schools and schawdtdistight want to consider when
they begin to develop job qualifications. Knigh006) suggests that coaching requires
skills in communication, relationship building, cigee management, and leadership for

teacher professional development. Killion and ig2006) suggest that schools and
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school districts require the following charactecst beliefs, teaching expertise, coaching
skills, relationship skills, content expertise, aaadership (please see Tabt&fr more
details).

According to Killion and Harris (2006), an instrigtal coach is a teacher leader
whose chief professional responsibility is to buddcher capacity by bringing research-
based practices into classrooms and assistinggesaichtransforming the delivery of
classroom instruction so that all students caneaehi This support will be delivered
through a multitude of configurations, such as onesne, small group, by grade level
and/or content, by department, or skill level agram. Instructional coaches support
the continuous improvement of staff to develop epdenderstanding of content
knowledge and the use of research-based instrattbrategies to improve student
learning. They facilitate the analysis of classncand learning team data to determine
the impact of student achievement, teacher praciog school culture. Instructional
coaches facilitate data-driven dialogue amongét tet@xamine how attitudes,
perceptions, backgrounds, and culture impact teggbiactices and student learning.
Through the use of collaborative planning, modelargd co-teaching, they assist staff to
scaffold and differentiate instruction to meet ithdividual student needs. Instructional
coaches guide and facilitate teachers’ growth awtldpment through in-depth,
sustained, and job-embedded professional learnipgreences that are aligned with the
school improvement goals for student achievem@&hus, Killion and Harris (2006)

propose that instructional coaches who can marregetime wisely to fulfill all of these

0 Killion, J., & Harrison, C. (2006). Taking the 4¢: New Roles for Teacher Leaders and School-Based
Staff Developers. Oxford, OH: NSDC, 99.
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roles and responsibilities will be successful ipauting teacher practice, and, ultimately,
student success.

Instructional coaching programs should aim to enbdaacher quality by
providing 1) meaningful professional developmeadtio standards, curriculum, research,
and best practices; 2) follow-up support to effegif implement new learning; and, 3)
scaffolding that encourages reflective practicesianstruction (Killion & Harris, 2006).
Jim Knight (2007) delineates the characteristicaroéffective instructional coach:

A good coach is an excellent teacher and is kiratted, respectful,
patient, compassionate, and honest. A good coaslhigh expectations
and provides the affirmativend honest feedback that helps people to
realize those expectations. A good coach can@eething special in you
that you didn’t know was there and help you to midet something
special become a living part of you. That is thedlof coach we have in
mind when we use the terimstructional coach(Knight, 2007, p. 15 -16)
According to Knight (2007), instructional coachessthcommunicate and establish
trusting relationships with teachers who are trjtimghange, and their practice requires
being sensitive to their dilemmas, fears, and cal@mns.

The current work and research on instructional kemacpoints to three broad
categories of skills that an effective coach shqasdsess: pedagogical knowledge,
content expertise, and interpersonal skills. Tieedture is nearly unanimous that
coaches should be experienced teachers who hawend@ated success in the classroom.
Effective coaches have a thorough understandimgpwfchildren learn and are skilled in

developing and implementing instructional stratedpgedagogical knowledge) — from
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guestioning strategies to classroom managemenimptimve student learning (Feger et
al., 2004; IRA, 2004). These accomplished teachnerst have a large toolbox of
instructional strategies to draw upon, which wisst them with building trust amongst
teachers (Dole, 2004). Effective instructionaldwoes must have a thorough
understanding of the subject they are coachingtécdrexpertise) as well as knowledge
of the curriculum the teachers are using (Fegal.g2004). Along with pedagogical and
content expertise, coaches must possess stromgargenal skills and competencies
(Dole, 2004; Neufeld & Roper, 2003; Poglinco et 2003; West & Staub, 2003). In a
2003 survey of 31 professional development coatdhegnost frequently mentioned
characteristic of an effective coach was “peopl#sskincluding the ability to build
relationships, establish trust and credibility, &mitbr assistance to individual educators’
needs (Feger et al., 2004). Similarly, researcaetise Center for Research on Learning
at the University of Kansas found that successfacbes possess not only strong content
knowledge but also an “infectious personality” thatps them encourage and inspire

teachers to improve their practices (Knight, 2004).

Coaching as a Vehicle for Professional Development
In 1995, Ann Lieberman called for reform in teach@rofessional development.
Lieberman contended that teachers’ professionaldpment ignored the context of
teachers’ work in schools, information about hoacteers learn, the importance of
support mechanisms over time, and the importanteaghers’ collaborative learning
communities to support changes in teacher praciite researcher called for new roles
for teachers as teacher leaders, coaches, ancteaskarchers, creating a culture that

fosters investigation and inquiry, and focuseseathing and learning.
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Teachers experience a vast range of activitiesrdacactions that can increase
their knowledge and skills, improve their teachgrgctice, and contribute to their
personal, social, and emotional growth (Cohen, Miglhdin, & Talbert, 1993). Elmore
(1996) argues, “Professional development assunagiving teachers new skills and
knowledge enhances the capacity of teachers tb teace effectively. But, if
professional development consists only of thas likely to have a modest negative
effect because the teacher usually returns tossrdam and a school in which the
conditions of work are exactly the same as wheartshe began the professional
development” (p. 24). Elmore (1996) contends #irate the students are the same and
the content is the same (or may be slightly altekgzlto the professional development),
the teacher may begin to discover that the idestsstemed plausible during the training
does not seem to work in the school or classroamegd. Elmore (1996) states, “The
‘real world,” in the language of teachers, overwekhe new idea, no matter how
powerful or well demonstrated in theory” (p. 2%). situations like the one Elmore
presented, instructional coaches intervene by gnogithe in-classroom support essential
for teachers to apply the new knowledge or skitid they expand learning experiences
for teachers in their classrooms. Instructionaat®s facilitate teachers’ thinking,
planning, adapting, and personalizing new learnifige coaches bring teachers together
to share, reflect, revise, and offer feedback.

Garet et al. (2001) conducted a study using a maltiprobability sample of 1,027
math and science teachers to empirically compareffiects of different characteristics
of professional development on teachers’ learnifilge researchers found three core

elements of professional development that had fsegnit impact on teachers’ self-
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reported improvement in knowledge and skills ad aglchange in classroom practice: 1)
concentration on content knowledge; 2) chanceadtive learning; 3) consistency with
other learning activities (Garet et al., 2001)kdwise, other researchers found that
professional development is most effective when)iis a sustained, intensive process
that focuses on appropriate content; (b) giveshe@copportunities for active, engaging,
hands-on learning that is integrated into the ctam® instruction on a daily basis; and,
(c) provides consistent follow-up through obsematnd feedback, dialogue with staff
members, study groups, mentoring, and peer coa¢Niegfeld & Roper, 2003; Darling-
Hammond et. al, 2009; Knight, 2009). Instructioo@hching covers all of these areas.
Additionally, instructional coaches can supportpihefessional development process by
enabling teachers to build on their existing knalglke of teaching and learning to
improve their instructional practices (Mraz et 2D08).

Instructional coaching at its best fulfills the edeatures of what Desimone
(2009) describes as the “core conceptual framewoftofessional development (p.
183). The core features of this framework are:

e Content focus, whereby the coach facilitates aawiin which teachers address
mathematics content and pedagogy, as well as halests learn mathematics;

e Active learning, whereby the coach not only modedsruction and co-teaches,
but also engages with teachers in the work of iegchia co-planning,
assessment design, observation, de-briefing reflecaddressing pedagogy and
learning, and data-driven decision making;

e Coherence, whereby a coach supports teacherstetiounderstand, to examine

ideas and relationships, and to connect prior kadgeé and beliefs with new
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learning as well as teachers’ efforts to reconstigge, district, and school policy
demands;
e Duration, whereby a coach is consistently preseptdévoke and sustain attention
towards addressing problems of practice; and
e Collective participation, whereby a coach facie&inquiry, reflection, and
experimentation within a community of practice fsed on curriculum,
instructional approaches, and interpretation adeti meaning.
Similarly, Neufeld and Roper (2003) identify whaéy deem to be characteristics of
effective professional development:
e It must be grounded in inquiry, reflection, and esxmentation that are
participant-driven.
e It must be collaborative, involving a sharing obkviedge among educators and a
focus on teachers’ community of practice rathentba individual teachers.
e It must be sustained, ongoing, intensive, and siap@dy modeling, coaching,
and the collective solving of specific problemgddctice.
e It must be connected to and derived from teactveosk with their students.
e It must engage teachers in concrete tasks of tegchssessment, observation,
and reflection that illuminate the processes ofh&®ay and development.
e It must be connected to other aspects of schoalgshdp. 3).
Instructional Coaching has qualities lacking inestforms of professional development
that are essential for teacher learning: it is fizadbased, ongoing, individualized,
reflective, and intensive, and it actively suppdhis translation of research into practice

(Annenberg Institute for School Reform, 2004; B&akorewood 2007; Darling-
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Hammond & Richardson 2009; Knight 2009). Coachesyls to measurable changes in
teachers’ practice and improvements in studenhbiegr
Susan Poglinco and Amy Bach (2004) spent a yeaarelsing coaching as a
model of professional development in PhiladelpRid, They argue that coaching
programs can be beneficial; however, schools ahdaddistricts must consider the
many complexities that come along with any coacimitgative. Poglinco and Bach
(2004) examined coaching as a professional devedaptool from two aspects: the in-
class support that coaches provide to individuathers and the group-focused
professional development activities that coachad.leBoth approaches seek to help
teachers effectively implement new instructionedtggies in their classrooms. The
researchers found the following “overarching theiaed nuanced insights” in regards to
the coaching model of professional developmentdachers:
Teachers respond particularly well to in-class bea¢cand so coaches
need to be proficient in a variety of techniquasgimviding in-class
technical support... Although teachers meet reguléngse group
meetings do not translate into the creation ofgssibonal learning
communities or changes in instructional practidegbaclassroom level...
Some teachers are unable to use the suggestadttimial guidelines for
improving instruction because they don’t understamdl the materials
don’t define how to change their instructional pices... While the
coaching model of professional development is bammgemented in
many schools, neither its individual nor its gragmponent emphasizes

performance standards...This professional developmedel! greatly
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emphasizes the capacity and abilities of the cdaaheven the most
capable coaches cannot do it alone... The ambigtiityeocoaching role
and the uncertainty of what coaches’ relationshiguid be to teachers,
the principal, and the leadership team can imporgeoaches’
effectiveness... The importance of the role coachiags in helping
teachers change their instructional practices dan@einderscored
enough... Being an effective classroom teacher iguamantee that one
will also be an effective coach... The use of différeoaching strategies
need not be confined to the teacher/coach reldtipn@oglinco & Bach,
2004, p. 398-400)
Adopting a coaching model without considering themgncomplexities that may arise
may hinder the results certain schools and schistiiats are aiming to achieve.
However, with some advance planning and understgnafi how coaching works, school
leaders can make informed decisions about how pteiment coaching programs that
meet their teachers’ professional development naedsare aligned to their school
improvement plans.
As previously stated, professional developmentikhbe ongoing, job-embedded,
collaborative, reflective, and relevant to the emont Instructional coaching, if

implemented correctly, has the ability to meebélihese staff development requirements.

Research on Coaching

Effectiveness of Coaching on Teacher Practice anduslent Achievement
Although the popularity of coaching has steadilgr@ased over the past two

decades, there is limited evidence that coachiag isffective strategy for improving
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instruction and learning. Relatively few studiesvé& been conducted on the effectiveness
of coaching, and the research that does existisndpic has been mostly based on
observational (as opposed to controlled) desigaislitnit the inferences that can be

drawn from the results. With this limitation inmal, most research found positive results
for the influence of coachingn teachers’ practice However, results on the

effectiveness of coachirfgr improving student achievemeare mixed. The following
paragraphs will describe the research found ifitdeture about instructional coaching
and its link to changing teachers’ practices affidémcing student achievement.

Joyce and Showers (1996) conducted a series aéstumdthe 1980s investigating
the influence of their peer-coaching model on teaghinstruction. They found that
teachers who participated in peer coaching wereericgly to apply new instructional
strategies and skills in their teaching. Neufeld &oper (2003) and Knight (2004)
similarly found that teachers who participated aaching were more likely to try out
new instructional practices learned in traditiomafkshops than were teachers who did
not participate in coaching. Teachers who pamrid in the Pennsylvania High School
Coaching Initiative (PAHSCI) were more likely toyp instructional strategies when
coaching was provided (Brown et al., 2006). Thmoed and third year of study of the
program found that coaching was a factor linkedditinued instructional change
(Brown et al, 2007, 2008). Kohler and Crilley (¥99who conducted two small-scale
studies on coaching, found that teachers in prirgeages were more effective in their
use of questions and in facilitating interactionogug students.

In 1985, the Ann Arbor Public Schools in Michigamplemented a peer coaching

initiative in two schools (Sparks & Bruder, 1987he teachers completed a
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guestionnaire before and after the peer coachiogram (Sparks & Bruder, 1987).
Before the peer coaching project, only 54 percéth@teachers said they regularly
“tried something new;” however, after peer coachif@percent of the teachers
responded favorably to trying something new (Spé&Bruder, 1987). Knight (2004)
found that 85 percent of teachers who worked witbach had already applied at least
one instructional strategy they had learned duaisgmmer workshop in comparison to
10 percent of teachers who had not worked withaglzo Similarly, Reed (2007) found
that when teachers engaged in coaching conversatiith the instructional coach and
other teachers, they had opportunities to createmental models and attempt new
strategies and techniques they might not have wtkerattempted without support.
Moreover, research suggests that coaches can pamanges in teachers’
classroom practice when they have a thorough utadetisig of adult learners, mastery of
successful coaching techniques, knowledge of e¥ieatstructional practices, and clear
roles and responsibilities (IRA, 2004; Toll, 200According to Bean et al. (2008),
teachers who work with coaches have improved tkarhing practices by incorporating
more high-level thinking questions, encouraging enactive engagement from students,
and increasing their ability to differentiate amthpt instructional materials and skills.
Toll (2006) stated, “[ClJoaching supports significamstructional change and increased
teacher reflection, which contributes to the regi@apf school cultures” (p. 8).
Researchers have found that instructional coaghisgively impacts teacher practice

not only through reflective questioning, but alsamany other ways.

60



Impact on teacher practice and student achievement

Galm and Perry (2004) studied the impact of coagmrClark middle schools in
Corpus Christi, Texas and Long Beach and San Diéglifornia. Content-specific
instructional coaches were deployed to low-perfogrechools in each of these districts
with large populations of underserved studentsealch district, over three years, student
achievement increased. At three of the traditigriaivest-performing middle schools in
San Diego, California, for example, standardizestl $eores were up significantly. Two
of the three schools more than doubled the stateuggeted increase in test scores
between 2002 and 2003. Five middle schools in @hristi, Texas, that participated
in the initiative each increased the percentagduafents passing the Texas Assessment
of Academic Skills by 3% to 15% between 2001 an@320In 2003, students exceeded
expectations for performance in the first yearhef Texas Assessment of Knowledge and
Skills by 2% to 40%. Between 22% and 35% of sttelenthe cohort group at these
schools increased their reading comprehensiorsteses more than three grade levels in
three years. In the third district, Long BeachlifGaia, schools that used coaches along
with other initiatives showed improvement. As ended in this study, instructional
coaching appeared to improve teacher practice Hasvecrease student achievement.

Boston Public Schools has implemented the Collalver&oaching and Learning
(CCL) program that created the roles of literacgtimlanguage acquisition, science, and
history coaches. The district reports steady gairssudent achievement on the
Massachusetts Comprehensive Assessment in Skiits 1999 to 2004, suggesting that
instructional coaching had a positive impact omshi achievement (Schen, Rao, &

Dobles, 2005). Likewise, Lovett et al. (2008) s¢ualthe effects of coaching on
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preparing high school teachers to teach studerksdisabilities. Student outcome data
indicated that classrooms in which teachers haekéna year of coaching demonstrated
greater gains. Their findings suggest that coachmay be a model of professional
development that can be supportive of teachers.

Ross (1992) found that middle school students whastery teachers had greater
contact with their coaches showed greater gaiashmevement than did those students
whose teachers had less frequent contact with ¢baches. Ross (1992) concluded “that
all teachers, regardless of their level of efficaggre more effective with increased
contact with their coaches” (p. 62). Marsh, McCaimockwood, Martorell, Gershwin,
and Naftel (2008), in the study of a statewide mgdoach program in middle schools,
found that coaching appeared to have a small ksitip® effect on reading achievement
in two of the four cohorts of student subjects.e Tlsearchers also found a small and
significant relationship between students’ achieeetand the frequency with which
coaches reviewed assessment data with teachatsrs@ad Price (2010) found that
elementary school teachers who received coachiaddition to participating in a two-
day workshop scored higher on all measures ofunstm and student learning than
teachers who only participated in the two-day whdgs Similarly, results from the
study of the Literacy Collaborative — a professiatevelopment program for coaches —
found that teachers’ participation in coaching hambsitive effect on student
achievement (Biancarosa, Bryk, & Dexter, 2008)ings value-added model, the
researchers found positive effects for the modehgrovements in literacy learning.
Likewise, Bean et al. (2010) found that schools/imch coaches spent more time on the

task of coaching itself experienced a significagtigater percentage of students who
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were proficient in reading achievement (as measareithe Terra Nova) in first and
second grade. The results of the study suggessthibige is a positive benefit for student
achievement when strong coaching programs areanepl

Campbell & Malkus (2011) conducted a three-yeadoamzed control study on
mathematics coaching and found tbeér timecoaches positively affected student
achievement in grades three, four, and five. Teearchers controlled for teacher
experience, prior school academic tradition in reatatics, school size, and student
demographics. The instructional coaches in thidysengaged in a high degree of
professional coursework addressing mathematicengmedagogy, and coaching prior
to and during at least their first year of placetne®tudent achievement data were
measured by the standardized assessments adnadistevirginia in grades 3-5. The
researchers emphasize that this significant peséffect on student achievement was
evident at the conclusion of the first year of plaent of a coach in a school but emerged
as knowledgeable coaches gained experience angca®al’s instructional and
administrative staff members learned and workedttoay.

Matsumura, Garnier, Correnti, Junker, and BickélLQ) investigated the effects
of Content-Focused Coaching (CFC) on new teacleersited in a district that suffered
from a high turnover rate among its teaching stdfatsumura et al.’s findings indicate
that the CFC program potentially contributed tangigantly higher school-level gains on
the state standardized test for English languaa@ées than non-CFC classrooms. Also,
the quality of teachers’ self-reported and obsemsttuction in the CFC schools

exceeded that of comparison teachers. The rasuitss study suggest that there is a
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positive benefit for student achievement when reaeliers enter buildings with strong
coaching programs in place.

Impact on student achievement

Even though some researchers found that instratmraching positively
impactsteacher practicethe research on the effectiveness of coactungnproving
student achievemert limited and has yielded mixed results.

In their review of literature related to coachifgglinco et al. (2003) found no
studies that provided evidence of the link betwe@aching and student achievement.
However, the researchers do contend that the AaisriZhoice design, spearheaded by
coaches, has influenced the way teachers and atrators think about teaching and
learning. Poglinco et al. (2003) posit, “Therevwsdence that the America’s Choice
philosophy of standards-based reform has beguertmfate through the participating
schools and that instruction in most schools |latierent than it did prior to the
implementation of America’s Choice” (p. 24). Itigal to note that Poglinco et al. did
not examine the impact of America’s Choice on sti@dehievement in this evaluation
study, but focused more on teacher practice.

Similarly, The Early Reading Professional Developtriaterventions Study by
Garet et al. (2008) for the Institute of Educat®riences studied the impact of coaching
on teacher practice and student learning in eadgling. The study used rigorous
scientific methodologies to determine a causatimiahip between coaching and student
achievement (Garet et al., 2008). Two professideaklopment programs were
implemented in 90 schools in six districts withequal number of schools being

randomly assigned to professional developmentrtresat A, B, or the control group
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(Garet et al., 2008). In this study, elementahosts were randomly assigned to one of
three conditions: to participate in professionalalepment institutes aimed at increasing
primary grade teachers’ knowledge of scientificddlsed reading instruction (treatment
A), to participate in those same institutes bub aéceive coaching (treatment B), or to
serve as a control sample. Results indicated iiy@effect of both professional
development interventions on teachers’ knowledgsc@ntifically based reading
instruction and their observed instruction. Naitimervention, however, resulted in
higher student achievement, and no added effectietested from the coaching
intervention for teachers’ instructional practicar student achievement.

Some studies have suggested a lack of empiricalljic evidence for the effects
of coaching (Brown et al., 2006; Garret et al.,209eufeld & Roper, 2002, 2003;
Poglinco et al., 2003), while others have indicdtet the possibilities of coaching are
noteworthy. Therefore, more rigorous research lshioel conducted to determine the

effects, if any, of coaching on teaching, learniugg organizations.

Limitations and Implications

Schools and school districts in nearly every urthiairict in the country are hiring
coaches to help meet ambitious reform goals fdrungon and learning. Additionally,
the Race to the Top applications of many stateshesipes the role of professional
development to turn around low-performing schodéhile specific details as to the
roles of instructional coaches in these effortardiong student data analysis and
improved teacher instruction have yet to be deteechithe studies and literature in this
review clarify that instructional coaching is abl@and effective form of professional

development for teachers. Instructional coachim@s idealized form, intends to
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develop the types of sustained, instructionallygad, collaborative interactions in
schools that research and theory suggest are fff@stivee for improving instructional
guality (Darling-Hammond & McLaughlin, 1995; Hawl&yValli, 1999; Garet, Porter,
Desimone, Birman, & Yoon, 2001). Despite the pserof coaching for supporting new
forms of teaching, relatively few empirical studhesve directly assessed the influence of
instructional coaching on teacher practice andestidchievement, and results from
these studies yield mixed results (Garet et aD820oyce & Showers, 1996; Marsh,
McCombs et al., 2008; Neufeld & Roper, 2003; R4a992).

Although there are promising indications that caagimay be an effective
approach for improving teachers’ language anddagipractices (Poglinco & Bach,
2004), there is little empirical support for itseugspecially as an independent
professional development strategy. Deussen €@0.7) posit that having a coach in an
organization does not indicate how those individwaik spending their time because
there is a big difference betwekeinga coach andoingcoaching. If a coaching
position is not handled or monitored correctlygatld become a glorified substitute or
administrative position (Coggins et al., 2003). offrer argument is that coaches might
coach on what they know and feel comfortable widtead of what the school or school
system needs (Coggins et al., 2003). A significdostacle is “that in order for coaches
to be effective, teachers and administrators mecstfat the creation of the role, the
person who takes it on, and the activities thas@eengages in as legitimate” (Coggins
et al., 2003, p. 34). A coach will not be consadkelegitimate if he/she has not taught the

content or has not had enough experience teadhéngontent. In addition, since
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coaching does not require certification, much obach’s training is on the job (Coggins
et al., 2003).

Despite the expansion of instruction coach rolaeksragent calls for attention to
the qualifications and professional preparationasches (Marsh et al, 2008), there is
limited empirical literature that examines instianal coaches’ professional learning
experiences even thouiandards for Professional Learniftgxists. Some school
districts require instructional coaches to comppetdicular coursework and training;
however, other school districts only require paiic years of experience in teaching.
Acknowledging the lack of attention to the subjeictoaches’ professional learning
overall, there are few studies that provide guiéaaioout the professional development
of coaches. Recent reports on coaching prograswide phased-in learning and
ongoing training as important for coaches’ suc¢Bsswn, Stroh, Fouts, & Baker, 2005;
Galluci & Swanson, 2008; Knight, 2006; Marsh et 2008). Some of the literature
suggests that coaches need training on facilitatkilis (Coggins et al., 2003; Neufeld &
Roper, 2002). For example, working one-on-one ¥atthers and guiding conversations
about teachers’ instructional practice is descriedhallenging, especially for new
instructional coaches (Neufeld & Roper, 2002). &ter, empirical studies are
extremely limited and focus only peripherally oe tearning of coaches or on structural
supports for their work (Gibson, 2005). The dgstore literature in many books and
articles treats coaches as adults who enter thegrowith expertise and skill. Coaches’
content and pedagogical expertise are assumeceesnalitions for the job. Thus, future

empirical studies are needed in the area of prioiegklearning and development of

11 Learning Forward (formerly known as the NationafSbevelopment Council). (2011)5tandards for
Professional Learningetrieved fromwww.learningforward.org/standardsh July 29, 2011.
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instructional coaches. Furthermore, additionataesh could contribute greatly to the
understanding of these capabilities by comparifegcaf’e and less effective coaches
using reliable instruments that measure charatit=jsuch as intelligence, aptitude, and
personality traits.

Future studies on how instructional coaches splesid time are essential for
determining the consistency of coaching as a velial professional development.
Instructional coaches generally divide their tingoaag many different activities due to
their various roles and responsibilities, includiagnal work with teachers (i.e.,
observing and modeling instruction, planning less@tc.), informal coaching (i.e.,
lending an ear), coaching-related administrativiied(i.e. coordinating assessments,
management materials and resources), data anagsigll as non-coaching duties (i.e.,
lunch duty, bus duty, etc.). While one-on-one waith teachers is on the top of the list
of activities on which coaches spend significamigti in one study, McCombs and Marsh
(2009) found that only 15% of coaches reported dimgn30% or more of their time
working one-on-one with teachers. The researghesi that in order to be productive,
most states expect coaches to spend at least 5@%iofime providing classroom
support to teachers. McCombs and Marsh (2009)dd¢kiat coaches’ one-on-one work
appears to matter to teachers — it is stronglycatsal with their perceptions of coach
influence on instruction and on student motivatmmead — many teachers do not get to
work with the coach in this way, and many coaclesat spend the majority of their

time doing this type of work.
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Instructional Coaching and DDDM

Even though there are current studies that hightige various roles of
instructional coaches, one prominent role thatrbesdy been examined is the
instructional coaches’ role in data-driven decisioaking. The research on data-driven
decision making (DDDM) and instructional coachieggmerging. One mixed methods
study of a statewide reading coach program in &onmiddle schools examined how
coaches support DDDM and how this support relatestudent and teacher outcomes
(Marsh, McCombs, and Martorell, 2010). Marsh, Maoths, and Martorell (2010) found
that the majority of coaches reported a major famuanalyzing data to guide teacher
practice. Specifically, when coaches were as&ambnsider all of the work they did
with teachers during the 2006-2007 school year, 62%09 reading coaches reported
placing a major emphasis on supporting the anabfsisita to guide instruction. The
researchers also found that the reading coachasddmn other key components of
reading instruction, such as supporting comprelansiocabulary, fluency, and
differentiated instruction to meet students’ nee@saches in all districts reported
dividing their time among a wide range of actistieMarsh, McCombs, and Martorell
(2010) discovered that half of all coaches spenbsmore hours every two weeks
analyzing and training teachers on how to analywkuse data to inform instruction.

Another finding of Marsh, McCombs, and Martorel[2010) study was that
coaches with three or more years of experience sigraficantly more likely than less
experienced coaches (one to two years of coachkipgrience) to spend a large amount
of time (17 or more hours every two weeks) on @aiaysis (32% compared with 12%,

respectively). The researchers also found thast¢heol districts and central office staff
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provided monthly professional development oppottesifor coaches, and more than
half of the reading coaches reported that districfessional development for coaches
placed a major emphasis on analyzing and usingstuthta to improve instruction. The
results of the study indicate that teachers wheived more frequent data support from
the reading coach were significantly more likelgrtrteachers with less frequent to no
data support to attribute changes in their insimacto working with the coach. Also, the
researchers found a statistically significant asdmn between data analysis support and
achievement, even though the magnitude of the edgwtwas fairly small.

Furthermore, instructional coaching is one potéaw&nue for providing teachers
with professional development on DDDM. Thus, maaolgools and school systems are
hiring instructional coaches to support the useaté to improve teaching practice and
student achievement. Despite the widespread usstofictional coaches and DDDM,
there is little research examining how coaches sd@pDDM in schools and the extent
to which these efforts are associated with impraseisiin teaching practice and student
achievement. With the literature on instructioo@hching as well as DDDM in mind,
this study is designed to examine coaching ateélersdary level and to provide

empirical evidence on the effects of a coach’s suppith data-driven decision making.

Conceptual Framework
The conceptual framework for this study is adagtech Marsh, McCombs, and
Martorell’s (2010) conceptual framewdfkwhich was grounded in the empirical and
theoretical research on coaching, learning, and BIOP. 879). The basic hypothesis of

the researchers’ model is that increasing the ¢ispeknowledge, and skills of

12 permission to reprint the conceptual frameworthia publication was granted by Julie Marsh on May
15, 2014 (see Appendix T).
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instructional coaches and their availability to wanth teachers at a school site will
allow teachers to gain new knowledge and skillsrdrance existing knowledge and
skills, which in turn will improve their literacystruction and ultimately improve student
achievement and other outcomes. Marsh, McComiasMamtorell’'s (2010) model
recognizes that the state and district shape tbisegs by articulating the roles and
responsibilities of the instructional coach, seftiniring qualifications, providing ongoing
training and support to instructional coaches, moaitoring their efforts. Other aspects
of an instructional coach’s actual work at the sthevel may also influence his or her
effects on teachers, such as the amount of timet sp@rking with teachers to support
data interpretation and use as well as whethetdheh works one-on-one with teachers
versus working with a group of teachers.

Marsh, McCombs, and Martorell (2010) argue, “Th&oat notions of DDDM
and organizational improvement (Deming, 1986) iatkthat when properly examined,
interpreted and acted upon, certain types of dataassist in improving individual
practice and organizational outcomes. Learningrghalso suggests that the quality of
coach-teacher interactions (e.g., how informatgimiroduced, new practices are
modeled, and teachers are provided opportunitiesdplication and reflection) are likely
to influence instructional responses” (p. 879). rétha McCombs, and Martorell’s (2010)
framework also posits that coaching can affectesttitbarning through various other
intermediate outcomes, such as building schookestiip capacity and enhancing school
culture, which in turn might either directly affestudent achievement or indirectly affect
student achievement through changes in teachetiggad.astly, Marsh, McCombs, and

Martorell's (2010) framework for the study recoggszhat coaching programs are
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embedded in a broader state, district, and loaatlest that can influence coaching
practice and its impact, and includes such faaergrincipal leadership, school size, and

other state and district policies.
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Figure 2: Marsh, McCombs, and Martorell’s (201@nCeptual Framework

For this study, | modified Marsh, McCombs, and Meetl's (2010) conceptual
framework to align to the research site’s structurd processes. The modified
conceptual framework begins with school implemeatabf DDDM and Instructional
Coaching instead of the State Program and Infreistre. Even though the funding for
the school’s programs is through the state anddaisthe charter school’s executive
leaders created the instructional coaching progritast charter school leaders are able

to use their schools’ funds to create various @ow as long as the programs are
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continuously monitored and aim to achieve improtesther quality and improved
student outcomes. In this charter school, the@dministrators influence the coaching
process by directing coaches’ attention to cepaiorities as well as providing coaches
with training opportunities. In this school, ingttional coaching is geared around not
only assisting teachers with analyzing student,datbalso working with teachers to use
the data to determine the most appropriate instnuak strategies to teach the low-
performing students, whialmayenhance teachers’ instructional practices. Magdhe
conceptual framework for this study posits thatittsructional coach’s knowledge and
skills (which was not in the original conceptuarfrework) can affect teachers’
knowledge and skills, which can in turn affect teacpractice and student outcomes
through various other intermediate outcomes, sadiudding school leadership capacity

and enhancing the school’s “data use” culture.
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CHAPTER 3: RESEARCH METHODOLOGY

Overview

This study examines the convergence of two popmdaool improvement
policies: instructional coaching and data-drivecidion making (DDDM). Even though
instructional coaches perform many roles and co@chctivities, spending time helping
teachers analyze student data to guide instruidiarkey role that has rarely been
examined in research. Drawing on the large-s&aearch studies on DDDM as well as
instructional coaching, one purpose of this stdipiadd to the knowledge base of how
an instructional coach in an urban, high-povertigdie school supports DDDM and how
this support relates to teacher outcomes. Spatiifighis study is designed to provide
insights into the instructional coach’s role in thea-driven decision making process and
how it may or may not impact teacher practice, a as how a coach’s professional
learning experiences impact his or her data-sugmitities with teachers.

This chapter presents the research methodologpamesses used to answer the
research questions. Specifically, it describesctmdext, participants in the study,
interviews, observations, and document analysisga®es and outlines the analysis that
was used to interpret the data. In addition, the of the researcher was delineated.

Finally, ways to address the validity and relidbilssues were also described.

Research Questions
The research study is guided by one overarchirgareb question with subsidiary
guestions:

Overarching Research Question:
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2) What is the role of the instructional coach in tla¢a-driven decision making process
(data analysis and support) in an urban, low-periiog, public charter middle
school?

Subsidiary Questions:

a) How does the instructional coach in an urban, l@rfggming, public charter
middle school encourage and support teachers mgwisita to inform their
instruction and improve student learning?

i) How does the instructional coach encourage andastifipe use of data to
inform instruction?

i) What challenges are encountered by the instrudtomosch in supporting
teachers’ use of data to inform instruction? Howthese challenges
managed?

i) What structures are in place, if any, that ashistinstructional coach with

facilitating the use of data to inform decision-nmakregarding instruction?

Case Study Methodology

This study is a descriptive, analytic qualitatiese study of one instructional
literacy coach’s support with teachers’ data-dridesision making processes in a single
high-poverty, low-performing, public charter middlehool that has implemented formal
structures for the analysis of assessment dataghrtheData Wisdmprovement
Process A case study is an in-depth analysis of one @renevents, settings, programs,
social groups, communities, individuals, or otHeunded systems™ (McMillan, 2004, p.
271). The case study allows the researcher tmexpl great number of variables

through multiple sources of evidence that can gledata on both the phenomenon
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under investigation and its underlying context.e Thase study approach is particularly
suitable because the topic is relatively unexplor&d organizational case study of a
single site allows for an in-depth exploration déinidk description of the role of the
instructional coach in supporting teachers’ usdaté for instructional decision-making
as well as his professional development experiences

Yin (2009) states that the case study method i apg®opriate for investigating
“a contemporary phenomenon in depth and withinggs-life context, especially when
the boundaries between the phenomenon and comeerbaclearly evident” (p. 18).
The case study method was selected for this rdsstudy because the research study
investigates the instructional coach’s support DM in order to provide insight on the
extent of the coach’s professional learning expess and support to teachers, and how
teachers perceive the impact of that support oin pnactice. The case study method is
also appropriate when “how” or “why” research quast form the basis of the
investigation and when the study focuses on contveanp events that the researcher has
no ability to control (Yin, 2009). As the literatureview for this study indicates, the
influence of data analysis on instructional pracaad the impact of the instructional
coach’s support in this process is likely to b@mplex phenomenon with a variety of
factors commingling to shape the nature and characthe instructional response.

Qualitative studies can help the researcher tod¢ustand] theneaning for
participants in the study, of the events, situaj@xperiences, and actions they are
involved with or engage in... [understand] the pataccontextwithin which the
participants act, and the influence that this cdnit@s on their actions... [understand] the

process by which events and actions take placeXa, 2005, p. 22-23). These useful
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aspects of qualitative research match the resegrahof this study, which is to

understand how the participants see the role oitsteuctional coach in the data-driven
decision making process, and how the coach’s stupp&DDM influences teachers’
practices (attitudes, behavior, knowledge, skilg] understanding). These data can then
be triangulated to develop more thorough and vaterpretations. Thus, this study
examines and describes one case of an instructoaah’s support with the DDDM

process.

Critical Case Study

The school (in a particular school district) sedecfor this study was chosen
because it forms a critical case (Miles & Huberm&d94; Yin, 2009). The critical case
exemplifies the problem being studied, and, as ,sgabf strategic importance (Flybvjerg,
2006). The conclusions drawn from a critical dagee potential applicability to other
schools seeking to use data to inform instructipnatesses through the support of
instructional coaches as well as the potentiahfiorim future research in this area.
Because the contextual circumstances of the dritecse can encompass a number of
diverse, pertinent issues, it can make it highpresentative of schools undergoing
initiatives (Yin, 2009). As a result, researchewssider a critical case one whose
findings and conclusions can have more potentiafjémeralizability than typical case

studies.

DDDM and Critical Case
As a school that has taken stringent steps to beaata-driven, there are three
characteristics that particularly render the sclsitel as a critical case: 1) partnering with

an assessment company, The Achievement NetworktjAR)envesting in a data
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warehouse; and, 3) having an instructional coacititite the data-driven decision
making process, whom receives ongoing professidexaglopment in DDDM throughout
the school year. Over the past six years, theddlras made substantial investments in
improving its ability to respond to data as paritsfefforts to improve student
achievement. One outgrowth of these efforts hag lagpartnership with an assessment
company, The Achievement Network (ANetyvhich creates standards-based interim
assessments and generates the data from thossmasses Moreover, Great Schools
Academy has also invested in a data warehousensyktg greatly improved access to
student achievement data. The school has alsettanstructional coaches to guide
teachers’ discussions around data and to implemstrtictured protocol for analyzing
and using data to inform teacher practice, whidligned to the aforemention&hta
Wiseimprovement process. The school has scheduledngegtings each quarter where
the instructional coaches meet with teachers wuds student data and student work.
The overarching rationale behind this approachas data should drive instructional
decision-making, and the instructional coach shéadditate and support this process.
These initiatives appear to extend well beyondetifi@rts of most schools. The robust
and comprehensive approach the school has takerptement instructional coaching to
support the use of data to improve student achiemémakes it a potential model for
data use.

Furthermore, at the time of this study, the ingtomal literacy coach at Great
Schools Academy was receiving ongoing professidaaélopment in effectively
supporting the DDDM process by participating in New Leaders for New Schools

Emerging Leader progrém The Emerging Leader program is a professioraahiag
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opportunity that not only builds the coach’s owpaeity to use data, but also builds his
capacity to lead a team of teachers to use daaltance their instructional practice. In
order to be an Emerging Leader, one must haveagbelief that all students will
achieve college success, have a demonstratedydbilead adults effectively, and have a
proven track record of achieving student gains.eigimg Leaders must also have a
strong desire to increase their impact beyond lesmom and demonstrate enthusiasm
to learn and grow their leadership skills. Throtgh program, Emerging Leaders
practice, reflect, and build skills to drive resudind gains with a team of adults.
Specifically, during the year-long program, Emeggireaders will lead a team of
teachers through data-driven instruction cyclegage in content designed to enhance
leadership skills; and, work and reflect with adbfacilitator to receive specific and
actionable feedback. Emerging Leaders are expéatiedrn powerful mindsets and skill
sets to make improvements in teacher practice tanlest achievement
(www.newleaders.orqg).

Moreover, many of the initiatives the school hagpkayed such as instructional
coaching, structured data meetings, schedulingpttehotes collaboration between
teachers and instructional coaches, and an invesiman assessment organization are
congruent with best practice research (Datnow, F&akk/olhstetter, 2007; Lachat &
Smith, 2005; Wayman & Stringfield, 2006). Beca@eat Schools Academy is a
typical low-achieving urban school that implemen&dnstructional coaching program
to support DDDM, this study may yield conclusiopglkcable to other public charter
schools that have undertaken similar measurespoowe student achievement through

the analysis of assessment data guided and suggdmyrten instructional coach.
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Achievement History and Critical Case

The recent history of the school site has alsoeniiaslitable as a critical case. As
a school that historically has been deemed undemnpeng, Great Schools Academy has
been a primary focus of the district’s efforts tdbstantially enhance and sustain student
achievement. While student achievement has fltetuat times, Great Schools
Academy made incremental progress in 2010. In 20i0percentage of students
reaching proficiency in reading and math represkatwvo-fold increase over a period of
three years. However, the school experienced i@ sltap in student achievement on the
administration of the state assessment in 2018ltmeg in the school receiving the state’s
lowest accountability rating. As a result, Greeh&ls Academy was being targeted for
state intervention in the form of increased momigiand the provision of additional
personnel to facilitate the improvement procesise ifistructional literacy coach was
hired in July of 2011, and was in his second ysa aoach when this study began (in
April 2013).

Great Schools Academy’s current context actuallya@ces rather than
diminishes the school’s suitability as a criticabe. Great Schools Academy is a high
poverty, one-hundred percent minority school thatggles to improve and sustain
student achievement levels. ltis, in many waglective of many schools throughout
the country that are currently embracing a mora-daitven approach. A great degree of
improvement has coincided with the implementatibstuctured data analysis as well as
the implementation of coaching to support the DDpidcess, but, as recent assessment
data indicate, there have been setbacks. Ther¢fosecase presents an opportunity to

explore how the strong emphasis the school ismdacn data use and coaching is
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influencing the instructional program. Even thotilgis is a high-risk student population,
it is not the purpose of this study to examinertiationship between the instructional
coach and students. The insights gained fromctse study have the potential to inform
how teachers, coaches, school leaders, and disiaders should approach data-driven

instructional improvement.

Site Description

The study was conducted at Great Schools Acadamsghool in a high-poverty,
urban community. The school was initially formedlLi998 by a foundation initially
created as a program for teens involved in therjilwgustice system. The program
offered youth opportunities to earn money, learmkeiable skills, and participate in an
academic environment that offered small class sinelsindividualized instruction from
highly qualified teachers. Great Schools Academy established as a middle school
campus in 2007, and it was accredited by the Mi@détes Association of Colleges and
Schools Commission on Secondary Schools througB.28% of May 2013, the status of
the school’s accreditation was under review anchectbe verified. The school serves
210 students in grades six through eight. Appretaty 99.5% of the student population
is African American and 0.5% of the student popatats Hispanic/Latino. Ninety-four
percent of the students receive free and reducedsirend 24.5% of the students are
identified as students with disabilities, who aeght via an inclusion model. There are
four classes in each grade level, and the avelags size is 20 students.

Great Schools Academy students face significartesiges in their lives.
Twenty-two percent are involved in the foster cgystem or abused, and twenty-one

percent are involved in the juvenile justice systgareat Schools Academy’s
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comprehensive school program is designed to bsforanational through four key
components: an engaging and relevant academicgimotipat is integrated with a robust
socio-emotional learning program; extended dayfeddd year activities, and their future
focus and post-secondary programming that enahldgrsts to plan for success after
middle and high school. Since Great Schools Acadsra neighborhood school, the
student re-enrollment rate is eighty-four percddawever, there is high teacher turnover.
Approximately seventy-four percent of the teacl{grgluding fifty-seven percent of
teachers rate “ineffectivé® were planning to leave Great School Academy withe

next one to two years.

Over the past five years, Great Schools Academsyrade large investments in
building its data-use capacity. These investmigitiside the purchase of a data
warehousing program that stores a large varietg@ttudent data to which all teachers
have access. Teachers, coaches, and school leadetsle to use the software to access
a wide variety of reports that can be disaggreghésgd on user preference. This data
warehousing program provides teachers, coachesdul leaders access to the results
of past standardized test data, periodic diagntssts, various reading inventories,
attendance, and discipline records. To facilitatalysis of these data for the purpose of
informing instructional decision-making, in 201hketschool implemented an
instructional coaching program, in which they hisgdinstructional literacy coach (to
support the English/language arts and social ssudechers) and an instructional
mathematics coach (to support the mathematics@adce teachers). The instructional

coaches perform many roles including meeting watichers weekly to either provide

13 According to The New Teacher Project (TNTP) Ingiarcal Culture Insight Survey, the scale of
teachers is ineffective, minimally effective, effige, and highly effective.
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feedback on an observation, support the teachérplanning a lesson, or facilitate

analyses of student work and data.

Sample/Participant Selection

Participants for this study included the instroitl literacy coach at Great
Schools Academy, the principal, and the Englislgfieage arts (ELA) and social studies
teachers for grades six through eight. Each teaghs a full-time employee who
worked at the school for the entire school yeagulaly participated in data meetings,
and worked with the instructional coach to analgmd use data to inform instruction.
There was one ELA teacher and one social studaetiée on each grade-level, totaling
six teachers. One teacher, the seventh gradd stuies teacher was replaced by a
long-term substitute teacher; therefore, | was lentabinterview her. As the
instructional leader of the school as well as tistructional literacy coach’s supervisor,
the principal was selected as a key participamistly, the instructional literacy coach
himself was selected as a participant to gathéghh®n his own perception of his
support with DDDM. The instructional mathematic&ch was not selected as a key
participant due to her focus on the mathematicsertrarea.

On March 26, 2013, University of Maryland’s Ingtibnal Review Board (IRB)
approved this study, Project # (434867-1), andd granted an extension for one year on
February 24, 2014 (see Appendix R for IRB Apprdwetter). Furthermore, the
researcher also secured a written agreement frerxtbcutive Director of the school to
conduct research at the school site. To attaoriméd consent from participants, the
researcher presented them with an informed corigentprior to the first meeting via

email (see Appendices F-I). This provided partais with an opportunity to review the
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form prior to the first meeting, and they were aol@sk the researcher questions about
the study and their participation. Prior to theemiew, the researcher had a face-to-face
meeting with the participants individually to dissuthe informed consent in detail. At
that time, they had the opportunity to ask questiatarify any unclear language in the

document, sign the form, and/or refuse to partteipiethey chose.

Data Collection

A patrticular benefit of the case study strateghésflexibility to employ multiple
methods of data collection. Multiple sources dtlemce allow the researcher to
investigate a wider range of issues related toipeesearch questions. While these
sources may be distinct and limited in isolatitv tonverging conclusions that may
emerge from these data have the potential to asligsges of construct validity (Yin,
2009). To address potential validity concernsg gtudy employed multiple data
collection techniques.

Data collection methods included one semi-structimeerview with the principal,
teachers, and the instructional coach, individyattgarding the extent to which the
instructional coach focuses his work with teaclmerslata analysis and support, and how
this influences teachers’ instructional practiékat all. The interviews also gathered
information on the kinds of support and professidearning the instructional coach
received that promoted his data-support activititkease see the Appendices C-E for the

interview protocol¥’ for teachers, the principal, and the coach.

1% The interview protocols were adopted and modifiech teacher protocols and coach protocols shared
by Julie Marsh, Associate Professor at the Ro&sibool of Education at the University of Southern
California, on March 12, 2013.
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Semi-structured interview questions are “open-ehgletispecific in intent,
allowing individual responses, ... and allow[ing] famobing, follow-up, and clarification”
(McMillan, 2004, p. 168). A semi-structured int@w “has the advantage of providing
reasonably standard data across respondents, breaier depth than can be obtained
from a structured interview” (Gall, Borg, & Gall926, p. 310), which uses closed
answers and does not allow for the freedom of ¥oligp and clarification for the
interviewer. Using semi-structured interviews wagable for this study because this
technique allowed room for participants to respopdnly while ensuring that the
responses were not overly wide-ranged due to afligtepared questions and probes.
Semi-structured interviews also allow for in-dep#aminations of participants’
experiences since their descriptions of their fgeliand thoughts can be further probed,
followed-up, and clarified by the interviewer.

The interviews took place in participants’ classnsoor offices at the school site.
All participants, except the principal, were aldéhive face-to-face interviews in May
2013. The principal’s interview was conductedtei@phone due to constraints with his
schedule. During the audiotaped interviews, tlseaecher took descriptive and
reflective fieldnotes. After each interview sessithe researcher expanded the notes and
added more reflection, or “researcher speculatif@adings, interpretations, ideas,
hunches, and impressions” (McMillan, 2004, p. 268he post-interview fieldnotes also
included “observer comments,” or “thoughts abouerging themes and patterns,
thoughts about methodological problems or issusssiderations of ethical concerns,
and introspective discussions about researcheram@inattitudes, and prejudices”

(McMillan, 2004, p. 264). The latter was recor@ed analyzed separately from the
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descriptive fieldnotes. Transcripts of each in@mwere shared with participants so that
they could check their responses in written fofarticipants could also request a copy
of sections of the write-ups of findings and disioss that included their responses.

Observations of one and a half data analysis mgsetirere conducted to
corroborate data obtained via the interviews. fEsearcher took fieldnotes during her
observations to record instances of the instruaticnach’s support with data-driven
instruction that stood out as important to the footithe study. Additionally, the
researcher kept post-observation analytic memast® anything that should be
discussed or referenced in the interviews. Fin#tg researcher collected documents
and artifacts including data printouts, data digplalata analysis meeting minutes, and
other materials participants used in regards ta-daten instruction that they wanted to
share. Data printouts and data displays wereaassa-level and school-level and not on
a student-level. Excerpts from these artifactsawesed as prompts during interviews.
Document (artifact) analysis also served as antiaddi means of corroborating
interview and observation data.

The varied methods of data collection made possibtaigh the case study
approach had the potential to yield greater validécause they allowed for
triangulatior? of data sources. Each of the data sources wapareahto each other for
the purpose of determining consistency, conflio thematic categories. Thus, the case
study method is a rich strategy for generatinggiteatest insight into the research

guestions posed by this study.
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Table 1

Summary of Methods

Method Source Purpose

e Determine coach’s
support in DDDM
e Determine teachers’,
principal’s, and
Teachers, Principal, and coach’s perceptions
Instructional Literacy of the coach’s role in
Coach instructional change
e Determine coach’s
professional learning
experiences

Interviews

e Provide a source of
comparison with
teacher, principal,
and coach interviews

e Provide an
understanding of the
coach’s role in data
analysis and practice

Observations Data Team Meeting

e Triangulate interview
and observation data

e Provide an
understanding of the
data protocol used far
data analysis

e Analyze the results of
data analysis
meetings

Data analysis meeting
minutes, data printouts,
teachers’ item analysis
sheets, teachers’ re-
teaching plans

Document/Artifact Analysis

Confidentiality
To protect the participants’ identities, they eaelected pseudonyms. The name

and location of their school will also be pseudosymany reports or publications that
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might result from the study. The researcher regst@ach write-up several times to
ensure that the school and personnel are kept ammrs; The researcher also allowed
the participants to review portions of the writesupat pertained to them to ensure they
felt comfortable with the wording and the anonynafythe school and personnel.

All materials, including audio segments, were atlgach that no participant’s
name was revealed. Audio-recordings will not bblished in any form, and the data
shall be used exclusively for educational researgirofessional settings: closed research
meetings, seminars, and professional conferereadicipants were informed of the
intention of the researcher to audio-record ancevgéren the opportunity to review the
transcribed segments. Transcribed segments frerautlio-recordings, with participants
identified by pseudonym, may be used in publistoech$ (e.g. journal articles and book
chapters). The faculty supervisor for this resegmoject may see data without
pseudonyms at various points in the data collecimhanalysis process.

Data with identifying names of participants wereret in password-protected
files for digitally-collected forms (audio-recordetiservations and meetings, digitized
interview audio files), or a private, home file cadt for non-digitized correspondence,
notes, or forms. Because this is research daagtearcher requests to store the data for
up to a 10-year period. When the data is no longeded, it will be destroyed.
Transcribed segments from the audio-recordings lmeaysed in published forms (e.g.

journal articles and book chapters). In the cagaubfication, pseudonyms will be used.

Data Analysis
Preliminary analysis started during each intervié\g. participants answered

guestions, | took field notes on my observationthefr gestures as well as my feelings.
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By taking notes on my feelings, | constantly endur&vas distancing myself from the
data so that it would not prevent me from seeing pessibilities in the data. Having
been a teacher and an instructional coach preyipoualso wanted to make sure | was
avoiding standard ways of thinking about teachingd l#arning as well as thinking about
my own coaching experiences. | also took notemduhe actual interviews, capturing
moments of silence or striking statements, or syngiting down questions | wanted to
be sure to address. During the one-on-one senutsted interviews, | allowed
participants to talk freely, letting the conversatgo where participants took them unless
they got far off topic, at which point, | would hg the interview back to focus by
repeating the question or asking a new questiamin@ each interview, | made sure to
have a chance to ask the questions | had desigaateefinitely needing answering in
order for me to answer the overarching researcbktoureand subsidiary questions.

The data analysis process included six stagest, Eanscription began after the
first interview. | transcribed one interview on myn, and the other interviews were
transcribed by a professional transcription setvidewever, when | received the
transcripts, | listened to the audio recordingsaxth transcript to confirm accuracy, and |
found that there were many errors. Thereforestéfied and re-listened to each audio-
recorded interview and transcribed each intervieygetf to ensure accuracy.

Second, data generated for this study were analyzied an inductive coding
process (Glaser & Strauss, 1967; Miles & Hubermi&94). This approach is a
particularly useful method because of the emergature of the data. Since the topic has
not been extensively studied, an inductive appr@dolived the researcher to develop

conclusions that were derived directly from datarthermore, codes created through
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inductive coding illuminated concepts that may hiagen overlooked by codes derived
through more deductive approaches (Miles & Huberi884). As a result, inductive
coding had the potential to provide a more accugpmanatory framework for the
research questions. This framework was deriven fieeoretical categories that
illuminated the relationships between differentaapts that emerged from the data
(Charmaz, 2000).

Third, the analysis began through a process ofaaralysis of transcribed data
as part of the open coding process. Microanalgsslved the careful examination of
data, including interviews, fieldnotes, and docutagat the level of the line and
paragraph. Initially, especially pertinent secsiai data was identified and assigned
conceptual codes (Strauss & Corbin, 1998), suc¢being supportive.” The purpose of
microanalysis of data, according to Strauss andi8¢i998) is to “mine the data” and
“‘compels the analyst to listen to what the intemee is sayingndhow they are saying it”
(p. 65). Charmaz (2000) asserts microanalysisesemg a means of hindering the
imposition of “extant theories or our own beliefsthe data” (p. 515). The purpose of
the open coding process was to break down datsmédler components and then
compare for similarities and differences. Thisgass of disassembly led to the
identification of discrete concepts labeled witliles. Concepts that were found to be
similar were grouped into categories. Categomgsasented a phenomenon, which is a
“problem, an issue, or an event, or a happeningishdefined as being significant to
respondents” (Strauss & Corbin, 1998, p. 124).

Fourth, subsequent to the initial coding process ta processes of axial and

selective coding. Benaquisito (2008) defines astaling as “the phase where concepts
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and categories that begin to stand out are refaineldrelationships among them are
pursued systematically” (p. 51). It can also wed as the process of explicating the
relationship between an identified category andulscategories. Whereas categories
represented a phenomenon, subcategories expoupdedind provide a greater degree
of insight into a phenomenon. They provided dstallout the conditions, actions, and
consequences (who, when, where, why, how, and rekatt) associated with a category.
Thus, subcategories, through the axial coding m®garovided an explanatory
framework for each category that was derived diydobm the data. Axial coding, in
effect, was used to reassemble the discrete unitata created during open coding and
made connections between different types of caieg@Btrauss & Corbin, 1998). The
coding process was aided through the use of N\4wanftware program that is widely
used for qualitative data analysis. Transcribéerurew and fieldnote data was entered
into the program and assigned codes that wereergfed for future use. However,
during this phase, | printed out my transcripts highlighted codes in different colors by
hand due to my discomfort with using the prografey words and phrases that emerged
from the data were grouped and coded, and the donsinant codes were found to be
aligned with three of the ten roles of coachestifled by Killion and Harrison (2006).
Key words, such aslanning, lessons, standard, objectives, pacirggde plans, best
practices, rigor, and coursesjere highlighted in orange and aligned to theiculum

and instruction specialist role. Key words, suskugpport, supportive, teaching,
instructional strategies, classroom observatioegdigack, small groups, model,
differentiated instruction, organize, share, codieahelping students, demonstration

lessons, and resourcesere highlighted in pink and aligned to the atassn supporter
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role. Key words, such akata, analyze, assessment, assessment notebaudarsts,
indicators, strengths, weaknesses, re-assess,,4ests, common assessments, student
achievement, and student groupimgere highlighted in green and aligned to the data
coach role. Phrases including key words that atéid the three roles overlapped at
times were highlighted in yellow.

The fifth phase of the analysis process was selemtéocused coding. This
process involved the identification of central gatees or themes, which represented the
major themes of the research and that served asigfor theory development. It was, in
a sense, a summation of all analytical processesatére previously employed. Central
categories were constructed through a synthesii data sources. The development of
central categories followed criteria outlined byaBiss and Corbin (1998, p. 147). These
include the following:

1. Centrality to all major categories

2. Frequency with which central categories appeaaia d

3. Extent to which central categories yield a logiegblanation for the data

4. Sufficiently abstract and applicable to other argfagsearch

5. Explanatory power

6. Validity of explanation under changing conditions
Four central categories or major themes emerged fine analysis of the color-coded
highlighted categories, and those were highligimdalue.

Finally, a major component of the data analysic@ss was the constant
comparative method, the sixth phase. The streofgiie constant comparative method

lies in its ability to ensure there is always adfibbetween new data and an emerging
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theory. As new data are obtained, they were coeab@r previous data to constantly
refine interpretations. Therefore, the analysepss began with coding and the
construction of conceptual categories for a simglerview. These categories were later
compared to data from additional sources to detezrtiie degree of coherence or
difference that emerged in the coding and categboiz process (Boeije, 2002). Based
on these comparisons, categories were refinedttertacommodate the data.

Throughout the coding process, analytic memos weiteen to record emergent
themes from coding and to facilitate discovery @i@epts and categories. Memos
reflected the purpose of each phase of the analyirocess. Therefore, during open
coding, memos reflected on concepts and categolbasing axial coding, memos sought
to explain the relationships between categoriestinig selective coding, memos

reflected central categories and themes (StrauSsr&in, 1998).

Validity

A process of triangulation and theoretical samplirag utilized to attend to issues
of validity. For this study, data triangulationdaelssed issues of construct validity
through the use of multiple measures of the saneagienon (Yin, 2009).
Comparisons between teachers were made to undéstaiarities and differences
between their instructional responses to data arsalyith the support of the instructional
coach. Furthermore, the data obtained from tharadirator interview and the coach
interview were also compared with information frtme teacher interviews to determine
the similarities and differences between theseggai participants. Observation and
archival data were also compared to interview tafarther test validity. This process

of triangulation was an essential component ofitta analysis process because the
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perspectives of teachers and the administratotl@doach may vary greatly, which has
the potential to result in widely divergent findsigFurthermore, there could be
substantial variation between the comments of theseps and their actual practice,
which is why direct observation of a data analyseeting and document analysis was
included. By cross-checking these various sountéata, gaps and inconsistencies were
identified and explored through the process of tecal sampling (Strauss & Corbin,
1998).

Another means of ensuring validity is member checkse researcher met with
all participants to discuss the analysis of thegponses. Participants were emailed
relevant sections of draft findings and allowedespond via email or phone. None of
the participants contacted the researcher therdaftiscuss findings. Not only do
member checks enhance validity, they also ensersttidy expresses the voice, values,
and beliefs of the participants as accurately asipte, which is a major purpose of this

study and research in general.

Positionality

| am currently a school leader who is participaimghe New Leader Emerging
Leader program along with the instructional coatcGeat Schools Academy. Therefore,
| am entering the research with a strong preferéorcthe level of instructional coach
support necessary for teachers to use data tanrttoeir instruction. | have never
worked at Great Schools Academy; however, | wora gthool less than two miles away
from the school site. When analyzing the datdtelnapted to locate myself in the data by
identifying my emotional response to a participantoncept and examined how this

may be influencing my interpretation. If | fourftht my background was unduly
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affecting my interpretation, | was prepared to edgre the data with the specific
intention of minimizing my own voice and amplifyiriigat of the interviewee. For
example, one teacher stated, “You know how boykigharea behave.” | immediately
took anecdotal notes to ensure | would not inclaighe bias in the analysis of the findings.
While this may not have completely eliminated biadjd much to ensure a more valid
interpretation (Mauthner & Doucet, 1998). Anotlk&ample is when the instructional
coach mentioned that he told teachers to “lookaiptrategy on their own because time
did not permit him to. |took anecdotal notestsge | did not include bias (having

been an instructional mathematics coach previously)

Delimitations and Limitations of the Study

Due to the small sample size, study results argeweralizable beyond the
specific populations from which the sample was arawhis study is delimited to the
support of one instructional literacy coach withdieers’ data-driven decision making
processes. It limits the ability to make genesdlans that are applicable to other schools
and school districts that may not share its padarcdemographics.

Interviews are limited to the principal, the ingttional coach, and teachers. The
limited number of responders hinders the researftber making generalizations that
apply to all staff throughout the school or evdrstff within a district. The researcher
must also be cognizant of the possibility that less responding to the interview
guestions share similar characteristics and reptesparticular subgroup (African
American), thus providing a set of perceptions ae@vs that are not representative of all
staff members. Also, the researcher was in the Neders Emerging Leaders program,

which can cause potential biases.
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Since the questions are designed to determineithdils’ perceptions of the
instructional coach’s support with the data-drigdecision making process, the validity

of the results is limited by the accuracy and depéility of their responses.

Table 2

Overview of the Research Process

Timeframe: Research Process:

April 29, 2013 Defended Dissertation Proposal

April — May 2013 Observed data meetings

May 2013 Met with teachers and scheduled interviews

May 2013 Interviewed all participants

May — July 2013 Transcribed audio recordings aridred data into NVivo

July 2013 — March 2014 Analyzed findings and wiielings and discussions

April 2014 — May 2014 Wrote findings and discussion

May 2014 Defend Dissertation

Summary
This study is designed to provide insights intavhostructional coaches build
teacher capacity in data-use and how that supp@cts instructional improvements in
teacher practice. In order to gather data forgtudy, five teachers (3 ELA teachers and
2 social studies teachers), one instructionaldigrcoach, and one principal participated
in semi-structured interviews. The researcher vfeskone and a half data meetings.

Also, document analysis was utilized to provideiniation on the instructional coach’s
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role with DDDM and as a form of triangulation by i multiple sources of data were

compared to provide a fuller description of thesextof the instructional improvements.
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CHAPTER 4: RESULTS

Overview

The purpose of this study is to add to the knowdelolgse of instructional
coaching and data-driven decision making in seagnsizhools by specifically providing
insights into an instructional literacy coach’serah the data-driven decision making
processaand how it may or may not impact teacher practiddis chapter presents
findings regarding the role of the instruction#&idacy coach in the data-driven decision
making process. The findings are organized in foajor sections that are based on the
overarching research question that forms the basthis study: “What is the role of the
instructional coach in the data-driven decision imglrocess in an urban, low-
performing, public charter middle school?” Eacbts represents one of the four
themes that emerged from the analysis of data frasrstudy: 1) providing
differentiated support to teachers; 2) buildingsting relationships and teachers’
confidence in data use; 3) creating a culture d&boration for data use; and, 4)
developing capacity of teachers as reflective traners. In addition, the themes are
aligned to three prominent roles of the instrudidiieracy coach (nodes) that initially
emerged from the analysis of data: Clrriculum and Instruction Specialis)

Classroom Supporteand, 3)Data Coach

Three Prominent Roles

Curriculum and Instruction Specialist
The purpose of the instructional coach as a cuwmwand instruction specialist is

to ensure implementation of the curriculum and ekensure teachers align instruction
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with curriculum to meet the needs of all studehtsugh effective, research-based
instructional strategies (Killion & Harrison, 2006} he interview and observation data
indicated that Mr. Jd& the instructional literacy coach, served as sicuium and
instruction specialist by helping teachers to bsedurriculum guides and materials to
develop pacing guides, prepare unit and lessorsptievelop assessments, and design
accommodations for various learners. As a cumicuwvriter in summer of 2012, Mr.
Joe revised the English/Language Arts (ELA) andas@tudies curriculum guides in
order to align them to the Common Core State StaisiaThe principal states,

During the summer, [the coach] was instrumentaéwriting the curriculum to

be aligned with the Common Core State Standardsalsb developed pacing

guides for the first quarter, and he was reallynaaiat about creating pacing
guides for the rest of the school year so thatescwere covering the
appropriate standards at the right times in betviigtenim assessments... He
works closely with first year teachers one-on-ofterachool to help them
develop lesson plans.

According to Mr. Joe, increasing teachers’ undaditeg and implementation of
the written curriculum was a major focus of his Wwaiith teachers because, along with
instruction, he learned that consistency in anghatient of curriculum led to increased
student learning. Mr. Joe affirms,

| am the chair of the English and social studigsadinents. | usually work with

teachers during their planning period. The plagmariod is usually forty-five

minutes. Once a week, we have a 45-minute depattmeeting — one for social

15 All names in this document are pseudonyms.
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studies and one for ELA. | also meet with bothatépents once a week after

school... During planning time, | sit with them tap lesson activities and

determine the most effective practices.
The principal asserted that it is vital for Mr. Joenave great facilitation skills because
much of his support with planning occurs in smatdiups of teachers. Mr. Joe reports
that during the department meetings, he helps &acthink about and learn the process
of planning rather than actually doing the unitnplimg for them. He maintains that by
doing this, he ensures the learning for teachdrstise process not necessarily just the
outcome of the unit map or pacing map. Mr. Jotestdnhat asking the right questions to
move teams of teachers ahead in the planning pasé®y to his work with teachers.
Mr. Joe contends,

One of the strategies | use a lot when meeting migiteacher teams isquiry in

order to help them respond or act on what we |&éam student data. By

guestioning teachers, | see where they want tanddleen | help them to get there
by guiding their thinking.

Furthermore, Mr. Joe assisted teachers with usiegtirriculum to plan
instruction that was more focused on the priorigndards (foundational standards upon
which others depend) to ensure all students acmeastery of those standards. Teachers
reported that while planning instruction, Mr. Jdsoahelped them select and implement
the most appropriate instructional and assessnratégies to impact student
achievement. Ms. Hillary expresses,

The lesson plan feedback that | receive from [Me]Js very important to me. |

shoot him a lesson plan and even if | am late wiyhlesson plans, he will still get
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me specific feedback that will tell me what to irope... This feedback is more
useful for me improving my teaching than when weraeeting with the social
studies department... One time [Mr. Joe] helped ndeteelop a re-teach plan on
poetry and figurative language because that wastdmelard my students
performed the lowest on. It made sense thoughusecadon't like poetry, so |
know | didn’t teach it as well as | should haven, Bvr. Joe] gave me an idea of
using popular songs to get students engaged vathileg the different
components of poetry, like stanzas.
The interview and observation data indicated thatrole of curriculum and instruction
specialist is often combined with the role of ctassn supporter. Mr. Joe often planned
with teachers and then modeled lessons, co-taagbbhserved teachers in order to
provide them with targeted feedback on their ingtam. One of Mr. Joe’s major
responsibilities was to assist teachers in difféa¢ing instructio® and selecting the best
strategies for learning. The principal reporteat ih order for Mr. Joe to be successful as
a coach, it was imperative for him to have a deggetstanding of the research on
effective instructional strategies and know hovalign instruction with content. In his
interview, Mr. Joe notes that Ms. Hillary, the &ixgrade ELA teacher, comes to him the
most for advice or troubleshooting with instructbooncerns. Mr. Joe states, “She
usually wants support with differentiating her nustion to ensure she is meeting the

needs of all students. Also, she wants to disetfsstive literacy practices.”

16 To differentiate instruction is to recognize studémarying background knowledge, readiness, laggua
preferences in learning and interests; and to mespionsively. Differentiated instruction is a pss to
teaching and learning for students of differingitibs in the same class. The intent of differettig
instruction is to maximize each student's growtth imdividual success by meeting each student where
or she is and assisting in the learning process
(http://aim.cast.org/learn/historyarchive/backgropagers/differentiated _instruction_udl#.U1MCMcboinw

)-
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According to the principal, the role of an instiootl coach as a curriculum and
instruction specialist can be challenging sin@nigails such a large amount of knowledge
about a variety of effective strategies. He stdtasit is often difficult for a coach to be
versed in all of the content, so knowing wheredgbagsistance or ideas to ensure
learning for different kinds of students in thesslsoom is an essential skill. Also, Mr.
Joe expressed that gathering enough informationtabdividual students in a classroom
to assist a teacher in designing appropriate iostm is often very time consuming for a
coach. Knowing which strategies to use with aipaldr student often takes a lot of time,
as the specific issue may be different from angothat the coach has encountered. The
principal asserts,

[Mr. Joe] must be a continuous learner and benglto step back and critique his

own practice as a model for all teachers in théding. Preparing lessons to

teach in other teacher’s classrooms takes a geshiofltime and persistence if the

lesson is to meet teacher and student needs.

The principal declares that not only must the ingtonal literacy coach be a curriculum
and instruction specialist, but also he has to lzawede repertoire of instructional
strategies in his back pocket in order to succdgsupport teachers with their

classroom instruction.

Classroom Supporter

By far, the most prevalent response to questiogarding the instructional
literacy coach’s role in the data-driven decisicaking process were geared around
classroom observations and targeted feedback.ptip®se of the classroom supporter is

to increase the quality and effectiveness of ctasarinstruction by spending a great deal
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of time working directly with teachers in their siesooms by either modeling lessons, co-
teaching, or observing and giving feedback on utsion or management (Killion &
Harrison, 2006). The principal reported that Mre had the highest amount of
observations conducted by school leaders and tebedders, stating that Mr. Joe
averages about twelve observations a week. Aaogitdi Mr. Joe, he spent
approximately sixty percent of his time workingeditly with teachers in their
classrooms: either modeling lessons, co-teachimggmwing teachers to provide them
with targeted feedback on their instruction, angaviding resources. Mr. Joe spent a
huge amount of time working directly with teachersheir classrooms and claimed that
he conducted at least one or two teacher obsengéi@ay. When explaining his most
prominent role and responsibility, Mr. Joe states,

| do a lot of observations. The principal madeeity clear to the coaches that he

likes us to conduct a lot of observations and mtew lot of feedback to teachers,

which | think is great. Because | do so many oles@wns, | can always gauge
where each teacher needs support in order to grékeir teaching practice.

In the role of classroom supporter, Mr. Joe repibrd$ he chooses from a
continuum of possible support options dependingitpe needs of each of the teachers
on his caseload: model/demonstrate, co-teachobserve and give feedback on
instruction or classroom management. When anucistmal strategy or content is new
to the teacher or the teacher is uncertain abouttbomplement a new practice, Mr. Joe
states that he chooses to model for the teacheméhtions that once the teacher
becomes more comfortable with the strategy or cante moves along the continuum

by co-teaching and then observing and providinglbaek. Mr. Joe asserts that when he
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is preparing to model a lesson, he will work witle teacher to co-plan in advance as
well as determine the specific kind of data toedilabout the lesson (look-fors). The
instructional coach’s demonstration of an instiaail strategy or teaching of a particular
concept requires the classroom teacher to taketare aole in observing the lesson and
to focus the observation on those behaviors ottiaeh and students that are most
relevant to the demonstration lesson. Mr. Bilteta
[Mr. Joe] has worked with me extensively on imprayimy teaching practice,
especially with regards to classroom managemewaslhaving difficulty
actually delivering instruction because | havemitllthat many models. So one
thing [Mr. Joe] did was actually do a number of @estration lessons using
effective classroom management strategies, andwkemorked on establishing
and setting routines that we were going to kedpenclassroom — strategies that
would be beneficial and that would sort of go dffroy strengths — things | could
eventually do all on my own. He modeled it for me, co-taught, and then he
watched me implement the same strategies duringraditsons and provided me
with specific feedback on how to keep improving.
Mr. Joe expressed that, when working with new tees;hhe often operates from the
stance of an expert, someone who has considerablelédge and skill in a particular
area; thus, after his observations, he offers faeklbo help his teachers improve their
practice by helping them to hone their instructisidls and implement effective
strategies.
The participants emphasized how important it wasvio Joe to know the

elements of effective instruction as well as towrmw to collect and analyze data from
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a classroom observation and how to structure ayatock feedback session focused on
the area the teacher needs. The principal masjtain
| gave my coaches a training on Paul Bambrick-Sar$csix P's’ for providing
effective feedback. You have to provide teachetl praise, then you should ask
a probing question and state the problem of practifter that, you want to
provide teachers with a bite-size targeted actiep and have them practice that
action step in the moment. Then, the coach hasttap a plan with a timeline.
For example, use at least three methods of chedkimgnderstanding, such as
show by sign, use of white boards, and fist to,fiaeyour next lesson, and | will
come in and observe that lesson. Let’'s practicéfat lesson now. Then the
teacher and the coach know what the expectati@ns ar
Based on the interview data and the coach’s westtlgdule (see Appendix M), it is
evident that Mr. Joe spends a majority of his timoeking with teachers one-on-one to
discuss his observation feedback. Mr. Joe reploatshis observation feedback is always
geared around how many students mastered partstaladards, skills, and/or lesson
objectives. According to the participants and base observations, even his targeted
action steps for each teacher on his caseloadsaegllbn observation data and student
mastery data. In addition to instruction, the ipgrénts all stated that Mr. Joe is
knowledgeable and assists them with implementingpd@lassroom management,

higher-order thinking skills, and high-level stutlengagement strategies. According to

17 In his book,Leverage Leadership Paul Bambrick-Santoyo (2012) provides the sipste effective
feedback using six P's: 1) Provide precise pral3&robe by asking targeted open-ended questiouta
the core issue; 3) Identify the Problem and coecaetion step; 4) Practice the targeted actionlsyaple-
playing or simulating how the teacher could havpriomed class; 5) Plan ahead by designing or rayisin
upcoming lesson plan to implement the action stef; 6) Set timeline by determining the time byathi
the action will be accomplished (p. 78).
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experts, when coaches understand how to diffetennatruction for all students,
including non- or limited English speaking, speciakds, gifted, low-achieving, male,
female, and/or minority students, they will be betible to assist their colleagues

improve their instruction (Guskey, 2008).

Data Coach

The primary task of the instructional coach in da¢a coach role is to ensure that
student achievement data drives instructional detssat the classroom level and school
level by assisting teachers and leaders look ariaty of data (Bernhardt, 2004; Killion
& Harrison, 2006). When asked what his main rolé eesponsibility was, Mr. Joe states,
“I show teachers best practices. | sit down whint to determine the most effective
practices. We look at the data that is provided, faom that data, we discuss and
identify specific areas in which students need taalthl support.” It is evident from the
interviews and the observations that Mr. Joe emtjaggchers in discussions about how
to use the data in order to help teachers usentlasa effectively and to facilitate their
understanding of data. During the observatiorhefdata meeting, Mr. Joe helped his
teachers examine data, understand their studdreagshs and weaknesses, and
determine which standards to re-teach.

Mr. Joe frequently facilitated data meetitfysith the ELA team, the social
studies team, and both teams together. The pdhsiptes,

Analyzing school data and department- or gradetiegeds in the data is only

the first step towards designing and adjustingsctasm instruction to address the

identified needs of students. Too often, the da&bbgue stops here — patterns are

18 The terms data dialogues and data meetings wilised interchangeably.
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identified along with student strengths and weakeg$ut there is rarely
collaboration or discussion of next steps for imstion. One of our focuses this
year has been for the ELA and social studies deyaants to meet with each other
and for the science and math departments to wdtkegch other to ensure
student mastery of priority standards.
Mr. Joe reports that prior to the data dialoguesmiet with the Academic Dean and the
principal to identify which data to examine and hiowdisplay the data so that the
analysis process with teachers was effective afimesft. Both Mr. Joe and the principal,
Mr. Carlton, indicated that Mr. Joe hakigh level of expertise in interpreting data,
practical coaching experience, coordinating of datalysis and action planning between
teachers and administrators, and working with adigkke Appendix F for the Coach

Expertise Card).

T

Incorporate

—_—————
™

Administer
Interim
Aitasment

Conduct Data
Mesting

Figure 4: Data Inquiry Cycle for Data Meetings
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During the data meetings observed, Mr. Joe lechezadhrough the components
of the data inquiry cycle for data meetings (sepifé 4 above) adapted from thata
Wise Improvement Procefsee Figure 1) to help teachers make sense ofrdatder to
use the data to inform instruction. He reportet tie was trained to use this model
during professional learning sessions offered blgidwement Network. It is evident
from the interviews, observations, and documenlyaig that teachers backwards plan
from priority standards (which are the foundatiostaindards as well as standards that are
frequently assessed on the interim assessments)han they analyze the student data
from ANet's interim assessments and/or common ftiseassessmeritswith the test-
in-hand to determine the specific misconceptiondests had on specific questions,
which is called item analysis. All intervieweegeassed that teachers were expected to
plan to correct their instruction by re-teachingapc areas where students need more
help (in a different way than previously taughtyé&e on the item analysis (which is also
called corrective instruction action planning). eTiprincipal explained that corrective
instruction is when teachers adapt their instrunchy targeting prioritized skills and
student subgroups in instruction to increase stul@éanning.

During an observation of a data meeting, | obsetliedixth grade ELA teacher,
special education teacher, and social studies ¢eadmducting a passage and item
analysis with the sixth grade ELA test-in-hand.eTéachers were working together to

analyze the passages and the answer choices tondeteheir students’ misconceptions

19 Common formative assessments are used interchaygeigih short cycle assessments.
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with Mr. Joe’s guidance. As they were conductimg @analysis, Mr. Joe probed them to

think critically. He queries,
How did students perform on this passage? Whategatexts did students read
in the last unit and what are they reading in titare? What is high priority?
Let's determine... Hhm... You have to think, ‘Basedron students’
performance on the assessment and where | am hgcongi instruction, | am
going to direct my attention to the passdgentang since this was the lowest
scoring by far, and | saw my students strugglingeviaking this portion of the
exam... As a reader, we use multiple strategies andsskillinderstand and
analyze a text that are often hard to isolatetryiimg to analyze how a student is
approaching a text, we need to ensure we are tigrdbout two things: 1) what
we want them to understand about a text, and, 2} wformation can we gather
about what they understand when we look at theparses to items about this
text. This will allow us to think about how we case the text as both a resource
and a means to support building students’ knowledgeskills. Think about it.
What are we teachinfproughandwith a text to build students’ knowledge and
skills in independently reading and analyzing a plax text? The Common Core
reading standards place equal emphasis on thessicption of what students
read and the skill with which they read... WhateVer students are reading, they
must show a steadily growing ability to discern emom and make fuller use of
text. And, it is our duty to help them with doitigs.

During the observation, the teachers examinedektecbmplexity, focusing on the

purpose, structure (organization, text featured,usme of graphics), language
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(conventionality and clarity), and knowledge denm(glibject matter knowledge and
intertextuality) of theMontanapassage. The teachers discussed their hypothleset
where students struggled the most when readinghemdiooked at the specific questions
the students got wrong. Ms. Hillary posits,
Based on these results, | am going to prioritizefoeys to determine what my
hypothesis is about gaps in students’ readingegii@é and skills. | can see that |
have one domain in the standards that is pretty ¢oaft and structure. |1 am
going to focus on this area because of my knowledhgeit this text — that the
purpose and structure make this complex. | kn@attthese standards, R1.6.4
(question 7), R1.6.5 (question 4), RI1.6.6 (questipnand R.CCR.5 (question 9),
ask students to determine how words, sentencegaradraphs, are used in a text,
how they develop ideas in the text, and how theweg the author’s purpose. |
believe that this is revealing a gap about studbiiity to deeply understand the
choices the author made when writing the text, e&eif | look at #6, | think that
this might be the result of a knowledge gap, amslritot a priority with only one
guestion... Now, | am going to look more deeplg@tstions 1, 4, 7, and 9. | am
going to focus on question 7 first because thighere students score the lowest,
with an average of 20% on that question.
The teachers reviewed question 7 together, whiks stsidents to identify the purpose of
a paragraph or phrase within a specific paragrdpgtey analyzed the student responses,
which revealed that 5% of the students chose ansiwce A, 40% chose answer choice
B (the correct answer), 20% chose answer choi@n@ 35% chose answer choice D. As

the teachers were discussing the item (questicaysis, Ms. Jen states,
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It is very revealing. Students are selecting an®hieices that confirm they
understood the beginning of the passage and the ideas presented. However,
| am noticing that this most likely reflects thaey didn’t understand that the
purpose of the passage shifted from describingéeral features of Montana to
detailing the negative impact of humans on therenwent. | believe this is
because they understood this informational tex ssentific description of
Montana’s beauties and most likely struggled toenstind how words and
phrases change the tone of the passage and coasriioua different purpose of
the passage as a whole.
Mr. Joe adds, “There is also a hint that the laggua this phrase appears positive to
them, confirming suspicions about understandingaségraphs 6-9.” The teachers then
wrote down the names of students who had challengbshis particular question as
well as the specific misconception those studeats The teachers performed this type
of analysis for the other three questions theytifled, and then they developed their
corrective instruction action plans (after goingptigh the passage and item analysis
process together). During the observation, Mr.dmsared that the action plans were
supposed to have a clear focus related to teadmgpstheses as well as specify which
students need re-teaching (whole group or smallgroHe also told teachers to identify
dates in which the re-teaching would take placariny the observation, Mr. Joe showed
the teachers an example of a sample correctiveugtgin action plan and delineated how
teachers were to incorporate instructional stratethat were different from what was
initially used. During the last part of the obssren, Mr. Joe told teachers that he would

provide them with feedback on their action planthimi twenty-four to forty-eight hours.

112



In the interviews, the three ELA teachers mentiotied Mr. Joe assisted them
with creating common formative assessments usiad\thievement Network website so
that they could re-assess students after theyughtaarticular standards in which
students did not perform well. The principal rapdrthat during data dialogues, Mr. Joe
facilitated interactions about what types of dateweing examined, what the data
meant, and what the next steps would be by askiigimg questions to guide the data
analysis. The principal also asserted that Mr.efm®uraged teachers to use more than
one source of data during their data dialoguesh(ascshort cycle assessment data, exit
ticket data, reading data, etc.). During an oletéra of the data analysis meeting of the
common formative assessments, Mr. Joe helped tesafthd root causes — the factors
that contribute to what the data indicate. It waslent that Mr. Joe and his teachers
generated theories about how the root causes isgatident learning. Mr. Joe asserts,

When we looked at potential root causes in ordereate an action plan, we

looked at the curriculum, asking, ‘Did we teach ItPenough depth? Placed in

the right sequence? Frequently enough?’ Lookingstaruction, ‘Did we clearly
communicate the objective and criteria for succedgPwe use a variety of
research-based instructional approaches and sasfed\re we sharing
successful practices? Did we reteach using ardifteapproach to individuals or
groups who didn’t get it yet? Did we align re-teisg to errors and
misconceptions?’ Looking at assessment, ‘Did weeargyoing formative
assessments to explore student thinking and buiitl during our instruction?

Communicate to students how to improve? Help thelihassess?’ Looking at

equity, ‘Did we examine attitudes or practices t&ght contribute to
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achievement/relationship/teaching gaps?’ Lookingdaividual assistance ‘Did

we identify students who need additional help armyide them with it?’

Looking at teacher preparation, ‘Do we have whaytheed in order to be

successful with our students?’
Mr. Joe reported that he assisted teachers witinplg and taking specific actions based
on the identified root causes. The principal assethat during the second data meeting
(when they were analyzing the data from the fingtiim assessment and the first short
cycle assessment), the principal, Academic Deatruational coach, and teachers
recognized that students were not performing welBaef Constructed Responses
(BCRs), which required students to write. The @pal expressed that they attributed
this to a lack of teachers’ direct instruction ontiwg, teachers rarely allowing students
to practice writing, and teachers not providinglstuts with writing rubrics. The
principal recounted that when the root cause wastitled, Mr. Joe and his teachers
worked together to create an instructional plaaddress this root cause, and teachers
chose to integrate writing across the content amas in science and mathematics
classes. The principal informed that teachers wese expected to implement the plan
and assess student achievement on an ongoingtiwasigh the use of BCRs (in reading
and social studies classes) and Problems of th&\(ifeenath and science classes) in
order to determine if the instructional plan wagkuag, and then they were to identify
what adjustments they needed to make to improveldre The principal states,

We prioritized writing this year because we foundting to be a weakness across

every grade level. [Mr. Joe] went over the writstgndards, and each content

area started giving students writing prompts each dMr. Joe] trained each
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teacher on how to use the RACES strategy in thasses. The RACES strategy
stands for restating the question, answering tlestipn, citing evidence to
support an answer, expanding or explaining, anchaagit up in a closing
statement. Every other week, students were askesseriting and we used the
same rubric across each content area. This hekpénltrack students’ progress
on writing.

The principal reported that Mr. Joe monitored thegpess of this school-wide writing

initiative while still monitoring each of his teaats instructional practice and student

achievement.

Summary

Three prominent roles emerged from the analystatd on the instructional
literacy coach’s role in the data-driven decisioaking process: curriculum and
instruction specialist, classroom supporter, artd daach. Evidence from observations
and interviews revealed that Mr. Joe possessea@ersianding of the language arts
content, was knowledgeable about the structureiosfotilum, and knew how to create
pacing plans. It is evident from interviews andulment analysis that Mr. Joe observed
teacher practice on a consistent basis in orderaade targeted feedback to teachers on
how to improve their instruction to increase studeastery of standards and student
achievement. Findings from the interviews and doeot analysis indicate that Mr. Joe
facilitated teachers’ collection, analysis, and okearied data to identify student-
learning needs, plan instruction to address thetiiiied needs, and assess student

progress toward the expected outcomes.
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Furthermore, it is evident from the interviews, ebsitions, and document
analysis (of the coach’s weekly schedule) thatehibsee prominent roles overlap at
times (see Figure 5). According to Mr. Joe’s tgbiveekly schedule (see Appendix M),
he spends approximately 30% of his time duringogctf forty-hour workweek
conducting classroom observations (as a classropmost), in which he analyzes
instructional strategies being used by teachevgetisas analyzes student outcomes and
students mastery towards the learning goals. hdld prominent roles may be evident as
he spends 8.75% of his time facilitating profesalatevelopment sessions for his ELA
and social studies teachers because these sesmgrise centered around lesson
planning, creating common assessments, practiostguctional strategies, or all of the
above. Furthermore, Mr. Joe spends approximai#hoa of his time working with
teachers one-on-one to either debrief lessonsi@mclassroom supporter role), assist with
planning lessons (in the curriculum and instrucspecialist role), or reviewing student
outcomes from formative assessment data, suchitaisc&rt data (in the data coach role).
Mr. Joe also spends approximately 11.25% of hig tineeting with either the ELA team,
social studies team, or both teams together tere#halyze data, create common
assessments, or plan corrective instruction plianth¢ data coach role and curriculum

and instruction specialist role).
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Activity Approx. Hours % of Time
Conducting classroom observations 12.0 30.0%
Coach’s planning time: analyzing data, writing 7.0 17.5%
up observations, preparing PDs, and planning
for the next week
Working with teachers one-on-one to debrief 7.0 17.5%
lessons, assist with planning lessons, or
reviewing student outcomes from formative
assessment data
Facilitating ELA department meetings 2.0 5.0%
Facilitating social studies department meetings 1.0 2.5%
Attend leadership team meetings 2.0 5.0%
Facilitating professional development sessions 3.5 8.75%
Performing non-coaching administrative duties: 15 3.75%
Breakfast, lunch, dismissal
Facilitating Data Meetings with ELA and social 15 3.75%
studies teams
Attend coaches meeting with Academic Dean 1.5 3.75%
Attend a one-on-one meeting with the principal 1.0 2.5%

Total Hours: 40.0 100.0%

Figure 5: Time Coach Spends on Activities During a Typi€aHbur Workweek

The analysis of the data on the three promineesridrm the basis of the four

themes that emerged when analyzing the data anghrectional literacy coach’s role in

the data-driven decision process: 1) providinfedéntiated support to teachers; 2)

building trusting relationships and teachers’ cdefice in data use; 3) creating a culture

of collaboration for data use; and, 4) developiagacity of teachers as reflective

practitioners.
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Table 3

Interviewee Demographics

Interviewee Position Gender Race June 2012 Teacher Years Teaching Years at Self-Report
(Pseudonyms) | (Grade/Content Evaluation Rating Great Schools of

Area) (1, NQE, E, HE) Academy Experience

with Data

(N, A, E)
Mr. Joe Literacy Coach | Male Black N/A 9 years (coaching for 2 years) 2 years as Expert
Literacy Coach
Mr. Carlton Principal Male Black N/A 10 years of teaching; 5 yearsas | 5years as Expert
Assistant Principal Principal

Ms. Keisha 7/ELA Female | Black Not Quite Effective | 12 years 1 year Apprentice

Ms. Jen 6/S.S. Female | Black Effective 6 years 3 years Apprentice
Ms. Suzan 8/ELA Female | Black Effective 16 years 3 years Expert
Ms. Hillary 6/ELA Female | Black Ineffective 5 years 3 years Novice
Mr. Bill 8/S.S. Male Black Not Quite Effective | 3 years 3 years Novice

*ELA = English/Language Arts, S.S. = Social Studies
*| = Ineffective, NQE = Not Quite Effective, E = Effective, HE = Highly Effective
*N = Novice, A = Apprentice, E = Expert
*Performance Series from Scantron is a computer-adaptive test that lets you quickly pinpoint the proficiency level of your students across a
range of subjects.
*Scholastic Reading Inventory (SRI) is an objective research-based assessment of reading comprehension skills for universal screening,
instructional placement, and benchmarking progress
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Providing Differentiated Support to Teachers
The theme of providing differentiated support tadieers refers to the
instructional literacy coach tailoring his assisamased on theata-driveninstructional
needs of each teacher and his/her students (Tanli&Moon, 2013). Even though
there are many commonalities among classrooms,isagctique because of the make-up
of students and the relationship between studentdesmcher. Similar to the way
teachers must provide differentiated instructiomiet the needs of students at various
levels, the instructional literacy coach has todifferent strategies to meet the needs of
his teachers who are also at various levels ofgudata to drive instruction (from novice
to expert). Mr. Carlton, the principal, asserfdlr. Joe] stays after school a lot with our
first year literacy teachers. So, he gives thditila more personal attention than the
teachers who have been here for at least two yean®re.” Similarly, Mr. Joe states,
Teachers need to be differentiated for. So, rétiear trying to paint everything
with the broad brush, you can be really specifiagrarticular teacher’s
classroom or a particular teacher’s students grattecular teacher’s practices,
the tools they use. If you're using a broad brtisén that might not be as
effective... It is really important to my teachersh@ve one-on-one time with me.
And, I know my work with each of my teachers habéddifferentiated to meet
their individual needs.
By focusing on the unique needs of each teacher,)br was able to adapt his services
to align with each teacher’s learning and instarai style, to work side by side within
each teacher’s classroom, and to tailor suppdretbased on what was occurring in each

teacher’s classroom. One teacher, Mr. Bill, merd@dthat the individual support he
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received from Mr. Joe was beneficial to improving teaching practice. Mr. Bill, the
eighth grade social studies teacher, contends,
So when we met one-on-one, outside of sitting $culis the ANet data, he would
give me specific feedback on the number of studehts were engaged, the
number of students who mastered the learning abgs;tand so on and so forth.
One time, our Director of Academics from Centrafi€f wanted all social
studies teachers to focus on reading, prior tqstage test]. So, me and [Mr. Joe]
decided on the booKhe Giver, by Lois Lowry. We met on the weekend at a
coffee shop to plan the lessons for the entire wéik determined the essential
guestions, lesson objectives, and learning aaitiHe also helped me to
develop higher-order thinking questions for thestes. And, when he observed
those lessons, [Mr. Joe] gave me feedback on mstigméng and whether they
were rigorous enough because | was struggling thah
Similarly, Ms. Jen, the sixth grade social studescher, asserts, “I expect my literacy
coach to support me with my professional growtpgeeslly in the areas in which | need
to improve. Mr. Joe gives me feedback on my legdans each week, and | always
expect him to tell me how to enrich them and malest more engaging because he has
always done that.” Mr. Joe expresses that thedemtiality of his work with his
teachers provided safety for individual teachersgenly identify areas for improvement
as well as ensured they were receptive to his fedb
Moreover, Mr. Joe considered the level of sophasitia of each of his teachers in
analyzing and interpreting data, thereby, displgyire data in user-friendly formats and

adjusting the data displays to accommodate vansatiio teachers’ understanding of data.
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He helped the more novice teachers make sense dath by displaying the data in
charts with bar graphs delineating the standaralstthd the highest and lowest student
proficiency, and teachers reported that using thaets helped them understand the data
more easily (see Appendix Bigure S2 for an example of a data chart). Mr. Joe met
with Ms. Keisha, who is a novice teacher with data, more often than he met with his
more expert teachers. Ms. Keisha states,
| met with my literacy coach about twice a weekligcuss data, to discuss future
plans, curriculum, to discuss ways to improve naftcand even to get
resources... Mr. Joe has been quite supportive witeames to analyzing,
interpreting, and using my students’ data to improw instructional practice.
When the ANet scores came back, [Mr. Joe] wouldtput the different
spreadsheets that have all of the students’ namésem and each of their scores.
| could see exactly what my students got wrongwhdt they got right. He
would also provide me with charts he created thaild/show the standards the
students did well on and the standards that théty'tdilo well on. | could also see
a comparison of how my students did on the sanmelatds from previous
interim assessments. Sitting with him to break Woke data in that way was
always very helpful.
One the other hand, this was also the first yeatrMr. Joe helped some of the more
expert teachers take a different approach to amgjydata — looking at text complexity.
Ms. Suzan, who is a more expert teacher with degaasserts, “We took a different
approach this year. When Mr. Joe worked with me-@m-one, we didn’t just look at the

guestions and standards students got wrong. Wwgzadahe text to determine the rigor
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of the text, and then he would help me to devedspssessments using texts that were
just as rigorous — texts with the same lexile Iévét his interview, Mr. Joe stated that

he did not analyze text complexity with the teashgho were novices with data analysis.
He discussed the importance of meeting each teadiene they were to provide the
targeted support and intervention he or she needsder to be successful with using data
to drive instruction.

Mr. Joe and the principal both reported that onthefbiggest challenges Mr. Joe
faced with providing differentiated support to teexs on using data to inform their
practice was time. Mr. Joe admitted that he uguldes not meet with his teachers prior
to observing their lessons to determine the ardacnfs for his observations (due to time
constraints), which he thinks would be benefictalifnproving teacher practice. Mr. Joe
declares,

Sometimes it’s slow getting around to all teachenseet prior to an observation,

and sometimes it’'s even hard to take the time bvidan observation and then

trying to observe the action steps you all hadudised. It takes time to meet with
each teacher for a specific amount of time. And gan't just observe one

teacher’s class for five minutes or so. You havmake sure you spend a

sufficient amount of time, at least fifteen to tweminutes. Also, you don’t want

to just look at the same class all the time, soh@e to visit that teacher’s class

several times throughout the day. All in all, eé&fcher has one-on-one time

scheduled with me every week — a lot of that timafter school though.
Similarly, the principal expresses the need fordbach to have more one-on-one time

with teachers. The principal, Mr. Carlton, dectare
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There are other duties and responsibilities thairgine way of [Mr. Joe]
working with his teachers. Since we are a sm&bst; many times he is often
used in an administrator role to assist with mareage of the school. He has to
support cafeteria duty. He sometimes has a pufjouip, like when we realized
our seventh graders’ scores dropped after the ddoterim exam. Also,
sometimes when a teacher is absent, he providesage for that teacher if we
do not get a substitute teacher to come in. | wigbuld just change his schedule
to give him more time to work with teachers in th@ssroom. It would be great if
| could pay him to work with teachers on the weekenhelp them prepare.
The principal emphasizes that there is not enoungé in a typical workweek for the
coach to meet the individual needs of all teach&vsen asked if the teachers have
adequate knowledge and skills to analyze data aaditin ways to improve instruction,
the principal answers,
Some of them do, and some of them are still devadpiinat data literacy
knowledge. That's why the coaching role is so inga. Teachers are still
developing in predicting and making accurate irdtomal decisions based on the
data that they are receiving. Many times, ourtieezlike to blame the data on
the standards or they’ll make the excuse that theyot get a chance to cover
particular standards due to the fact that it didotne up in their pacing guide yet.
Ultimately, some teachers are just going throughnitotions. They create these
action plans, but then they really go and teacdhensame way they are
comfortable teaching.

In his interview, Mr. Joe mentions,
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Teachers definitely need some support with usimgifip instructional strategies.

It's hard to get deep into instructional strategieimes due to the time

constraints. Some teachers need you to introdst&gegy, practice it with them,

and model it for them. | sometimes don’t have gmotime to do all of that, so

I'll just tell them the strategy and sometimeslIl tigem to go look it up on their

own. If | could add more hours into my workweekyduld spend more time in

classrooms, more time speaking with teachers, aydmore time helping them

to find and implement effective practices for theasses.
Mr. Joe expresses that he wants to be availabteetd the needs of all of his teachers,
but at times, they have to learn things on thein.owlr. Joe also expresses that he would
like for teachers to receive more professional tigpraent with data use. He argues, “A
lot of our professional development time is takprby central office or faculty meetings.
Our teachers need more time for professional devedmt. Some of them need to attend
the PD sessions offered by ANet also. Those coelceally beneficial.” Similarly, the
principal contends, “In order to build teachersamaty in literacy as well as in using data
to improve their instruction, they need to be mor®lved in the trainings and PD
sessions offered by the Achievement Network. Thmoesetings take place after school
hours, so a lot of them don’t attend, but they need also think they would get a better
understanding for how questions are selected Bafisessments, and so they won'’t
complain about the questions being too hard otdng for our students. If they are there,
they could feel as if they are a part of the deaisnaking process, especially when they
vet the exams.” It is evident, from the interviewish both the principal and Mr. Joe,

that teachers need more professional developmeuatriymities to build their capacity in
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using data to improve instruction even outsidenef¢oaching support they receive from

Mr. Joe.

Building Trusting Relationships and Teachers’ Confdence in Data Use

Mr. Joe was transparent about having a challengebalancing warm (positive)
and cool (constructive) feedback at times duringyié¢ conversations: helping his
teachers clearly know the areas for improvementeatot overwhelming them with too
much information. However, in all interviews, tteachers stated that Mr. Joe is very
personable and professional in his support to thEach interviewee mentioned how
effortless it was working with Mr. Joe because daktthe time to build trusting
relationships with each of them, and he was vejgative when providing critical
feedback. Mr. Joe discussed how important actilgigning and being clear and
concise was for building relationships with teash&rhich he deemed to be vital for
effectively coaching teachers. Mr. Joe declared,

Teachers have to know that you are listening tomtheaheir needs, their concerns

— all of that stuff. When I'm providing feedbadlalways demonstrate that | have

respect for my teachers. When | am providing ative feedback, I try to be as

clear and concise as possible. | also make ssupgort my claims with evidence

from my literal notes.
In the interviews, all teachers expressed thatXde. developed positive relationships
with them and knew the content area very well, Whiade it easier to receive feedback
from him. Ms. Keisha mentions,

Whenever my coach comes to meet with me after $chvechave casual

conversations on a professional level. | knowkired of like an oxymoron, but
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it's a casual, professional conversation, and ke to receive the support or
even the correction in a way that doesn’t make eeélike | am not a
professional.
Similarly, Ms. Suzan asserts, “It's great to geifpssional feedback even when it's
feedback that you don’t want to hear. It's gooddomeone else to give you an objective
viewpoint. [Mr. Joe] is also good with giving yaudifferent perspective and fresh ideas
because he really knows the English content ardd we
Furthermore, Ms. Hillary states the ease in whiah Me delivered feedback, “He
would always be sure to point out what we did wekn if — gosh — even when my
scores dropped five points. One time, | was lWéhat the heck?’ He still made sure to
show me what | did well, which was very importaethuse he didn’t want me sitting
there feeling like a failure. So he’s really gaddencouraging me.” Ms. Hillary further
affirms,
| just feel like | personally would not be as calint as a teacher as | currently
am if it hadn’t been for a competent literacy caadtou know, because of course
you have administration doing their pop-ups ang e giving you their
feedback, but that’'s not really beneficial. | medney have to do observations of
the whole school. | don't really think the prinalgaught specifically English, so
it's just like it's nice having someone whose feadbl can trust. When other
people come and do walk-throughs in your classromu're like, ‘Who are you?
What are your credentials?’ So it's good to hav@eone who has this long list

of experience who can give you sound feedback basedtual evidence and
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data from your classroom. And, | appreciate neréicy coach’s feedback
tremendously.
Likewise, Ms. Jen states,
| gained more confidence working with [Mr. Joejwaduld not have been as
confident if | did not have his support. We didn&ve an instructional coach
during my first year at [Great Schools Academyfelt like my teaching was all
over the place. And then when [Mr. Joe] cameltllife things were more
structured, and | felt it also was important fdit@racy coach to be easy to talk to,
easy to work with so that you are comfortable. Andworking with him, |
would say, made me more confident because | fadtllknew what | was doing
more and where | was going with my instruction, d&mwias based on hard facts
and data-driven... | definitely can say that | ddaibw how successful | would
feel at [Great Schools Academy] if he wasn't here.
Moreover, the principal asserts, “| have alwaysti¢avorable things about our literacy
coach from our central office personnel and teach@&he teachers on [Mr. Joe’s]
caseload were collectively happier than other depants based on the results of the
TNTP Instructional Culture Insight Surveyand they all made reference to appreciating
the support they got from their coach with usintada plan and execute instruction.” It
was evident from interviews that Mr. Joe was ablmstill confidence in his teachers by
providing them with the resources, knowledge, dallsghey needed to use data to drive
instructional improvement on a continuous basigttifermore, Mr. Joe also used

protocols during his data meetings to increasdrtist between teachers, as well as
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between teachers and administrators, so that tteobkcould move towards increasing

student achievement through candid data conversatio

Creating a Culture of Collaboration for Data Use

The principal made it clear that Mr. Joe is the wh® drives the literacy vision
in the school. One of Mr. Joe’s responsibilitiemsvio ensure the social studies teachers
(non-core teachers) knew instructional stratedieyg tould use to contribute to students’
learning and mastery of the standards in ELA (thve content area). During one of the
first weekly ELA and social studies department nmggst, Mr. Joe had his teachers set
long-term and short-term goals for student achieargrollectively, and ensured his
teachers monitored their progress and held eadr atitountable to meeting those goals
throughout the school year. The principal stdliesst year, [Mr. Joe] did not support the
social studies teachers. This year, with the shi@ommon Core, we thought it was
important for the social studies teachers to regddhe core standards taught in ELA.”
It was evident in all interviews that Mr. Joe’sifaation of department meetings and
cross-department team meetings (with ELA and a&thters) increased collegiality
among teachers while they were analyzing data Emhmg for re-teaching. Teachers
were able to build on one another’s expertise antilpm solve together as they
developed their re-teaching action plans with tngpsrt of the instructional literacy
coach. Collaborating to analyze data and plaeaeking plans was also time-efficient
for the instructional literacy coach to have anatipon a greater number of teachers at
the same time.

While in most interviews, the teachers assertetiNiaJoe did a great job with

creating a culture of collaboration for data usee teacher, Ms. Hillary, the sixth grade
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ELA teacher, found it least helpful to meet witle $ocial studies teachers to create re-

teaching plans. She argues,
| would say it wasn’t very helpful doing re-teaciplans from the data with the
social studies department. When we did our rehiegcand we met in our grade-
level groups, we met with the co-teacher and tlegakstudies teacher. And, in
my opinion, | don't think that was too helpful beisa the social studies teacher is
focusing really on social studies, and | am theliShgeacher. And, if | am
teaching main idea or author’s purpose, she cagndlwith that, but she may
not be skilled enough to teach the English staredaBb, it sometimes got kind of
confusing. [Mr. Joe] always worked with us durmg meetings, pushing us to
talk about how we would make sure we were spedakiagame language,
teaching and reinforcing the same skill even thowghare teaching different
subject areas. So, to me, that was not the mgsuhe

In contrast, Ms. Jen, the sixth grade social stutdacher, affirms,
| can recall my very first year here, three yea@s -a one of the math teachers was
always talking about data, and the school realtintiagotten to that point where
everybody was talking about data. And, | can adhnéally wasn’'t making the
connection with data back then also. So, each yean clearly see that data has
been becoming more and more a part of the schdtolreu [Mr. Joe] played an
integral role in my understanding of how to useadatimprove my instruction
and making connections to the ELA standards. Eweugh sixth graders aren’t
tested on social studies or Geography standards Jd¢] helped me to see how |

can still support the ELA teachers. Students hadeow to cite textual evidence
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and make inferences, amongst other things. Ste the lot | can incorporate
from the English standards into my class. AndMWw, Joe] helps me to make
those connections. At first, | felt disconnectedduse the students weren’t being
tested on social studies, but he has helped neetdike | am a part of why the
sixth grade ELA scores are increasing. It's jushslpful to be able to look at the
data and analyze the specific details in termslatwuestions they may have
gotten wrong and why. You get to see studentstamseptions and then plan
instruction to make sure you meet those studeeisds.
According to Ms. Jen, being able to collaboratanalyze the ELA data and plan
instruction to meet the students’ needs was baakbecause Ms. Jen was able to teach
students the standards and skills that were afeagaknesses, and the students’
performance increased in those areas. Similary,3dizan, the eighth grade ELA
teacher, asserts, “l see the main role of theunstmal literacy coach as the bridge-
maker, making sure there is continuity betweerBha department and the social
studies department. He makes sure we are on e [gage with our strategies and skills,
and making sure we are using the data to drivenstiruction. He makes sure we let our
students know where they are and the growth we tham to make for each interim.” It
is evident from the interview and observations tatJoe is an advocate for students
monitoring their own achievement and growth.
It is evident from the interviews that Mr. Joe puies teacher and student
efficacy, believing that all teachers and studéatge potential to succeed. During his

interview, the principal declares,
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To work effectively with teachers, instructionalbohes must demonstrate an
unrelenting belief that all students can learneyrhave to work to help teachers
believe that the achievement gap between grouptidénts, whether ethnicity,
poverty, or gender gaps, is not acceptable... Mrdébaitely believes in all of

his teachers. Last year, | had to stop him froendmng all of his energy working
with one teacher who just wasn’t growing. She &valty got fired, but prior to
that, [Mr. Joe] refused to allow her to give up &itl and he met with her several
times a week after school. That'’s just the typeazch [Mr. Joe] is. He believes
that one hundred percent of his teachers andunilests can and will achieve. |
should have had him work with my special educateathers more often, instead
of just during the afterschool cross-content megstinThose SPED teachers really

need support with literacy instruction to meetieeds of their students.

Mr. Joe also discusses the need for special educg@PED) teachers to be aligned with

the general education ELA and social studies teachde states, “The SPED teachers do

not have off during the same periods as the ELAsaruihl studies teachers, so the only

meeting they attend is after school when | medt With the ELA and social studies

departments together... That's if they come. I#d,dut they are like the stepchildren in

the school. They really don’t receive the supplogly need.” Moreover, for his ELA and

social studies teachers, Mr. Joe worked to ensightad the tools to set their students

up for success.

Ms. Hillary states,

Before the test, [Mr. Joe] was big on having altred English teachers take the

test together and annotate the questions in ood@gure out what would be
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difficult for our students or to see what the chatjes would be for our students.

That way, we can better prepare our students gudefiout how we can help

them do their best on the test. We could help tteeonderstand the questions

better and switch up different types of texts whenessary. So, if the test has

more non-fiction, then we’ll incorporate more nactibn text in our instruction.
Once the interim assessment data was published]lddracilitated the data
conversations and ensured teachers did not maksexéor some of the data being the
way it was. Mr. Joe also helped teachers movenmkydhat the data meant to what
actions they needed to take to close the gaps batwhkere their students were and
where they wanted them to be. The principal stdf®es. Joe] was always willing to
push the difficult conversations to ensure all inégs in the data were addressed.”
During his interview, Mr. Joe mentioned how hedries best to focus the conversation
on data about student learning in a positive aondyctive way so that the data-dialogues
empowered teachers rather than threatened them.

According to Mr. Joe, he established a risk-freg lalame-free environment for
his data meetings that allowed teachers to feel sk mentioned that an essential part
of creating this environment was building effecth@ms for these discussions. During
his interview, Mr. Joe recounted, for every datdajue and data team meeting, Mr. Joe
and his team used the Seven Norms of Collaboré&idapted from Garmston &
Wellman, 1999) and the Four Agreements for Couragé&tonversations (Singleton &
Linton, 2006). In all interviews, the participam®ntioned the use of the Norms of
Collaboration. The Seven Norms of Collaboratiom @dawn from the work of Robert

Garmston and Bruce Wellman (1999):
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. Pausing: Pausing before responding or asking stigueallows time for
thinking and enhances dialogue.

. Paraphrasing: Using a paraphrase of another teamber’s statements
allows members of the group to hear and understéanld other better as they
consider ideas and formulate decisions.

. Probing for specificity: Using gentle, open-engedbes or inquiries, such as
“I'm curious about...” or “I'd like to hear more abtu,” increases the clarity
and precision of the group’s thinking.

. Putting ideas on the table and pulling them offeds are the heart of a
meaningful dialogue. Label the intention of yoanunents by saying, for
example, “One thought | have is...” or “Here is agibke approach...” Itis
equally important to know when an idea may be blogklialogue or
“derailing” the process and therefore should bemadft the table.

. Paying attention to self and others: Meaningfalajue is facilitated when
each group member is conscious of self and of sthed is aware not only of
what he or she is saying but of how it is said laow others are responding.

. Presuming positive intentions: Assuming that athitentions are positive
promotes and facilitates meaningful dialogue amdiehtes unintentional put-
downs. Using positive presuppositions in your spas one manifestation of
this norm.

. Pursuing a balance between advocacy and inquinysuihg and maintaining

a balance between advocating for a position anairimg about the positions
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held by others helps create a genuine learning aomtyn (Love et. al, 2008,

p. 54-55)
At the end of every data meeting, teachers ratehslelves and the team on the Norms of
Collaboration Inventory (see Figure 6 and Apperiix By doing this, each team

member was reminded to adhere to them and to beelgotngaged during every data

meeting.
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Norms of Collaboration

Rarely

Occasionally

Frequently

Pausing

Listens attentively to others’ ideas with mind and body

Allows time for thought after asking a question

Rewords in own mind what others are saying to further understand their
communications

Waits until others have finished before entering the conversation

Paraphrasing

Uses paraphrases that acknowledge and clarify content and emotions

Uses paraphrases that summarize and organize

Uses paraphrases that shift a conversation to different levels of abstraction

Probing

Seeks agreement on what words mean

Asks questions to clarify facts, ideas, and stories

Asks questions to clarify explanations, implications, and consequences

AsKks questions to surface assumptions, points of view, beliefs, and values

Putting ideas on the table and pulling them off

States intentions of communication

Reveals all relevant information

Considers intended communication for relevance and appropriateness before
speaking

Provides facts, inferences, ideas, opinions, and suggestions

Explains reasons behind statements, questions, and actions

Removes, or announces the modification of, own ideas, opinions, and points of
view

Paying attention to self and others

Maintains awareness of own thoughts and feelings while having them

Maintains awareness of others’ voice patterns, nonverbal communications,
and use of physical space

Maintains awareness of the group’s tasks, mood, and relevance of own and
others’ contributions

Presuming positive intentions

Acts as if others mean well

Restrains impulsivity triggered by own emotional responses

Uses positive presuppositions when responding to and inquiring of others

Pursuing a balance between advocacy and inquiry

Advocates for own ideas and inquires into the ideas of others

Acts to provide equitable opportunities for participation

Presents rationale for positions, including assumptions, facts, and feelings

Disagrees respectfully and openly with ideas and offers rationale for
disagreement

Inquires of others about their reasons for reaching and occupying a position

Figure 6: Norms of Collaboration Invent8ty

20 The Norms of Collaboration Inventory is based df6Garmston’s and Wellman’s (1999gven Norms

of Collaboration
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During his interview, Mr. Joe, pulled out the bdd&urageous Conversations

About Racdrom Glenn Singleton and Curtis Linton (2006). Nioe stated,
We got our standing norms from this book. Singledad Linton offer another
approach to collaborative norms, which are espgaielevant for conversations
about race. The four agreements of courageousecsaions are staying engaged,
experiencing discomfort, speaking your truth, axpeet and accept non-closure.
Basically, staying engaged is pretty straightfodvaExperiencing discomfort is
making sure we bring issues out into the open hiynasd trying to deal with
them with an open mind. Speaking your truth isig your thoughts and
feelings and not just saying what you think peapést to hear. Expecting non-
closure is not brushing past issues and rushimgatce quick decisions that are
not necessarily based on the data. We have to makewve allow enough time
for our difficult discussions even though we hareyer have the time.

Through interviews and observations, it is evideat Mr. Joe actively uses the norms to

support teachers with sharing data on what andvelvtheir students are learning with

one another rather than feeling competitive orataeed by their peers.

Developing Capacity of Teachers as Reflective Pratbners
An important theme that emerged from the intervassl observation data is that
the instructional coach seeks to influence changeriprovement by questioning current
practice and developing teachers’ capacity to cefda their teaching practice. Mr. Joe

states,
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To get teachers to reflect on their practice, leglsvask standard reflection
guestions, such as, ‘How many of your students enadtthe learning objective?
How do you know? To what extent did you clearlgntify and explain the
purpose of the lesson? How will your lesson hetpvidual students growth in
literacy abilities? To what extent were studemgagied in higher-level thinking
during discussions or by writing about text? Taatsxtent are you teaching
reading strategies in addition to reading skill&? what extent are your students
engaged in activities like reading, writing, margiing, and orally responding
with a partner, versus passive responding, likenisg, reading turn-taking, oral
turn-taking, during your lesson? If you could te#icat lesson again, what would
you do differently?’
Mr. Joe asserts that he supports teachers in bagawilective practitioners who
regularly examine their own practice. During omeeme observation debrief meetings,
Mr. Joe questions teachers to stimulate theiraaditysis of the lesson rather than
offering expert feedback, especially for his teastveho have at least two or more years
of experience. Mr. Joe states,
| model my coaching after Steve Barkley&oaching with the End in Mind |
went to a professional development series withé&SEarkley, and | learned
different ways of questioning. So, when | am wngkwith teachers one-on-one,
| ask them questions to get them to realize whet thant and how that actually
translates. For example, if a teacher wants atessllence in her class, nine
times out of ten, that is not going to happen. I3&|p that teacher to realize that

her expectations are not realistic.
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Mr. Joe not only promotes reflective practice dgrime-on-one meetings with his
teachers, but he also engages teachers in lookirgalty and analytically at their
practice during their department meetings and ofeetings. Teachers are required to
discover what is working and what is not workinge@ine their instruction to improve
results. Mr. Joe states, “Teachers are expecteldange their instruction based on the
results of the data... Especially if students arégoering poorly on a particular standard
or skill, something has to change so that the stisdgerform better.” Similarly, Mr.
Carlton, the principal, states,

If you didn’t teach the right objectives and/ordgats didn’t get it right the first

time, then you've got to re-teach them. And, yan'tjust re-teach it to them the

same way if they are not getting it. The data &hgive them the basis for re-
teaching. It has to be more than just saying diffewords. When you realize
that students did not grasp a particular concept,have to revisit it. You have to
come at it from a different angle and so re-teagiplans are a part of the
expectation for our teachers to hand into theichea.

Ms. Keisha states,

When we look at the data, it's a continuous procéssflection. We have to ask

ourselves how we taught this standard before amdwith we teach it differently.

Then, after you teach it differently, you havedoK back at the data and then see

what might we have to do differently again in ortiemake sure every student

masters that particular standard. There is aflegfection, and after we've
analyzed it ourselves and we come back and andlggain as a whole group to

see where we can improve... In the past, | don’t ékerk we really sat down
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enough to really reflect as much as we have thedcyear with [Mr. Joe]. |

learned so much this year being coached by him] andgrateful.

In their interviews, all teachers indicated that Nwe supports them with using data to
improve their practice on a consistent basis. Haunhore, Mr. Joe facilitates a reflection
meeting with English and Social Studies departmtgsther four times a year (after the
re-teach week that follows interim assessmentsyhiich he uses a protocol that forces
teachers to reflect on the execution and resultsesf re-teaching (see Appendix L). Ms.
Suzan states that the reflection and discussiobereficial in order to determine if the
lessons that were re-taught actually improved studehievement.

When teachers were asked to reflect on the mestlusource of data to inform
their instruction, two teachers, Mr. Bill and M3aiZan, state that the Achievement
Network (ANet) interim assessments were a good ureasf students’ skills. One of
those two teachers, Ms. Suzan, states,

Even though the interim is a good measure of awdesits’ skill-levels, the

interim is not really aligned to our curriculum #ie time. And, then it is also not

aligned to the rigor because the interim assessnagatactually more rigorous...

We’'ve only been using ANet for a year, so mayberaihother year or two, we

may be able to better determine whether ANet assds are a good measure of

our students’ skills.

Another teacher, Ms. Jen, argues,
ANet interims are somewhat a good measure of stadskills, but | was
informed that the ANet assessments aren’t everrashegevel. They are almost

two to three grade levels above what the studestsra And, | have a serious
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problem with that because at least seventy peafdhe students that we serve
are reading below grade level. So, that doesndsuee up... So, the assessments
just reinforce what they need to know, but theniaghat’s not that helpful
because there are so many gaps that are prevémdimgfrom getting to
proficiency. So, we still end up spending a wHoteof time going over
information that they should have mastered in etearg school.
Two teachers, Ms. Keisha and Ms. Hillary, beligvat tdaily formative assessment data
retrieved from classroom instruction is the besasoee for determining students’
knowledge, skills, and growth. Ms. Hillary states,
| sometimes create my own quizzes from the Achiear@letwork website or
sometimes I'll choose a story from there and thesate my own questions. What
| think is truly valuable is doing random checks imderstanding with my
students to gauge their understanding and progigsstudents will give me a
thumbs down if they are confused, thumbs up if theyall clear, and a thumb in
the middle if they are so-so or just okay. Thats one example. But, | do lots
of simple checks for understanding several timesduhe class period, and |
instantly know whether | have to go back and ¢jastmething on the spot. So,
for me, it doesn’t always have to be a written.test
Mr. Joe and Mr. Carlton both believe that ANet go@d measure of what students know
and the skills they have. However, Mr. Carlton tiwers that grades are an even better
measure of students’ progress. Mr. Carlton st&¥e,use ANet quarterly, but the
teachers enter in their grades on a daily basisRoiverSchool, a database and data

platform we use at our school. | have been engigaeachers to enter in at least three
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grades a week, and | have also done a big pusévie parents check their children’s
grades in PowerSchool.”

It is evident from the principal interview that Mloe has been a key player in
developing reflective practitioners school-widegewith the school leaders and
administrators. The principal reported that Me dakes the leaders through a similar
reflection protocol quarterly after the data is lmhed from each interim assessment.
One way the school has attempted to address Ialest@achievement on these interim
assessments is through grade-level student datags¢mblies. Each grade-level team
would have an assembly where teachers and theatistnal coach presented the overall
student data and then set a goal with the groguadients. The hope was that by having
students reflect on their data, it would create esamrinsic motivation and urgency for
them to thrive to improve. When students got dadkeir classes after the assembly,
they were tasked with conferencing with each oirtsieidents to set individual student
goals so that students could track their own psgyréeHowever, the principal reported
that all teachers did not carry out this initiatveeh fidelity. Only two teachers
mentioned this in their interview. The other thteachers stated that students did not
monitor their own progress towards the masterytaridards or student achievement.
The principal states,

When we have a student data talk assembly, it'sitathe grade level. We share

the overall data of the grade level. So, we’ll #agre are seventy sixth-graders

and out of the seventy sixth-graders, twenty of gblnave A’s in English, thirty
of you all have B’s in English, and twenty of yduae failing English. You

know, something like that. And, then we’ll sayirtyrpercent of you scored
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proficient on the last interim. So, we try to giteem comparative data. Right at
the end of the assembly, students get a data siiteetheir specific data on it.
And, when they get to their English classes, ttesicher is expected to set up
conferences with them to help them to understanetevthey fall in order to help
them set goals for growth and improvement.

Ms. Suzan shares,
| share the data with each of my students. Whegeteur data back, | tell each
student his or her score and how it relates togesfcy. For example, I'll tell
Johnny, you were only two points away from sixtygemt. So, for the next test,
let’s try to move up like five percentage poing&o each of my students gets to set
a growth goal and track their progress towardsdgbat.

Ms. Suzan was the only interviewee who mentioneded for individualized

instruction for students who need more supportevteflecting on her practice. Itis

evident that Great Schools Academy does not hangea intervention system, such as

Response to Intervention (Rtl)Ms. Suzan contends,
Time doesn’t permit me to provide my strugglingd&nts with individualized
instruction. Not to say that we haven’t done thdh some of the small group
instruction, but when you have kids that are sd&rind, | think you have to
look at individual students’ needs as opposedemteds of a small group of
students. So, even though all of the studentssmall group may have gotten the
guestions for citing textual evidence wrong, Juli@y be on a fourth grade
reading level, while Charlie may be on a sixth greehding level. And, it’s just

like the teacher’s duty to bridge the gap, esplciaith text complexity. | have
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to make sure all of my students are able to redduaderstand the questions they
are being asked to answer. So, that's definitetgething that's a challenge for
me that | am going to do better with. Every yaér, Joe asks me what | will
work on during the following school year to imprawe instruction, so that’s the
one thing | think | want to focus on more next saheear.
Not only does Mr. Joe develop the capacity of teexhs reflective practitioners, but he
also supports teachers with sharing the data el students so that their students can
track, monitor, and reflect on their student achiaent, growth, and areas in need of
improvement. During his interview, Mr. Joe asséitéiddle school students should be
able to explicitly state here is where | was oerimh one and this is what | did to make
sure that | improved on interim two. Now, | am &iog on so and so, so that | can
improve even more for interim three.” Moreoveg tlvo teachers that were deemed
effective on their June 2012 teacher evaluatioh Btdted that the majority of their time
spent with Mr. Joe was on analyzing data and degidn how to adjust instruction based

on the data.
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CHAPTER 5: DISCUSSION AND IMPLICATIONS

Overview

This chapter begins with an overview of major fing$ from this study on the
instructional literacy coach’s role in the dataven decision-making process in an urban,
public charter, middle school in an underservedmomity. The relationship of these
findings to the overarching research questionse detailed. The next section, titled
“Discussion,” presentthree major conclusions drawn from the analysis of datach
was interpreted through the use of the conceptaaidwork (see Figure 3): 1) coaching
improved school culture through the collaboratige of data; 2) coaching enhanced
teachers’ knowledge and skills of using data tgednnstruction; and, 3) coaching
increased leadership’s capacity to analyze andatedin data. The discussion then
focuses on implications for practice, policy, aotufe scholarly research. The chapter
concludes with a discussion of the limitationsha study as well as some concluding

remarks.

Discussion
During the last thirty years, the educational krape has faced a growing
national movement to hold schools and educatorsuatable for student achievement.
The No Child Left Behind Act of 2001 added to tpegssure at the federal, state, and
local levels. With the adoption of the Common C8tate Standards by forty-four states
(as of May 2014), the District of Columbia, fourrtries, and the Department of
Defense Education Activity (DoDEA) schools and educators face accountability

systems based on high-stakes testing and followedderies of consequences: school
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transfer options (where parents have the opposttaitransfer their children to schools
that are not considered to be “in need of improvaiesupplemental services (which
requires that schools provide tutoring programthéir children); corrective action
(replace school staff, implement new curriculungrdase authority of school-level
administration, appoint outside experts to adves®el, and restructure the internal
organization or the school), and restructuringlé&ep all or most of the school staff and
arrange for the state to take over operation ost®olf. Purposeful use of data not
only helps schools to comply with state and fedguadlelines and requirements, but also
facilitates schools being able to meet Adequatalyé&aogress (AYP) and student
performance goals by providing valuable informatioat educators may use to guide
classroom instruction to meet students’ needs.

The use of data is a central aspect of schootmgfand many schools are hiring
instructional coaches to support the data-drivemistn-making process. Instructional
coaches are able to support teachers and leadérewaluating school programs and
monitoring student growth by collecting, analyziagd using data to improve teacher
practices that lead to student learning (Bernh&@d4; Walpole & McKenna, 2008). In
order to create a school culture that understamelsdlue of data and embraces its
meaningful use, it is necessary for an instructionach to establish a collaborative
environment with structures in place that encoutagehers to engage in data use for
planning instruction.

The overarching research question guiding thisysasted: What is the role of
the instructional literacy coach in the data-drideeision making process in an urban,

low-performing, public charter middle school? Timelings of this study, interpreted
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through the use of the conceptual framework, irditiaat the instructional literacy coach
impacted the data-driven decision making procesisree primary ways: 1) coaching
improved school culture through the collaboratige of data; 2) coaching enhanced
teachers’ knowledge and skills of using data tgednnstruction; and, 3) coaching
increased leadership’s capacity to analyze andatefin data. The data from interviews,
observations, and artifacts suggest that suppamt the instructional literacy coach may
be associated with improved teacher practice agliehistudent achievement. However,
this particular study’s focus centered around “loyed Coach Knowledge & Skills” and

“Improved Teacher Knowledge & Skills.”
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School
Implementation
of DDDM and
Instructional

Coaching

Figure 3: Conceptual Framework

Coaching Improved School Culture Through the Collalorative Use of Data

In order to for schools to experience success gath-driven decision making
processes, educational leaders must foster a ewfuwontinuous inquiry that values and
routinely utilizes data to inform decisions (Abb&tMcKnight, 2010; Boudett et al.,
2006; DuFour, 2002; Park & Datnow, 2009; SchmoR8f4). The findings of this study
provide evidence that the instructional literacpdo plays a vital role when
implementing data-driven decision making procesg#sn schools. Sharing data,

developing strategies for its effective and contiimsiuse in making instructional and
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organizational decisions, and creating an envirartraécollaboration and teamwork are
at the heart of the instructional literacy coachipport to ensure a school’s ongoing
systemic improvement and increased student lea@agmoker, 2003). Schmoker
(2003) argues, “Data should be an essential feafunew schools do business... To
overcome the fear of what the data will indicatd how the data will be used, staff
members must collaborate in the collection andyemako that the resulting information
is trusted to be an accurate signpost of curreribpeance” (p. 22). Furthermore,
building the capacity of teachers to engage inreffoentered on the enhancement of
instruction creates a common purpose among edscgibbott & McKnight, 2010).

Data from interviews, observations of data meetiagsl document analysis indicate that
the instructional literacy coach helped to builddieers’ capacity for data use as well as
develop a culture of collaborative use of data.

Furthermore, the instructional literacy coach adat structure for data use by
scheduling and facilitating quarterly school-widgalmeetings, in which the whole
school was involved in the data-driven decision-imglprocess. He also held weekly
data meetings with the ELA department, the sotialiss department, and both
departments together. The principal and the teadférmed the instrumental role of the
instructional literacy coach as the facilitatordatta analysis in the content area meetings
as well as the data meetings. Furthermore, steuictional literacy coach trained and
supported teachers with the use of a data managexystem, offered by the
Achievement Network, so that teachers could adtessschool-level, class-level, and
student-level data as well as create common fovmaissessments.

Value of Data Use Collaboration
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The principal made it clear that Mr. Joe was the who drove the literacy vision
and the collaborative use of data in the schoale 6f Mr. Joe’s responsibilities was to
ensure the social studies teachers (non-core tegdtreew instructional strategies they
could use to contribute to students’ learning ardtery of the standards in English
Language Arts (ELA), which is the core content arBairing one of the first weekly
ELA and social studies department meetings, Mr.haakhis teachers set long-term and
short-term goals for student achievement collettj\eind the teachers and the principal
reported that Mr. Joe ensured his teachers modittwr progress and held each other
accountable to meeting those goals throughoutdheds year.

All but one teacher reported that the data meetingshich the ELA and social
studies departments collaboratively analyzed the, deere beneficial. Ms. Hillary, the
sixth grade ELA teacher, reported that she didmok it was beneficial for the social
studies teacher to explicitly teach ELA standands @ the fact that she was not
knowledgeable about the ELA content. In contilsist, Jen, the sixth grade social studies
teacher, mentioned that collaborating to analyeeBbA data and plan instruction to
meet the students’ needs was beneficial becauseahable to teach students the
standards and skills that were areas of weaknessdshe students’ performance

increased in those areas.

Possible Influence on Teacher Practice and Studehtevement
Ms. Suzan, the eighth grade ELA teacher, alsortegahat the instructional

literacy coach facilitated data meetings that weeeficial for enhancing her teaching
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practice. She also mentioned that the instructiliteaacy coach influenced student
achievement by assisting her with having studentarences, in which she would meet
with students to review their data. Ms. Suzanriss# see the main role of the
instructional literacy coach as the bridge-makeakimg sure there is continuity between
the ELA department and the social studies depattimda makes sure we are on the
same page with our strategies and skills, and ngadiine we are using the data to drive
our instruction. He makes sure we let our studiemésv where they are and the growth
we want them to make for each interim.” Studeofiprency on the interim assessments
increased overall from 35% proficient on interinol56% proficient on interim 4, with
proficiency set at 50% (see Figure S3). It is emidrom the interviews, observations,
and document analysis that the instructional caashpport to teachers with DDDM may
influence teacher practice as well as student gehment (albeit small in magnitude) by
assisting teachers with planning small group irt$ton, ensuring teachers show students
their individual scores and proficiency levels, asdisting students with monitoring their
progress from the first interim to the fourth inter

Moreover, both the principal and the instructioo@hch mention that the
instructional coach should have worked with thecegleeducation teachers more often,
instead of just during the afterschool cross-cantegetings because they really need
support with literacy instruction to meet the neetitheir students. At Great Schools
Academy, the special education teachers did neivedirect support from either the
instructional literacy coach or the instructionatirematics coach. In turn, it can be

inferred that the special education students’ agmeent was stymied due to the lack of
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support to the special education teachers fronmgteuctional coach. Only ten percent
of the special education students scored profilgi@mt the state assessment.
Interim Assessments versus Formative Assessments
From the interviews, it is evident that the foofislata analysis has been on

interim assessments and common formative assessmilhteachers reported that the
data from interim assessments were the most vagtlisource of data to inform their
instruction; however, two teachers argued thatdtta from the ANet interim
assessments may not be the best measure of stuslélitgsand in fact their own
formative assessments were more useful. Thos¢smahers’ arguments confirm
researchers’ findings that even though the anabfdise interim assessments and
common formative assessments are useful for datergistudent misconceptions (errors
in understanding) as well as the standards anis$ skt teachers need to re-teach to meet
the needs of students, the assessments that aulied to guide improvements in
student learning are the quizzes, writing assigrim@xit tickets, and other formative
assessments that teachers administer on a daifyibdkeir classrooms (Guskey, 2003).
Similarly, Carol Ann Tomlinson contends,

| see formative assessment as an ongoing exchatgedn a teacher and

his or her students designed to help students geowgorously as

possible and to help teachers contribute to thawtyr as fully as

possible... Formative assessment is — or shouldtbe bridge or

causeway between today’s lesson and tomorrow’sh Boalignment

with current content goals and its immediacy invotimg insight about

student understanding are crucial to helping teaghé student see how
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to make near-term adjustments so the progressitaanfing can proceed

as it should. (Tomlinson, 2014, p. 11)
Carol Ann Tomlinson (2014) argues that teachersilshglan instruction around student
needs. She contends, “There is little point imsiggg time on formative assessment
unless it leads to the modification of teaching aining plans” (p. 14). Formative
assessment should be a means to design instrilctibis a better fit for student needs
and not an end in itself. Tomlinson claims thatrfative assessment is more habitual
than occasional in classrooms where maximizing saattent’s growth is a central goal.
Thus, students will reap benefits if assessmerdsrhes less about numbers and more
about discerning where students are in their legrand then planning lessons
accordingly (Darling-Hammond, 2013). It is evidémat besides the two teachers that
mentioned formative assessments, there was anabeéfocus on formative
assessments at Great Schools Academy. A focusromafive assessments and support
from the instructional literacy coach on this aneay be the shift that teachers need in
order to actually change their teaching practioas¢et students’ needs.

Moreover, responses to the interviews indicatettti@principal and the teachers
believe that the instructional literacy coach effedly established structural elements of
a data-driven culture such as scheduling data ngstgranting teachers access to data,
and emphasizing student progress. While all teaateported that their teaching practice
was improved due to the support of the instruclititexacy coach, the principal and the
coach reported that teachers’ actual instructipreattice was often just tweaked instead
of totally changed because of the lack of profesalitearning on instructional strategies.

In his interview, the principal reported, “Many &3\ our teachers like to blame the data
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on the standards or they’ll make the excuse tleat ¢id not get a chance to cover

particular standards due to the fact that it didotne up in their pacing guide yet.

Ultimately, some teachers are just going throughniotions. They create these action
plans, but then they really go and teach in theesamy they are comfortable teaching.”
Similarly, Mr. Joe declared, “Teachers definiteBed some support with using specific
instructional strategies. It's hard to get dedp instructional strategies at times due to
time constraints. Some teachers need you to int@d strategy, practice it with them,

and model it for them. | sometimes don’t have gmotime to do all of that...”

Coaching Enhanced Teacher Knowledge and Skills ofdihg Data to Drive
Instruction

All teachers interviewed reported that the coadpdteto build their knowledge
of data analysis and data use to drive their tegcpractices. All teachers indicated that
their instructional practices were adjusted to ewmore targeted instruction to students
based on identified needs. However, only two teexhpecifically described how they
actually adjusted their instruction to meet thedseaf their students. It is evident from
the interviews and observations that teachers awege of the instructional needs and
challenges of their individual students as weliresr entire class. Where teachers
struggled was in planning different strategiesrésteaching as well as addressing the
needs of their low-performing students. Intervigata revealed that the school did not
develop a system of targeted interventions to img@itbe skills of low-performing
students. An intervention program was not implet@eémintil mid-February 2013, which

was about seven weeks before the administratidimeo$tate-wide assessments in April
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2013. Also, only two teachers mentioned confergevith individual students and
providing differentiated and individualized insttoo.
Interventions and Differentiated/Individualized tingtional Strategies

The role of an effective instructional coach isitidize data to monitor trends and
patterns of student misconceptions early (Gusk@BR0The practice of assessing and
analyzing data with teachers is not enough to addiee achievement gap that occurs
between students with a variance of backgroundgearzkssing abilities. According to
Guskey (1997), assessment must be followed by digthity, corrective instruction
designed to remedy whatever learning errors thesagsent identified. The practice of
Corrective Instruction focuses on providing speaifistructional strategies and learning
interventions to meet the needs of students. ‘fie@@cmust follow their assessments
with instructional alternatives that present thogecepts in new ways and engage
students in different and more appropriate learexgeriences” (Guskey, 2003, p. 8).
An instructional coach must lead the charge to idethe resources and support needed
to meet the learning needs of every student. Rgsifrom this study indicate that the
instructional coach provided some teachers witlpsttby suggesting instructional
strategies and interventions for students; howetiies was not consistent across all
interviews. The instructional coach argued thadten did not have enough time to
model or explain instructional strategies for alichers. The findings from the
interviews and observations indicate that the cadtgn released teachers on their own
while they were writing their Corrective Instruatid\ction Plans, which is where they

would delineate their intended small group or imdlinal student interventions.
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Corrective Instruction Action Plans need to beeliby data that is linked to the
root causes of continued patterns of student maamtions and teacher
underperformance (Guskey, 2003). Conducting aetg¥e root-cause analysis will
inform the instructional literacy coach’s ability &ccurately plan for Corrective
Instruction. Successful facilitation of a root sawanalysis meeting will be dependent on
the instructional coach’s ability to lead a teanvaad prioritizing/verifying root causes
based on importance to student learning and teaa$teuction and the schools’ ability to
address the issue. The Corrective Instructionohgtilan provides a strategic approach
toward addressing student misconceptions and inmpgarstructional practice. The plan
provides an agreed upon approach between teaaebthainstructional literacy coach
that is based upon strong evidence from various tlahds over a reasonable length of
time. It is the responsibility of the instructidtigeracy coach to continually monitor the
implementation of the plan through daily classrommservation and feedback to teachers,
providing feedback to students and teachers throeghlar formative assessments, and
assuring that data is acted upon and plans arstadjduring regularly scheduled data
meetings throughout the school year (Guskey, 2003).

The evidence gathered in this study indicateswimge the principal, coach, and
teachers value insights gained from data analgsigiective Instruction is less evident
across all classes. As a result, data analysistiading to tangible, coherent
instructional practice. The school has grown \@oficient in determining student
misconceptions (Boudett, City, & Murname, 2005)owéver, the school is not
sufficiently defining the problems of practice. rkostructional change to occur, student

misconceptions have to be reframed as a problemnactice. Thus, the emphasis for

155



improvement shifts from the student to the teacWghen teachers define a problem of
practice, they link learning to teaching by anahgrihe effectiveness of their instruction
and using the results of the analysis as a basgigoussion about improvement with the
eventual outcome being the development of a sharddrstanding of effective teaching
(Boudett, City, & Murname, 2005). The data frormststudy indicated that the
instructional literacy coach had an integral roléacilitating a laser-like focus on data
analysis; however, he used less time assistindgpéesaevith Corrective Instruction Action
planning. Even though the principal, coach, aaghers mention that he observed
teachers’ practice and provided feedback to tesabrean ongoing basis, only two of
five teachers specifically stated how their teaglpractice actually changed.
Need for Professional Development

In their interviews, the teachers, principal, amtructional coach all reported that
teachers needed more professional developmenteadngtructional strategies and
differentiated instruction in order to effectivatilange teacher practice. The importance
of knowing how to use assessment data to impraehts practice and student learning
cannot be overestimated. A growing body of redeauggests that the use of high-
guality assessment data, in the hands of teaataéned how to use it effectively, can
improve instruction (Protheroe, 2001; Guskey, 20A8tan et al., 2006; Guskey, 2007).
Fullan et al., 2006). Fullan, Hill, and Crevol®(@) contend that in order to improve the
effectiveness of classroom instruction so thataterprecisely responds to the needs of
students, teachers need to become proficient nguEssessment data to monitor and

manage student learning.
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Protheroe (2001) asserts, “Finding good data aimdyutseffectively is actually a
complex process — one that schools are just begrtniaddress” (p. 5). The data from
the observation, interviews, and document analygsiisate that teachers need
professional learning on making informed decisiabsut how to change instruction
based on effective complex data analysis. Speatlificafter determining the academic
needs of individual students through the analysdata, teachers need training on how
to respond to those needs by targeting instructiopport, and resources accordingly.
Even though the instructional coach provided teeschéth observation feedback on a
continuous basis, it is evident that teachers maeler targeted strategies for improving

instruction.

Coaching Increased Leadership’s Capacity to Analyzand Reflect on Data

At the time of the study, the principal and theruastional literacy coach reported
that the coach was receiving ongoing professioaatlbpment in effectively supporting
the DDDM process by participating in the New Leader New Schools Emerging
Leader program. The focus of the Emerging Leadsgnam was on building the coach’s
own capacity to use data as well as building hpacay to lead a team of teachers to use
data to enhance their instructional practice. rifeoto be accepted into the Emerging
Leader program, the instructional coach had to destnate a strong belief that all
students can achieve college success, the ahillgatl adults effectively, and have a
proven track record of achieving student gainse ifistructional coach also reported that
Emerging Leaders must also have a strong desinetease their impact beyond the
classroom and demonstrate enthusiasm to learnramdtheir leadership skills. Through

the program, Emerging Leaders practice, refled,tarld skills to drive results and
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gains with a team of adults. Specifically, durthg year-long program, Emerging
Leaders are expected to lead a team of teachexsgiimdata-driven instruction cycles;
engage in content designed to enhance leadershig akd, work and reflect with their
school leaders to receive specific and actiona#elback.

By receiving this form of ongoing professional dieyegnent geared specifically
around DDDM, the instructional literacy coach whtedao build the capacity of not only
teachers, but also leaders in data-driven decisi@king. Lachat and Smith (2005) assert,
“School leaders need to view and champion datas$etegral to school reform
processes” (p. 345). Itis evident from the ppatinterview that Mr. Joe has been a key
player in developing reflective practitioners scheae, even with the school leaders
and administrators. The principal reported thatitistructional coach facilitated data
meetings with the leadership team on a quarterdysba which he assisted them with
setting student achievement goals, presented Hatéscand used a reflection protocol in
order for the school leaders to reflect on theogoess towards the student achievement
goals as well as make adjustments to the actiqs stecessary to improve student
achievement. The school-wide writing initiativeetgrade-level academy data meetings,
as well as teacher-student data talks were aiativiés that emerged from the data team

meetings the instructional coach facilitated with school’s leadership team.

Implications for Practice
The findings of this study, through the lens @& tonceptual framework, provide
empirical evidence that affectiveinstructional coach who facilitates the data-dnive
decision making process can potentially improveosthulture, improve the data-use

capacity of school leaders, enhance teachers’ ledgye and skills with data use, teacher
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practice, and possibly student achievement. Gikenncrease, among schools and
school districts, in using data to guide schoolnowvpment as well as using instructional
coaches to assist teachers in this process,ntisat to understand how coaches perform
this data support role and how to do it effectively

This is especially relevant since there is no agreed-upon list of characteristics of
effective coaches across the nation. Nor is thestandard list of qualifications for those
who are candidates for coaching positions dueddabt that there are no standardized
roles and responsibilities for coaches.

Knight (2006) suggests that coaching requiressskilicommunication,
relationship building, change management, and lshgefor teacher professional
development. Killion and Harris (2006) suggest #@nools and school districts require
the following characteristics: beliefs, teachingestise, coaching skills, relationship
skills, content expertise, and leadership. Sorsearchers posit that along with
pedagogical and content expertise, coaches muség®strong interpersonal skills and
competencies (Dole, 2004; Neufeld & Roper, 2003jliroo et al., 2003; West & Staub,
2003). ltis evident from the interview responded one way the instructional coach
was able to build a culture of data was througlding trusting relationships with his
teachers. All teachers reported having a strongxiwg relationship with the
instructional coach. Findings indicated that tbaah was wholly committed to
improving student achievement, skilled in curricaland instructional planning,
understood adult learning and effective commurocatunderstood and employed a
specific reflection process, is respected by pardshas patience for the learning process,

as well as possesses and applies in-depth comentédge.
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Moreover, the findings of this study and evideroarf other research (Marsh et
al., 2010) suggest that what makes the instrudtiooech’s practice effective is not just
helping teachers interpret the data, but also hglthem identify instructional strategies
in response to these data. Analyzing data anddakition based on data are two
different tasks. Taking action is often more oadling and requires more creativity than
analysis. However, according to the finding obtkiudy and evidence from other
research (Marsh et al., 2006; Marsh et al., 20&8)ng action generally receives less
attention, particularly in the professional devehgmt provided to teachers. Research
confirms the importance of providing training onahto use data and to connect them to
practice (Wayman & Stringfield, 2006). Thus, instional coaches may be bridging this
important divide for teachers, helping them idgnsifudents’ strengths and weaknesses
and providing them with specific instructional ségies aligned with their needs. The
findings of this study underscore the need for shto hire instructional coaches to
support the data-driven decision making procesgedisas the importance of
instructional coaches receiving professional dgualent on a vast repertoire of
instructional strategies.

It is evident that the instructional literacy codahilitated data meetings on a
regular basis, assisted teachers with planninghsssand monitored the implementation
of teachers’ corrective instruction plans througiiydclassroom observations and
feedback to teachers — assuring that data was aptedand lesson plans were adjusted
during regularly scheduled data meetings throughtmischool year. However, the

findings emphasize the instructional coach’s aadhers’ need for further professional
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development on various instructional strategiesiatedventions to meet the needs of
students with misconceptions.

| suggest that schools consider implementing aorespto-intervention (Rtl)
framework. Abbot and Wills (2012) claim, “The gadlRtl is to create and maintain an
ongoing process that uses student performancede guplementation of high-quality
instruction and intervention that is matched talett needs” (p. 37). In an Rtl system, it
is ideal for 80% of the students to meet acadenpeetations with 20% of the student
body requiring intervention (Abbot & Wills, 2012However, the reality for urban
schools or those in high-poverty areas is mucledfit. In Great Schools Academy,
only 36.5% of the students scored proficient oraambed on the 2013 state assessment,
which is a 7.7% increase from the 2012 state ass®ds Furthermore, it may also be
beneficial for the school to analyze other data{sisuch as students’ grades, behavior
referrals, suspensions, and attendance.

The findings of this study emphasize the needdbpsls to focus on formative
assessment data and not just interim assessmantReasearch shows that transforming
data into useful knowledge and practice to imprstwelent learning and instructional
decision making is a complex undertaking, and tthatuse of high-quality assessment
data, in the hands of teachers trained on howeatuefectively, can improve instruction
(Protheroe, 2001). Moreover, Stiggins (2002) res/daat teachers must create quality,
formative assessments that include a clear purfjposke assessment and a clear
achievement target for what needs to be assessgdywhich accurately reflect the target
and satisfy the purpose. Thus, instructional cea@nd teachers should be trained on

how to create and use formative assessments atydadsis to gauge student progress
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towards mastery on the Common Core State Stand&wesearch over the last decade
(Hattie, 2009) has shown that gathering evidencguafent learning during instruction
can lead to improved student achievement. Scleaoldrs, instructional coaches, and
teachers need to build a shared knowledge bassusuling assessments and ensure
alignment of curriculum, instruction, and assesdmen

Additionally, in Great Schools Academy, the speedlication teachers did not
receive direct support from the instructional By coach, which may have impacted the
achievement of the special education studentsci8psducation students at Great
Schools Academy make up 24.5% of the student ptpaland are taught via an
inclusion model. Therefore, an additional implicatof this study for instructional
coaching would be for schools to assign instruei@oaches to special education
teachers so that they can also receive the suppoesssary for them to enhance their

knowledge, skills, and teaching practice.

Implications for Policy

The increased emphasis on data-driven decisionagakdriven by education
policy that demands higher student achievemenpaoedes increasingly severe
sanctions for schools that fail to meet those detsai he findings of this study indicate
the need for instructional coaches to shift theauls from an outcome-oriented approach
that almost exclusively relies on assessment esulbne that provides greater emphasis
on the instructional practices that lead to thageames, which affirms current findings
on coaches (Marsh et al, 2010). Currently, scihmplovement policy emphasizes
structural reforms such as closing underperformstigpols and increasing school choice

(as a part of the No Child Left Behind Act of 200However, for the vast majority of
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students, these efforts will not necessarily resudt substantially better educational
experience. To improve learning for all studestate and federal policies must first
create conditions that improve the quality of th&tiuction that students receive.
Professional development policy is an area thatheare immediate impact. The school
in this study had some difficulty translating tlesults of data analysis into tangible
improvements in instructional practice even thotlghinstructional literacy coach
supported the data-driven decision making procésere is a great need for state and
federal policies that provide assistance and tgitd schools in developing instructional
responses based on assessment data. This intdhede®vision of professional
development that increases coaches’ and teaclmr®t and pedagogical content
knowledge and also facilitates collaboration tlsatath efficient and enables the
development of effective improvement strategiesfo@us on instructional improvement
is likely to have a much more substantial, sustdeand widespread effect on student
achievement than the current, mostly punitive dagon that characterizes school

improvement policy.

Implications for Research
As legislators and state and federal level schtfadials demands for improved
student achievement intensify, a growing numbescbibols will begin to invest in and
implement increasingly sophisticated systems fargudata to inform instructional
practice. However, as the research in this stadicates, enhancing teaching practice is
not as clear-cut as policymakers suggest. Duratg dollection, it became apparent that
teachers were implementing strategies they kneme#isas the strategies the

instructional coach shared with them. One possédson for why there was not much
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variation in teaching was that teachers may noe lkaown of or were not comfortable
implementing alternatives to their current pedagalgparadigm. Effective data analysis
demands innovation. When data shows that stu@eatsot performing well, there
should be some modification of instructional preesi as a result. However, this
demands that the instructional coach provide a daepgh pool of instructional
resources that educators can use to adapt theudtisnal approach. In this case, it
appears that this pool was not very extensive jtasdikely that the same happens in
schools with similar contexts. In essence, whanhers do not have access to new
instructional methods that they can use to addrelsevement challenges, they tend to
draw upon the instructional strategies they posgeaskey, 2003). The findings indicate
that the instructional coach assisted teachersplathning instructional strategies;
however, in order to be more effective, the indtamal coach would need to deepen his
pool of instructional strategies.

The findings of this study indicate that there reetedbe more research into the
development of coordinated systems that link theaues of data analysis to content-
specific professional learning opportunities that targeted to the identified concepts or
skills. In order to improve teaching practice® thstructional coaches must have access
to a comprehensive system of targeted professamadlopment that is directly linked to
the content issues identified by data. Therefwteen learning problems emerge from
the data, coaches will be equipped to engage teachkarning experiences that will
enable them to critically reflect on their practared facilitate the implementation of new
instructional methods and teaching practices. Hewehe manner in which such a

system should be ideally structured and organiegdires additional research.
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Furthermore, additional research could contribuéatly to the understanding of these
capabilities by comparing effective and less effectoaches using reliable instruments
that measure characteristics, such as intelligaméude, and personality traits.

Even though this particular research study hatheettage for examining the role
of coaches in data-driven decision making, futtuelies are needed to identify how an
individual coach’s perceived effectiveness charagelde or she gains professional
learning experiences through various professioaaelbpment opportunities as well as
how teachers’ effectiveness changes as they wdtkamtcoach over a period of time.
Also, future research should include direct obsermal measures of teacher practice,

which will add depth to the understanding of howaawes may influence instruction.

Limitations

The small-scale nature of this study as well agitheframe in which it was
conducted are limitations. Therefore, an aredudher research would be to conduct
large scale studies that examine a greater nunilsehools that are implementing
coaching programs in which the instructional coachgport the data-driven decision
making process over a longer period of time. Seskarch would allow researchers to
gain a more robust understanding of the instruaticnach’s role in data-driven decision
making over several data cycles and would alsoigeoa better understanding of how
schools in varying contexts use the instructioalohes to support teachers in using data
to improve instruction. If the effect of coachiog student achievement grows over time,
a longitudinal analysis would be more sensitivddtermining the relationship between
coaches’ activities and student outcomes. Sudiitlasinal studies could focus at the

coach level (examining how an individual coachfeetiveness changes as he or she
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gains experience), at the teacher level (examinowg teachers’ effectiveness changes as
they work with a coach), and at the student legra(nining the cumulative effects of
students’ exposure to teachers who have benefibed ¢oaching). Furthermore, this
study relied on participants’ reports of teachadaptation to their instruction.
Additional research that employs direct observatibteacher practice before and after
data analysis would provide much richer insight add depth to our understanding of
how coaches influence instruction.

One of the limitations of a single case studysgéatively small scale and lack
of contextual diversity. Yin (2009) states, “A coran concern about case studies is that
they provide little basis for scientific generatiba” (p. 15). This study sought to
maximize the transferability of the findings ofglstudy through the selection of a critical
case and the implementation of diverse data sofwcélse purpose of triangulation.
However, even these measures may not be suffimesrthance the transferability of the
findings to all contexts. There are a number ofdes that may yet limit the ability to
generalize broadly. These include the fairly issmdageographical location of the
research site, which may influence the lack of g of teachers who choose to work at
the school and the demographics of the school anarunity, which are heavily poor
and minority and reflective of many urban schogpét,not reflective of the country as a
whole. However, while these may be consideredditimns of the study, they may
alternatively be considered strengths becausertiggi@ circumstances of the school may
be used as the basis for the building of a themay ¢an be further tested and expanded in

the future with similar populations (Strauss & Garl1998).
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Another significant limitation of this study isatit relies heavily on teachers’
reported perceptions of changes in instructiorth@dgh teachers may report changes in
instructional practice, it cannot be verified thase changes actually took place to the
extent that teachers report them, if at all. Assult, it cannot be determined for certain
that teachers are actually changing their praati¢ight of assessment information. This
issue was addressed in the interview protocol tjinauestions that asked teachers to
provide specific examples of changes in practiceelbas an observation of a data
analysis meeting. However, without observing pcadbefore and after data analysis
meetings, changes in practice cannot be specifivalldated.

Time is also a limitation of the study. This studlas conducted over a sixteen-
week period. Due to time constraints, it was raggible to extend the duration of the
study. As a result, | was only able to observelladay data meeting and a half-day data
meeting, which may have hindered my ability to gath fully developed sense of how
the instructional coach fully supports DDDM at #@hool. Insights gained from
additional sources of data helped to addressghige such as data charts, examples of
corrective instruction action plans, data toolshsas the reflection protocol, meeting
agendas, the coach’s weekly schedule, and the ‘'sgabhdescription.

Finally, my personal background may have alsaerited the outcome of the
study. As an Emerging Leader, the instructionalctoand | are colleagues. Also, as a
school leader in the same community, | am very liamiith the context of the school,
the district, and the community. Therefore, | estiethe research with strong
connections to the topic and the community, whigymanifest as biases that may

affect my interpretation of the research. As tedan the section on positionality, |
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included steps to identify potential bias in théad@nalysis process. However, it may not
be possible to identify all potential manifestasiaf bias, and, thus, this is a limitation of

the study.

Concluding Remarks

The findings of this study emphasize a need fbostleaders and policymakers
to ensure the improvement of instructional prastisghe primary focus of decision-
making and school reform efforts. Very often, swhimprovement initiatives center on
sweeping structural changes such as a curriculegram, scheduling, or data analysis.
However, these programs in isolation will not likeésult in much improvement in
student achievement. Their effectiveness will dejpen the extent to which they impact
the quality of instructional delivery. The implentation of coaching programs, as
demonstrated in this study, to support a schoat-driven decision making processes
has great potential to close the student achievegamand end the epidemic of low-
student performance in urban schools. Implemergingaching program, with a highly
effective coach, also has the potential to provédehers and administrators with insight
into the quality of teaching, which should leackfforts to adapt instructional practices.

However, it is very tempting and very common, utfoately, for educators and
policymakers alike to approach reform initiativesifahey were a panacea for school
improvement. When implementing such programs, tfegn adopt a ‘set it and forget it’
approach. That is, they implement the initiativeglect to develop the instructional
processes that should accompany the program, awt tlack for results. When student
achievement does not increase at a sufficient fladgprogram is deemed ineffective.

However, it is not possible to gauge if school ioy@ment efforts are actually effective
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if teachers’ instructional practices essentialiyain the same. The major implication of
this study is that the instructional coach’s patnimpact on teaching practice and
student achievement, through the DDDM process,|ldhmnt be taken for granted,
regardless of the size of the investment the sclstate, or district has made in
implementing other aspects of a school improvemesgram. In fact, it should be the
centerpiece of any school improvement effort. G8snools Academy made
considerable investments in implementing a coachrmgram to improve the ability of
their teachers to obtain, organize, and analyza. ddbwever, despite these efforts,
finding from the interviews, observations, and doeat analysis indicate that teachers
only made minimal changes to their teaching prastidEven with those slight changes to
teaching practice, student achievement on the-atiagle assessment still increased by
7.7% (see Appendix Figure S4. While we cannot, in this research design, atbaée

the test score increase was directly due to theuicttonal coaching, the rise in scores is
still impactful and worthy of more research. Ihsols and districts seek to maximize the
considerable investments they make in improvingattedemic achievement of students
by hiring instructional coaches to support DDDMwitl likely serve them well to ensure
they develop sufficient capacity of teachers, ceachnd administrators to substantively

improve the quality of the instructional progranmsl deaching practices.
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APPENDICES

Appendix A

Table 1: Roles of Instructional Coachs

Purpose

Resource Provider To expand teachers’ use of a variety of resources t

improve instruction.

Data Coach To ensure that student achievement data drives

instructional decisions at the classroom and sclevel.

Curriculum Specialist To increase ensure implementation of adopted auuric.

Instructional Specialist To align instruction with curriculum to meet theedls of

all students.

Classroom Supporter To increase the quality and effectiveness of ctassr

instruction.

To increase instructional skills of the novice tearcand
support school-wide induction activities.

Mentor

Learning Facilitator To design collaborative, job-embedded, standardsda

professional learning.

School Leader To work collaboratively with the school’s formal
leadership to design, implement, and assess change
initiatives to ensure alignment and focus on inezhd

results.

To create disequilibrium with the current stateas
impetus to explore alternatives to current practice

Catalyst for Change

Learner To model continuous learning, to keep current, taroe a

thought leader in the school.
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Appendix B

Table 2: Characteristics of Effective Coaches

CHARACTERISTICS OF EFFECTIVE COACHES (Killion & Har ris, 2006)

Beliefs

Is willing to learn

Has a passion for ongoing development and learning
Holds the attitude that everyone is important

Believes in the capacity of others to grow and ttgve

Does not presume to have “The Answer”

Is committed to continuous improvement

Has moral purpose

Can let go of being responsible for another pessbehaviors

Teaching Expertise

Is skilled in instructional planning

Has strong classroom organization and management

Has fluency with multiple methods of deliveringtingtion

Uses multiple methods for student assessment

Demonstrates success in their work as classroothees

Articulates their practice

Reflects on their own practice

Understands and uses national, state, and loctmiostandards and curriculum

Coaching Skills

Understands and applies knowledge about adult dpnednt
Listens skillfully

Communicates effectively

Uses effective questioning skills

Understands and employs a specific reflection mece
Diagnoses the needs of teachers

Aligns support to the identified needs of teachers

Relationship Skills

Desires to be a part of a team

Works effectively with teachers and principals
Builds trusting relationships

Is respected by peers

Has patience for the learning process

Content Expertise
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e Possesses and applies appropriate, in-depth cdmewedge

Leadership Skills

Understands and applies the knowledge about change
Communicates the vision of the school

Aligns work with school goals

Uses data to drive decisions

Engages others in developing plans for improvement
Maintains a productive culture
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Appendix C

Teacher Interview Protocol
Transition:

e Greet the participant and thank him or her fonailg the interview.

e Inform him or her about confidentiality. He/shenist required to participate in
the interview. He/she may choose not to answertaio question or all
guestions. He/she may stop the interview at ang.ti

e Explain that the purpose of the interview is tacdss how an instructional coach
supports Data-Driven Decision Making (DDDM) and hthws support impacts
teachers’ instructional practice.

e Let’s begin by discussing your background.

Background
1) Can you please start by briefly telling me aboutnymackground:
a. How long have you been teaching, and what do yacht2
b. How long have you worked in a middle school sefling
c. How long have you been at this school in particular

Understanding/Knowledge
2) In developing your lessons and plans for instrugtwhat generally guides the
choices you make about what to teach and how ti t¢2

3) Are there any types of data that regularly help geaide what and how to teach?
[Show teacher the data type card]. And rememberang defining data broadly
to include not only interim assessment resultsalad your own assessments,
student work, etc.

a. Can you please describe how they inform your pra@tiCan you give an
example?

4) Thinking back to last week, what informed your t@splans and the approach
you used?
a. Did you prepare your lesson plans alone or witle® Does your coach
have a role in planning the lessons that you teaatt? If so, how?
b. Did you refer to any types of data to help develaplessons or your
teaching strategies or maybe make adjustmentsglthhercourse of the
week? If so, how?

5) If you had a question or problem related to litgrastruction who would you
ask for assistance? Why?
a. [Probes: Another teacher? Instructional Coaclepdtment Chair?
Assistant Principal? Others?]
b. [For each person mentioned] What kind of advicg@o get from this
person?
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6) If you had a question or problem related to intetipg or using datavhom
would you ask for assistance? Why?

a.

b.

[Probes: Another teacher? Instructional Coacle&pditment Chair?
Assistant Principal? Others?]

[For each person mentioned] What kind of advicg@o get from this
person?

Role and Responsibilities of the Coach & Nature dhteractions
7) Please tell me about your work with the coach:

a.

b.

C.

How did you first start working with the coach?r¢Be: Did you
approach him/her? Did he/she or the principal g you?]

What were your expectations specifically around twioas would be doing
together?

What do you see as the coach’s role in the school?

8) Can you please recall the last time you and thelcaget? Can you describe it to
me? Where did you meet? What kinds of thingsydid do during that meeting?
Was that meeting typical of how you usually speadrytime together?

a. [Probes: Assistance in accessing data, intergyekita, giving expert

advice, providing instructional support, obserwnith feedback,
modeling, providing instructional support, obseg/mith feedback,
modeling, providing resources, etc.]
How often do you meet with the coach?
How long does each meeting last, on average? Hoehrof that time is
spent on analyzing data and/or deciding how tostdjour instruction
based on data? What kind of data?
What do you gain from working with a coach that yeauldn’t be able to
accomplish on your own? What value does the caddio your
practice?
i. Do you think that these data are a good measuwstidént skills?
ii. Are they helpful to you? How? If not, why not?
lii. Would you change your instruction based on redrdts this
data? If so, how? If not, why not?
iv. [Probe on other aspects of the data if not alreadered in other
interviews]

9) In your work with the coach, what strategies onélis have been most helpful
to you to know how tonake sense of d&taleast helpful?

10)What do you gain from working with a coach that yeauldn’t be able to
accomplish on your own? What value does the caddho your practice?

11)If relevant: Beyond your work with your coach, ylmu meet to plan instruction
or review data with other teachers?
a. Can you describe that meeting to me? Is the coacived in these

meetings? If so, how?

b. What kinds of things do you do during these mesfting
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12)Is the work you are doing with the coach arounc daeiw to you, or have you
done this kind of work in the past? If yes, howt isew?

a. [If not new]: Do you have a lot of prior experienanalyzing data? Did
you have supports for this kind of work in the pagsim other individuals
at this school or previous schools?

b. Is there anything that makes this different?

13)How do your experiences this year compare to tiséfear that you worked with
a coach?
a. Why?
b. What has changed?

Types and Characteristics of Data
14) What types of data have you been focusing on ur wrk with the coach in the
past month? [For each type mentioned, ask follpvepuwestions below]

a. What is the content assessed?

b. How is this assessment administered?

c. When do you get results back?

d. Do you think that these data are a good measwtidént skills?

e. Is it helpful to you? How?

f.  Would you change your instruction based on redrdts this data? If so,
how? If not, why not?

g. If applicable: Who developed the tools for thisadeollection? Do you
use a rubric?

POSSIBLE DATA TYPES TO PROBE ON:

a. District benchmark assessments

b. Diagnostic assessments

c. Common grade-level assessment (teacher-
developed)

d. Common grade-level assessment (externally
developed)

e. Classroom assessment (teacher developed)

f. Classroom assessment (externally developed)

15)What do you see as the most valid, useful sourckaiaf to inform your
instruction?

16)What kinds of data do you personally have accessHow do you access them?
a. Are there data that you do not have access to thatéhe coach, AP, or
principal accesses and then presents to you?
b. Is there a district or school-level data manageragstem? [e.g., Data
Director, Achievement Network, etc.]
i. If yes, do you have access to that system?
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ii. If yes, how frequently do you use the system? ldaay is it to
use?

iii. Do you have a copy of a report from the data mamage system?
May | have a copy?

17)Do you share any of these forms of data with irdiial students? If so, how?
a. [Probes: Do you also provide guidance about wiey tan do to
improve? How ? Do students participate in sefleasment? Peer
assessment?]

Perceived Enablers and Constraints/Other Data Infl@encers
18)Is there ever any discomfort, tension, or conflicthe process of working with
the coach? If so, how did you work through it?n@au give an example?

19)Have you had any other specific training, PD, gpsut on how to interpret and
use these data? Where/when? [Probe: districdéD]

School Climate & Leadership
20)I am trying to get a sense of the school climaiew would you characterize the
nature of teachers’ interactions with each other?
a. How about interactions between teachers and sts@ent
b. Teachers and administrators?
c. Do you think that the coach has contributed atoalhe climate that
you've described?

CONCLUSIONS:
21)Do you have any final thoughts or comments thatwould like to share with
me? Is there something else you think | shoulddiéng you about?

22)In our interview, you mentioned different documesutsl materials that you've
created or used to analyze data. Would you béngitb provide me with copies?
a. Collect documents:
i. Assessment print outs
ii. Results, data displays
lii. Materials they use with coach, e.g., guiding questj rubrics, etc.
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Appendix D

Principal Interview Protocol
Transition:

e Greet the participant and thank him or her fonailg the interview.

e Inform him or her about confidentiality. He/shenist required to participate in
the interview. He/she may choose not to answertaio question or all
guestions. He/she may stop the interview at ang.ti

e Explain that the purpose of the interview is tacdss how an instructional coach
supports Data-Driven Decision Making (DDDM) and hthus support impacts
teachers’ instructional practice.

e Let’s begin by discussing your background.

Background
1) Can you please start by telling me about your biaakug:

a. How did you decide to become a principal?

b. Did you have any previous experience working widhlalearners?
Leading a school? Leading professional developfent

c. Did you have any previous experience with inteipgeand using data to
inform practice?

d. Have you had any preparation for becoming a prai@ip

2) I'mtrying to get a sense of where you think yooach’s expertise lies. [Present
the principal with the instructional coach expexrtisterview card] Here are some
of the types of expertise that are associated avitbach. On a continuum can
you make an “X” where you see your instructionadu?

a. [After they noted an X on the continuums]: Can gay why you position
your instructional coach here? Synthesizing, preting, and analyzing
data? Working with adults? Technological knowke®lgHis practical
experience? Coordinating/translating between &@chnd
administrators?

Leadership
3) To what extent do you support the instructionalctégawork with teachers
around literacy and data use? Is there anythingdgoin particular that supports
or hinders the instructional coach’s work?

Role & Responsibilities of Coach
4) What do you understand to be the main role ancoresbilities of your
instructional coach?
a. Are the parameters of his job pretty clear to you?
b. Do teachers generally understand his role?
c. What messages have given the instructional coactt &lis role at the
school?
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d. What messages have you received from the schamiat office about
the instructional coach'’s role at the school?

e. Do you feel that everyone — the teachers, theuostmal coach, central
office leaders, you — shares the same expectatiomst what the
instructional coach’s role is here at the school?

5) What are your instructional coach’s priorities oatg this year?
a. Is there a certain aspect of literacy or data-hathe is targeting?
b. Who decided on those priorities (e.g., you, thériresional coach, the
central office leaders)?
c. Why were these priorities selected? [Probes:, daé&her requests,
coach’s assessment of needs]
d. Are these different from his priorities last year?

6) To what extent are your coach’s goals aligned Veither improvement goals and
priorities of the school? Of the district?

Coach Work with Teachers
7) Who among the staff most frequently comes to te&uetional coach for advice
or trouble-shooting for literacy instruction iss@defProbes: Case-load teachers?
Other teachers? Department chair? Assistantipalit You?]
a. [For each person mentioned] What kind of advicesdwe offer them?

8) Who among the staff most frequently comes to tk&uctional coach for advice
or trouble-shooting for data use issues? [Prdb&seload teachers? Other
teachers? Department chair? Assistant principai@?]

a. [For each person mentioned] What kind of advicesdae offer them?

9) Are there a certain set of teachers that your caaehworking with?
a. Who decided that he should focus on those teachers?
b. How were these teachers selected? Can you desielpgocess for me?
What were the criteria used? [Probes: New Teachgrdepartment, by
grade]
c. Does the instructional coach generally approacthiers or wait for them
to approach you?
d. How does he assess different teachers’ needs?
When does he typically work with teachers and fowtong?
Are these the same teachers he worked with las?yea
I. Is there a particular strategy, model, framewogk tjuides his
coaching? [Probes: Modeling, scaffolding, obsegyproviding
feedback, dialogue, brokering, using tools, establg norms]

P ¢))

10)Can you tell me a little bit about Teache? A
a. Can you talk to me about the process the instmaticoach uses to work
with Teacher R
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b. How did the instructional coach first start workwwgh this teacher and
why? Did he approach him/her or did she/he apprban?

c. What were your expectations for the work the ingtanal coach and
teacher would be doing together specifically?

d. At the start of the year, did you get a sense oheasure the teacher’s
prior skills around using data?

Repeat questions for all teachers on the instrneti@oach’s case-load.

Types and Characteristics of Data
11)[Show data use card] What types of data has ywtructional coach been
focusing on in his work with teachers this mon{¥dr each type mentioned, ask
follow-up questions below]
a. How often does he use data of this type?
b. What is the content assessed?
c. How is this assessment administered?
d. When does he get the results back?
e. Do you think that these data are a good measwtidént skills?
f. Is it helpful to you as a principal? How? Is&bful to teachers? How?
Is it helpful to the instructional coach? How?
Are teachers expected to change their instructased on results from
this data? If so, how? If not, why not?
h. If applicable: Who developed the tools for thisedeollection? Do you
use a rubric?

Q

POSSIBLE DATA TYPES TO PROBE ON:

a. District benchmark assessments

b. Diagnostic assessments

c. Common grade-level assessment (teacher-
developed)

d. Common grade-level assessment (externally
developed)

e. Classroom assessment (teacher developed)

f. Classroom assessment (externally developed)

12)What do you see as the most valid, useful sourckataf to improve literacy
instruction?

13)How do you access these different types of data?
a. Is there a district or school-level data manageragstem? [e.g., Data
Director, Achievement Network, etc.]
i. If yes, who can access this system?
il. Can teachers access the data system? If not, besvyaur
instructional coach make it available to teachers?
lii. How frequently do you use the system? How eagyasuse?
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iv. Do you have a copy of a report from the data mamagé system?
May | have a copy?

14)Do you encourage the teachers to share data vdividlial students, along with
specific guidelines about what they can do to inpfo
a. Do students participate in self-assessment? RBsessment?

15)What are the benefits of the instructional coaeosk with teachers to interpret
and act upon data?

16)What do you think are the drawbacks?

17)How do you characterize the working relationshigt the instructional coach has
with each of his teachers? Do they work well?

18)What factors facilitate the instructional coactétationship with each of his
teachers? What factors get in the way and madifficult? [Probes: Level of
commitment? Standards of behavior? Sustainedhictien over time? Personal
relationship between coach and teacher? Levedmgrtience between the data-
use and real-world practice?]

Perceived Enablers and Constraints
19)Can you think of a time where you felt the coacls waccessful or effective in
helping a teacher use data to guide his/her liyeiratruction? What do you think
contributed to the coach’s success?
a. Was it related to the strategies or approach thetctook?
b. Was there something about the teacher that madeytor contributed to
the coach’s success? Possible probes?
i. How engaged or motivated he/she was?
ii. How receptive he/she was to new ideas?
lii. His/her prior knowledge about data use?
iv. Prior knowledge about literacy instruction?
v. Personal values, experiences, and expectations?
vi. How close the data use strategies were to hisérsppal goals?
c. Were there any other factors that made it easy?

20)And vice-versa — can you think of a time when isvparticularly difficult for the
coach to help a teacher use data to guide histeeady instruction? What do
you think contributed to the difficulty?
d. Was it related to the strategies or approach thetctook?
e. Was there something about the teacher that matiéicult? Possible
probes:
i. How engaged or motivated he/she was?
ii. How receptive he/she was to new ideas?
lii. His/her prior knowledge about data use?
iv. Prior knowledge about literacy instruction?
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v. Personal values, experiences, and expectations?

vi. How close the data use strategies were to hisérsppal goals?
f. Were there any other factors that made it difffeult

21)Beyond what we’ve already discussed, are there fdlotors at the school that
constrain or enable the coach’s work with teachers?
g. [Probes: Adequate funding, time, and space? &gficlly selecting
whom the coach works with? Heavy or light invoharhby school
administrators? Clear school or district leadgrghi

22)If you could change the coach’s typical week, hosuld the coach spend his

time? Beyond these constraints that we’'ve talkemliaiso far, is there anything
else that gets in the coach’s way?

Training/Support for Coach

23)What support does your central office and/or scipoovide to the instructional
coach?

a. What is the content and frequency of that support?

I. Has the instructional coach been given guidandeocawnto support
teachers with interpreting and acting on data? theee particular
frameworks, models, theories, or readings givemnd?

To what extent is it helpful to him? To what extenit helpful to you?
Is there any additional support that the instrualaoach needs?

Is he expected or required to participate in aage@mount of
professional development each year?

i. If so, how much/how often?

oo

School Climate & Leadership

24)1 am trying to get a sense of the school climaiew would you characterize the
nature of the coach’s interaction with administra® How would you
characterize the nature of the coach’s interaatitn teachers? How would you
characterize the nature of teachers’ interactioitis @ach other?

a. How about interactions between teachers and stsf@dent
b. Teachers and administrators?

25)To what extent do you support the coach’s work wetichers around literacy and
data use? Is there anything you do in partictlatr supports or hinders the

coach’s work?
CONCLUSIONS:

26)Overall, do you think the coach and teachers s $bhool have adequate

knowledge and skills to analyze data and usewtags to improve their
instruction? If not...

a. What are the specific data literacy knowledge dqltsghat are lacking?
b. What more could be done to build their capacitthese areas?
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c. If you could restructure the coaching position éttér support teachers
with data use, what would you do or change?

d. What more could be done beyond coaching to impteaeher capacity to
use data in ways that inform and improve instrunio

e. Do you think it is worth investing in data use sagpor should we focus
somewhere else to bring about improvement in tegcand learning?

27)Do you have any final thoughts or comments thatwould like to share with
me? Is there something else you think | shoulddseng you about?
28)In our interview, you mentioned different documesutsl materials that you've
created or used to analyze data. Would you béngitb provide me with copies?
f. Collect documents:
i. Assessment print outs
ii. Results, data displays
lii. Materials they use with coach, e.g., guiding questj rubrics, etc.
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Appendix E

Coach Interview Protocol
Transition:

e Greet the participant and thank him or her fonailg the interview.

e Inform him or her about confidentiality. He/shenist required to participate in
the interview. He/she may choose not to answertaio question or all
guestions. He/she may stop the interview at ang.ti

e Explain that the purpose of the interview is tacdss how an instructional coach
supports Data-Driven Decision Making (DDDM) and hthws support impacts
teachers’ instructional practice.

e Let’s begin by discussing your background.

Background
1) Can you please start by telling me about your biaakug:

a. How did you decide to become an instructional c8ach

b. Did you have any previous experience working widhlalearners?
Leading professional development?

c. Did you have any previous experience with inteipgeand using data to
inform practice?

d. Have you had any preparation for becoming a coach?

2) I'mtrying to get a sense of where you think yoxpertise lies. [Present the
instructional coach with the expertise interviewd}aHere are some of the types
of expertise that are associated with a coacha @ntinuum, can you make an
“X” where you see yourself?

a. [After they noted an X on the continuums]: Can gay why you position
yourself for literacy instruction here? Synthesgiinterpreting, and
analyzing data? Working with adults? Technololgiceowledge? Your
own practical experience? Coordinating/translabatyveen teachers and
administrators?

Role & Responsibilities of Coach
3) What do you understand to be your main role angoresibilities as an
instructional coach?

a. Are the parameters of your job pretty clear to you?

b. Do teachers generally understand your role?

c. What messages have you received from the prinaipalit your role at the
school?

d. What messages have you received from the schamiat office about
your role at the school?

e. Do you feel that everyone — the teachers, princiitral office leaders,
you — shares the same expectations about whatgteuis here at the
school?
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4) What are your priorities or goals for your workstlyear?
a. Is there a certain aspect of literacy or data-haeyou are targeting?
b. Who decided on those priorities (e.g., you, thegpal, the central office
leaders)?
c. Why were these priorities selected? [Probes:, daé&her requests,
coach’s assessment of needs]
d. Are these different from your priorities last year?

5) To what extent are your coach goals aligned withdaimprovement goals and
priorities of the school? Of the district?

Coach Work with Teachers
6) Who among the staff most frequently comes to yawattvice or trouble-shooting
for literacy instruction issues? [Probes: Caskkeachers? Other teachers?
Department chair? Assistant principal? Principal?
a. [For each person mentioned] What kind of advicg@o offer them?

7) Who among the staff most frequently comes to yowattvice or trouble-shooting
for data use issues? [Probe: Caseload teacl@its®r teachers? Department
chair? Assistant principal? Principal?]

a. [For each person mentioned] What kind of advicgalo offer them?

8) Is there a certain set of teachers that you ar&ingmwith?
a. Who decided that you should focus on those teaghers
b. How were these teachers selected? Can you desicelpgocess for me?
What were the criteria you used? [Probes: New e by department,
by grade]
Do you generally approach teachers or wait for theapproach you?
How do you assess different teachers’ needs?
When do you typically work with teachers and fomtiong?
Are these the same teachers you worked with last?ye
I. Is there a particular strategy, model, framewoesk tiuides your
coaching? [Probes: Modeling, scaffolding, obsegyproviding
feedback, dialogue, brokering, using tools, establg norms]

~® a0

9) Can you tell me a little bit about Teache? A

a. Can you talk to me about the process of workindpWitgacher R

b. How did you first start working with this teacherdawhy? Did he/she
approach you or you him/her?

c. What were your expectations for what you would bimg together
specifically?

d. At the start of the year, did you get a sense oheasure his/her prior
skills around using data?

10)Can you please recall the last time you met withcher A
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a. Can you describe it to me? Where did you meetZat\inds of things
did you do during that meeting? Was that meetypgcal of how you
usually spend your time together? [Probes: Asstgtan accessing data,
interpreting data, giving expert advice, providingtructional support,
observing with feedback, modeling, providing, rases, etc.]

b. How often do you meet with this teacher?

c. How long does each meeting last, on average? Qhisatime, how
much has been focused on analyzing data? Whatkiddta?

d. How would you describe your coaching approach witk teacher?

e. What strategies seem to work best for helpingt#asher respond and act
on what you learn from the data?

Repeat questions for all teachers.

11)What strategies or activities seem to work besh&lping teachers make sense of
data?

12)What strategies or activities seem to work besh&lping teachers know how to
respond and act on what is learned from the data?

Types and Characteristics of Data
13)What types of data have you been focusing on im wawk this month? [For
each type mentioned, ask follow-up questions below]
How often do you use data of this type?
What is the content assessed?
How is this assessment administered?
When do you get results back?
Do you think that these data are a good measwtidént skills?
Is it helpful to you? How?
Would you change your instruction based on restdtn this data? If so,
how? If not, why not?
If applicable: Who developed the tools for thisadeollection? Do you
use a rubric?

> @reoooTw

POSSIBLE DATA TYPES TO PROBE ON:

a. District benchmark assessments

b. Diagnostic assessments

c. Common grade-level assessment (teacher-
developed)

d. Common grade-level assessment (externally
developed)

e. Classroom assessment (teacher developed)

f. Classroom assessment (externally developed)

14)What do you see as the most valid, useful sourckataf to improve literacy
instruction?
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15)How do you access these different types of data?
a. Isthere a district or school-level data managemsgsiem? [e.g., Data
Director, Achievement Network, etc.]
i. If yes, who can access this system?

ii.  Can teachers access the data system? If not, bg@udmake it
available to teachers?

iii.  How frequently do you use the system? How eagytasuse?

iv. Do you have a copy of a report from the data mamagée
system? May | have a copy?

16)Do you encourage the teachers to share data vdividlial students, along with
specific guidelines about what they can do to impfo
a. Do students participate in self-assessment? RBsessment?

17)What are the benefits of working one-on-one witeacher to interpret and act
upon data?

18)What do you think are the drawbacks?

19)How do you characterize the working relationshigt you have with each of your
teachers? Does it work well?

20)What factors facilitate your relationship with easftyour teachers? What factors
can make your relationship with your teachers eingiing? [Probes: Level of
commitment? Standards of behavior? Sustainedhictien over time? Personal
relationship between coach and teacher? Levedmgrtience between the data-
use and real-world practice?]

Perceived Enablers and Constraints
21)Can you think of a time where you felt like you weuccessful or effective in
helping a teacher use data to guide his/her liyeiratruction? What do you think
contributed to your success?
b. Was it related to the strategies or approach yok#o
c. Was there something about the teacher that madesytor contributed to
your success? Possible probes?
i.  How engaged or motivated he/she was?
ii.  How receptive he/she was to new ideas?
lii. ~ His/her prior knowledge about data use?
iv.  Prior knowledge about literacy instruction?
v. Personal values, experiences, and expectations?
vi. How close the data use strategies were to hisérsopal goals?
d. Were there any other factors that made it easy?

186



22)And vice-versa — can you think of a time when isvyparticularly challenging to
help a teacher use data to guide his/her litemastyuction? What do you think
contributed to the difficulty?
e. Was it related to the strategies or approach yok2o
f. Was there something about the teacher that matikéicult? Possible
probes:
i.  How engaged or motivated he/she was?
ii.  How receptive he/she was to new ideas?
lii.  His/her prior knowledge about data use?
iv.  Prior knowledge about literacy instruction?
v. Personal values, experiences, and expectations?
vi. How close the data use strategies were to hisérsopal goals?
g. Were there any other factors that made it difffeult

23)Beyond what we’ve already discussed, are there fdlotors at the school that
constrain or enable your work with teachers?
h. [Probes: Adequate funding, time, and space? egficlly selecting
whom you work with? Heavy or light involvement sghool
administrators? Clear school or district leadgrghi

24)If you could change your typical work week, how Wbwou like to be spending
your time fulfilling your duties and responsibiéi? Beyond these constraints
that we’ve talked about so far, is there anythilsg ¢hat gets in your way?

Training/Support for Coach
25)What support does your central office and/or sclppoVvide to you as a coach?
i. What is the content and frequency of that support?

i.  Have you been given guidance on how to supporhtFaavith
interpreting and acting on data? Are there pdediciiameworks,
models, theories, or readings given to you?

J.  To what extent is it helpful to you?

k. Is there any additional support you would like?

[. Are you expected or required to participate in dace amount of
professional development each year?

i.  If so, how much/how often?

School Climate & Leadership
26)| am trying to get a sense of the school climaiew would you characterize the
nature of teachers’ interactions with each other?
a. How about interactions between teachers and sts@ent
b. Teachers and administrators?

27)To what extent does your principal support yourkwsith teachers around

literacy and data use? Is there anything she/be moparticular that supports or
hinders your work?
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28)Who is your supervisor?
29)If you had a question or problem related to yobras a coach, whom would you
ask for assistance?
a. [For each person mentioned:] What kind of advicei\d you go to them
for?

CONCLUSIONS:
30)Overall, do you think teachers in this school haslequate knowledge and skills
to analyze data and use it in ways to improve tinstruction? If not...
a. What are the specific data literacy knowledge dqltsghat are lacking?
b. What more could be done to build their capacitthese areas?
c. If you could restructure the coaching position éttér support teachers
with data use, what would you do or change?
d. What more could be done beyond coaching to impteaeher capacity to
use data in ways that inform and improve instrun?io
e. Do you think it is worth investing in data use sagpor should we focus
somewhere else to bring about improvement in tegcand learning?

31)Do you have any final thoughts or comments thatwould like to share with
me? Is there something else you think | shoulddkéng you about?
32)In our interview, you mentioned different documesutsl materials that you've
created or used to analyze data. Would you béngitb provide me with copies?
m. Collect documents:
i.  Assessment print outs
ii.  Results, data displays
iii.  Materials they use with coach, e.g., guiding questj rubrics,
etc.
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Instructional Coach
Expertise Card

Here are some of the types of expertise that are associated with a coach. On a
continuum, please make an “X” where you see yourself at this stage of your professional
experience?

Type of Expertise None Low Some High

Synthesizing Data

Interpreting Data

Analyzing Data

Working with Adults

Technological Knowledge

Your Own Practical Experience

Coordinating/Translating between Teachers and
Administrators
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Appendix F

Teacher Consent Form

Project Title

The Instructional Coach’s Role in the Data-Driven Decision
Making Process and the Perceived Impact on Teacher Practice in
an Urban School

Purpose of the Study

This research is being conducted by Natalie Arthurs at the
University of Maryland, College Park. We are inviting you to
participate in this research project because you are working in a
school that has an instructional coach who supports teachers with
the data-driven decision making process. The purpose of this
research project is to examine how an instructional coach in an
urban, high-poverty, middle school supports Data-Driven Decision
Making (DDDM) and how this support impacts teacher practice. By
examining how an instructional coach supports teachers in regards
to data-driven instruction, the possibility of increased teacher
effectiveness and student achievement in low-performing schools
may potentially be addressed.

Procedures

The procedures involve you participating in an interview. You will
participate in one 45- to 60-minute audio-recorded interview. The
interview will take place at the school site after school in your
classroom.

Examples of the teacher interview questions are as follows: “Are there
any types of data that regularly help you decide what and how to
teach? If you had a question or problem related to instruction, who
would you ask for assistance? Why? If you had a question or problem
related to interpreting or using data, who would you ask for
assistance? Why? What do you see as the instructional literacy
coach’s role in the school? What do you gain from working with a
coach that you wouldn’t be able to accomplish on your own? What
value does the coach add to your practice?” The interviews will take
place at the school site after school hours in the your classroom. Your
permission will be requested to audio-record and transcribe your
interviews.

I will collect artifacts, including data printouts, data displays, data
analysis meeting minutes, and other materials you use in regards to
data-driven instruction that they want to share. Data printouts and
data displays will be on a class-level or school-level and not on a
student-level. You will be asked to “black out” any identifying
information in order to ensure confidentiality. Also, if/when you
provide data analysis meeting minutes, they should exclude any
identifying information. Excerpts from these artifacts will be used as
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prompts during interviews. Your permissions will be requested to
collect and study all artifacts.

Additionally, I will record fieldnotes during my observations. I will use
my fieldnotes to look for instances of the instructional coach’s support
with data-driven instruction that stand out as important to the focus of
the study. Additionally, | will keep post-observation analytic memos to
note anything that should be discussed or referenced in the interviews.

You will be allowed to review and edit research transcripts in order to
ensure they are valid and/or clarify any statements that you make.

Potential Risks and
Discomforts

There are minimal risks to you.

There is the possibility of there being repercussior saying negative
things about the instructional coach or about theatDriven Decision
Making process if the data were to “leak out.” Hmer, since | will be the
only person with access to this information andeithe data will be used
for research purposes only, | believe this riskisimal.

Observations of you may also be used for research purposes. Having an
additional person observe you while you are participating in a data
meeting may produce anxiety. However, since your participation in
the study is totally voluntary and you reserve the right to end your
participation at any time, I believe this risk is minimal.

Even though you will select a pseudonym and although the name and
location of your school will be disguised by the use of pseudonyms in
any reports or publications that might result from the study, there is a
slight possibility of the school and personnel being identified based on
the details in my write-ups. However, | will re-review each write-up to
ensure that the school and personnel are kept anonymous. [ will also
allow you to review portions of the write-ups that pertain to you to
ensure you feel comfortable with the wording and anonymity of the
school and personnel.

As noted earlier, you will have the opportunity to review and edit your
interview transcripts and clarify any statements that you make.
Additionally, you will be encouraged to ask me questions throughout
the duration of the study, and you will be informed that you may
withdraw from the study at any time without penalty.

Potential Benefits

There are no direct benefits from participating in this study. However,
there is a possible benefit from opportunities to interact with a
researcher. For example, you may appreciate opportunities for further
reflection provided by interviews. [ hope that, in the future, other
people might benefit from this study through improved understanding
of the instructional coach’s role in supporting the data-driven decision
making process.
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Confidentiality

To protect your identity, you will select pseudonyms. The name and
location of your school will also be disguised by the use of pseudonyms
in any reports or publications that might result from the study. I will
re-review each write-up to ensure that the school and personnel
are kept anonymous. I will also allow you to review portions of
the write-ups that pertain to you to ensure you feel comfortable
with the wording and the anonymity of the school and personnel.
All materials, including audio segments, will be edited such that your
name will not be revealed. Audio-recordings will not be published in
any form, and the data shall be used exclusively for educational
research in professional settings: closed research meetings, seminars,
and professional conferences. You will be informed of my intent to
audio-record and will be given the opportunity to review the
transcribed segments. Transcribed segments from the audio-
recording, with your pseudonym mentioned, may be used in published
forms (e.g. journal articles and book chapters). The faculty supervisor
for this research project may see data without pseudonyms at various
points in the data collection and analysis process. Data with identifying
names of participants will be stored in password-protected files for
digitally-collected forms (audio-recorded observations and meetings,
digitized interview audio files), or a private, home file cabinet for non-
digitized correspondence, notes, or forms. Because this is research
data, [ request to store the data for up to a 10-year period. When the
data is no longer needed, it will be destroyed. Transcribed segments
from the audio-recordings may be used in published forms (e.g.
journal articles and book chapters). In the case of publication,
pseudonyms will be used.

If I write a report or article about this research project, your identity
will be protected to the maximum extent possible. Your information
may be shared with representatives of the University of Maryland,
College Park or governmental authorities if you or someone else is in
danger or if we are required to do so by law.

Right to Withdraw
and Questions

Your participation in this research is completely voluntary. You may
choose not to take part at all. If you decide to participate in this
research, you may stop participating at any time. If you decide not to
participate in this study or if you stop participating at any time, you
will not be penalized or lose any benefits to which you otherwise
qualify.

If you decide to stop taking part in the study, if you have questions,
concerns, or complaints, or if you need to report an injury related to
the research, please contact the investigator:

Natalie Arthurs

Department of Teaching and Learning, Leadership and Policy
College of Education

2311 Benjamin Building
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University of Maryland
College Park, MD 20742
Natalie.arthurs@gmail.com
(202) 262-2341 (cell)

Participant Rights

If you have questions about your rights as a research participant or
wish to report a research-related injury, please contact:

University of Maryland College Park
Institutional Review Board Office
1204 Marie Mount Hall
College Park, Maryland, 20742

E-mail: irb@umd.edu
Telephone: 301-405-0678

This research has been reviewed according to the University of
Maryland, College Park IRB procedures for research involving human
subjects.

Statement of Consent

Your signature indicates that you are at least 18 years of age; you have
read this consent form or have had it read to you; your questions have
been answered to your satisfaction and you voluntarily agree to
participate in this research study. You will receive a copy of this signed
consent form.

If you agree to participate, please sign your name below.

Signature and Date

NAME OF PARTICIPANT
[Please Print]

SIGNATURE OF
PARTICIPANT

DATE
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Appendix G

Coach Consent Form

Project Title

The Instructional Coach’s Role in the Data-Driven Decision
Making Process and the Perceived Impact on Teacher Practice in
an Urban School

Purpose of the Study

This research is being conducted by Natalie Arthurs at the
University of Maryland, College Park. We are inviting you to
participate in this research project because you are working in a
school where you (as an instructional coach) support teachers with
the data-driven decision making process. The purpose of this
research project is to examine how an instructional coach in an
urban, high-poverty, middle school supports Data-Driven Decision
Making (DDDM) and how this support impacts teacher practice. By
examining how an instructional coach supports teachers in regards
to data-driven instruction, the possibility of increased teacher
effectiveness and student achievement in low-performing schools
may potentially be addressed.

Procedures

The procedures involve you participating in an interview. You will
participate in one 45- to 60-minute audio-recorded interview. The
interview will take place at the school site after school in your office.

Examples of the instructional coach interview questions are as follows:
“Did you have any previous experience with interpreting and using
data to inform instructional practice? Have you had any preparation
for becoming a coach? What types of data have you been focusing on
in your work this month? How do you ensure that teachers feel
comfortable and safe working with you around data?” As a part of the
interview, using an expertise card, you will be asked to rate your
expertise in the following areas on a continuum (from no expertise to
high expertise): synthesizing data, interpreting data, analyzing data,
working with adults, technological knowledge, your own practical
experience, and coordinating/translating between teachers and
administrators (please see attached Coach Expertise Card).

In addition to interviews, I will collect artifacts, including data
printouts, data displays, data analysis meeting minutes, and other
materials you use in regards to data-driven instruction that they want
to share. Data printouts and data displays will be on a class-level or
school-level and not on a student-level. You will be asked to “black
out” any identifying information in order to ensure confidentiality.
Also, if/when you provide data analysis meeting minutes, they should
exclude any identifying information. Excerpts from these artifacts will
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be used as prompts during interviews. Your permissions will be
requested to collect and study all artifacts.

Additionally, I will record fieldnotes during my observations. [ will use
my fieldnotes to look for instances of your support (as an instructional
coach) with data-driven instruction that stand out as important to the
focus of the study. Additionally, [ will keep post-observation analytic
memos to note anything that should be discussed or referenced in the
interviews.

You will be allowed to review and edit research transcripts in order to
ensure they are valid and/or clarify any statements that you make.

Potential Risks and
Discomforts

There are minimal risks to you.

There is the possibility of there being repercussifor saying negative
things about your role as an instructional coaahatout the Data-Driven
Decision Making process if the data were to “leak’o However, since |
will be the only person with access to this infotimaand since the data
will be used for research purposes only, | beligng risk is minimal.
Observations of you may also be used for research purposes. Having an
additional person observe you while you are participating in a data
meeting may produce anxiety. However, since your participation in

the study is totally voluntary and you reserve the right to end your
participation at any time, I believe this risk is minimal.

Even though you will select a pseudonym and although the name and
location of your school will be disguised by the use of pseudonyms in
any reports or publications that might result from the study, there is a
slight possibility of the school and personnel being identified based on
the details in my write-ups. However, | will re-review each write-up to
ensure that the school and personnel are kept anonymous. [ will also
allow you to review portions of the write-ups that pertain to you to
ensure you feel comfortable with the wording and anonymity of the
school and personnel.

As noted earlier, you will have the opportunity to review and edit your
interview transcripts and clarify any statements that you make.
Additionally, you will be encouraged to ask me questions throughout
the duration of the study, and you will be informed that you may
withdraw from the study at any time without penalty.

Potential Benefits

There are no direct benefits from participating in this study. However,
there is a possible benefit from opportunities to interact with a
researcher. For example, you may appreciate opportunities for further
reflection provided by interviews. [ hope that, in the future, other
people might benefit from this study through improved understanding
of the instructional coach’s role in supporting the data-driven decision
making process.
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Confidentiality

To protect your identity, you will select pseudonyms. The name and
location of your school will also be disguised by the use of pseudonyms
in any reports or publications that might result from the study. I will
re-review each write-up to ensure that the school and personnel
are kept anonymous. I will also allow you to review portions of
the write-ups that pertain to you to ensure you feel comfortable
with the wording and the anonymity of the school and personnel.
All materials, including audio segments, will be edited such that your
name will not be revealed. Audio-recordings will not be published in
any form, and the data shall be used exclusively for educational
research in professional settings: closed research meetings, seminars,
and professional conferences. You will be informed of my intent to
audio-record and will be given the opportunity to review the
transcribed segments. Transcribed segments from the audio-
recording, with your pseudonym mentioned, may be used in published
forms (e.g. journal articles and book chapters). The faculty supervisor
for this research project may see data without pseudonyms at various
points in the data collection and analysis process. Data with identifying
names of participants will be stored in password-protected files for
digitally-collected forms (audio-recorded observations and meetings,
digitized interview audio files), or a private, home file cabinet for non-
digitized correspondence, notes, or forms. Because this is research
data, [ request to store the data for up to a 10-year period. When the
data is no longer needed, it will be destroyed. Transcribed segments
from the audio-recordings may be used in published forms (e.g.
journal articles and book chapters). In the case of publication,
pseudonyms will be used.

If I write a report or article about this research project, your identity
will be protected to the maximum extent possible. Your information
may be shared with representatives of the University of Maryland,
College Park or governmental authorities if you or someone else is in
danger or if we are required to do so by law.

Right to Withdraw
and Questions

Your participation in this research is completely voluntary. You may
choose not to take part at all. If you decide to participate in this
research, you may stop participating at any time. If you decide not to
participate in this study or if you stop participating at any time, you
will not be penalized or lose any benefits to which you otherwise
qualify.

If you decide to stop taking part in the study, if you have questions,
concerns, or complaints, or if you need to report an injury related to
the research, please contact the investigator:

Natalie Arthurs

Department of Teaching and Learning, Leadership and Policy
College of Education

2311 Benjamin Building

University of Maryland
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College Park, MD 20742
Natalie.arthurs@gmail.com
(202) 262-2341 (cell)

Participant Rights

If you have questions about your rights as a research participant or
wish to report a research-related injury, please contact:

University of Maryland College Park
Institutional Review Board Office
1204 Marie Mount Hall
College Park, Maryland, 20742

E-mail: irb@umd.edu
Telephone: 301-405-0678

This research has been reviewed according to the University of
Maryland, College Park IRB procedures for research involving human
subjects.

Statement of Consent

Your signature indicates that you are at least 18 years of age; you have
read this consent form or have had it read to you; your questions have
been answered to your satisfaction and you voluntarily agree to
participate in this research study. You will receive a copy of this signed
consent form.

If you agree to participate, please sign your name below.

Signature and Date

NAME OF PARTICIPANT
[Please Print]

SIGNATURE OF
PARTICIPANT

DATE
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Appendix H

Principal Consent Form

Project Title

The Instructional Coach’s Role in the Data-Driven Decision
Making Process and the Perceived Impact on Teacher Practice in
an Urban School

Purpose of the Study

This research is being conducted by Natalie Arthurs at the
University of Maryland, College Park. We are inviting you to
participate in this research project because you are working in a
school that has an instructional coach who supports teachers with
the data-driven decision making process. The purpose of this
research project is to examine how an instructional coach in an
urban, high-poverty, middle school supports Data-Driven Decision
Making (DDDM) and how this support impacts teacher practice. By
examining how an instructional coach supports teachers in regards
to data-driven instruction, the possibility of increased teacher
effectiveness and student achievement in low-performing schools
may potentially be addressed.

Procedures

The procedures involve you participating in an interview. You will
participate in one 45- to 60-minute audio-recorded interview. The
interview will take place at the school site after school in your office.

Examples of the principal interview questions are as follows: “Do you
encourage teachers to share data with individual students? From your
observations over the course of this school year, how has the
instructional coach’s work affected the teachers on his caseload? Are
you seeing changes in their attitudes, beliefs/thinking/knowledge, or
skills related to analyzing and interpreting data as a result of their
work with the instructional coach? Do you feel the coach’s work has
an impact on teachers’ literacy instruction? Can you think of a specific
example during this school year when you felt like the instructional
coach was successful or effective in helping a teacher use data to guide
his/her literacy instruction? What do you think contributed to the
instructional coach’s success?” Your permission will be requested to
audio-record and transcribe your interviews.

In addition to interviews, I will collect artifacts, including data
printouts, data displays, data analysis meeting minutes, and other
materials you use in regards to data-driven instruction that they want
to share. Data printouts and data displays will be on a class-level or
school-level and not on a student-level. You will be asked to “black
out” any identifying information in order to ensure confidentiality.
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Also, if/when you provide data analysis meeting minutes, they should
exclude any identifying information. Excerpts from these artifacts will
be used as prompts during interviews. Your permissions will be
requested to collect and study all artifacts.

Additionally, [ will record fieldnotes during my observations. I will use
my fieldnotes to look for instances of the instructional coach’s support
with data-driven instruction that stand out as important to the focus of
the study. Additionally, I will keep post-observation analytic memos to
note anything that should be discussed or referenced in the interviews.

You will be allowed to review and edit research transcripts in order to
ensure they are valid and/or clarify any statements that you make.

Potential Risks and
Discomforts

There are minimal risks to you.

There is the possibility of there being repercussifor saying negative
things about the instructional coach or about thgaEDriven Decision
Making process if the data were to “leak out.” Hmer, since | will be the
only person with access to this information andeithne data will be used
for research purposes only, | believe this riskisimal.

Observations of you may also be used for research purposes. Having an
additional person observe you while you are participating in a data
meeting may produce anxiety. However, since your participation in
the study is totally voluntary and you reserve the right to end your
participation at any time, I believe this risk is minimal.

Even though you will select a pseudonym and although the name and
location of your school will be disguised by the use of pseudonyms in
any reports or publications that might result from the study, there is a
slight possibility of the school and personnel being identified based on
the details in my write-ups. However, | will re-review each write-up to
ensure that the school and personnel are kept anonymous. [ will also
allow you to review portions of the write-ups that pertain to you to
ensure you feel comfortable with the wording and anonymity of the
school and personnel.

As noted earlier, you will have the opportunity to review and edit your
interview transcripts and clarify any statements that you make.
Additionally, you will be encouraged to ask me questions throughout
the duration of the study, and you will be informed that you may
withdraw from the study at any time without penalty.

Potential Benefits

There are no direct benefits from participating in this study. However,
there is a possible benefit from opportunities to interact with a
researcher. For example, you may appreciate opportunities for further
reflection provided by interviews. [ hope that, in the future, other
people might benefit from this study through improved understanding
of the instructional coach'’s role in supporting the data-driven decision
making process.
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Confidentiality

To protect your identity, you will select pseudonyms. The name and
location of your school will also be disguised by the use of pseudonyms
in any reports or publications that might result from the study. [ will
re-review each write-up to ensure that the school and personnel
are kept anonymous. [ will also allow you to review portions of
the write-ups that pertain to you to ensure you feel comfortable
with the wording and the anonymity of the school and personnel.
All materials, including audio segments, will be edited such that your
name will not be revealed. Audio-recordings will not be published in
any form, and the data shall be used exclusively for educational
research in professional settings: closed research meetings, seminars,
and professional conferences. You will be informed of my intent to
audio-record and will be given the opportunity to review the
transcribed segments. Transcribed segments from the audio-
recording, with your pseudonym mentioned, may be used in published
forms (e.g. journal articles and book chapters). The faculty supervisor
for this research project may see data without pseudonyms at various
points in the data collection and analysis process. Data with identifying
names of participants will be stored in password-protected files for
digitally-collected forms (audio-recorded observations and meetings,
digitized interview audio files), or a private, home file cabinet for non-
digitized correspondence, notes, or forms. Because this is research
data, I request to store the data for up to a 10-year period. When the
data is no longer needed, it will be destroyed. Transcribed segments
from the audio-recordings may be used in published forms (e.g.
journal articles and book chapters). In the case of publication,
pseudonyms will be used.

If [ write a report or article about this research project, your identity
will be protected to the maximum extent possible. Your information
may be shared with representatives of the University of Maryland,
College Park or governmental authorities if you or someone else is in
danger or if we are required to do so by law.

Right to Withdraw
and Questions

Your participation in this research is completely voluntary. You may
choose not to take part at all. If you decide to participate in this
research, you may stop participating at any time. If you decide not to
participate in this study or if you stop participating at any time, you
will not be penalized or lose any benefits to which you otherwise
qualify.

If you decide to stop taking part in the study, if you have questions,
concerns, or complaints, or if you need to report an injury related to
the research, please contact the investigator:
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Natalie Arthurs

Department of Teaching and Learning, Leadership and Policy
College of Education

2311 Benjamin Building

University of Maryland

College Park, MD 20742

Natalie.arthurs@gmail.com

(202) 262-2341 (cell)

Participant Rights

If you have questions about your rights as a research participant or
wish to report a research-related injury, please contact:

University of Maryland College Park
Institutional Review Board Office
1204 Marie Mount Hall
College Park, Maryland, 20742

E-mail: irb@umd.edu
Telephone: 301-405-0678

This research has been reviewed according to the University of
Maryland, College Park IRB procedures for research involving human
subjects.

Statement of Consent

Your signature indicates that you are at least 18 years of age; you have
read this consent form or have had it read to you; your questions have
been answered to your satisfaction and you voluntarily agree to
participate in this research study. You will receive a copy of this signed
consent form.

If you agree to participate, please sign your name below.

Signature and Date

NAME OF PARTICIPANT
[Please Print]

SIGNATURE OF
PARTICIPANT

DATE
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Appendix |

Initial Contact Email

Dear

My name is Natalie Arthurs. | am a doctoral studsrthe University of Maryland,
College Park. | am also currently the DirectoAcademics & Staff Development at an
Elementary Public Charter School. | am contacyiog because | am in the dissertation
phase of my doctoral program. | am doing a studthe instructional coach’s role in the
data-driven decision making process. Specificallg, purpose of this research study is to
examine how an instructional coach in an urbar4pigverty, middle school supports
Data-Driven Decision Making (DDDM) and how this gapt impacts teacher practice.

| have received approval from See Forever’s DirestdAcademics and Great Schools
Academy’s middle school principal. Your participatin the study will be greatly
appreciated; however, your participation is styisthluntary. If you decide to participate
in this research study, you may stop participasingny time.

| would like to conduct a 45- to 60-minute intewi with you. Your identity will be
protected with the use of pseudonyms for your nantethe school’s name and location.
If you wish to participate in this research stuglgase email me with a time, date, and
location (at the school site) that is convenientyflmu to meet with me within the next 1-2
weeks. If you choose not to participate, pleaseedard the information.

If you have any questions, please do not hesitatentact me at
natalie.arthurs@agmail.coor (202) 262-2341.

Thank you in advance for your consideration,

Natalie Arthurs
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Appendix J

Instructional Coach Job Description

POSITION DESCRIPTION

Instructional Coach

Reports to: Principal and/or Academic
Dean

Tour of Duty: 10 month employee
Salary: $60,000-$70,000

The instructional coach is a key component of theeRo The Top Grant. The coach will provide
support of evidence-based classroom practicestaiitfeted teachers and will spend the majority
of time working in classrooms with teachers (e.gdaling, observing, and co-teaching). The
coach will play a strong role in the analysis atiization of student achievement data to impact
instructional decision-making. The focus of theatta work is to help teachers learn to use data
for instructional planning that will have a poséiimpact on student achievement. The coach may
facilitate teacher study groups in which they apalgtudent work and lesson plans and plan for
the enhancement of instructional strategies. Tlaelts analysis of student work and teaching
and learning data will inform what occurs duringching sessions with targeted teachers and in
the teacher study groups. The instructional coautésis non-supervisoryhe role of a coach is
separate and apart from the evaluative role optheeipal or supervisor of the teacher.

SPECIFIC TASKS AND RESPONSIBILITIES:

* Participating in all required coach professiotievelopment. The coach is charged with
acquiring the knowledge, skills, technology skiled instructional strategies necessary to
effectively impact the instructional practices log teachers that are coached.

» The coach must remain knowledgeable about cuarghipast research in the specific content
area and other pedagogies relevant to the coaoblieg

» The coach must develop deep content and pedaddmiowledge in the evidence-based
intervention in use.

» The coach identifies school teaching and learnieds, barriers and weaknesses by analyzing
gualitative and quantitative data about the teaahdrstudent performance, and organizing for
action with teachers.

» The coach facilitates school-based professioeatidpment, working with teachers (in teams
or individually) to refine their knowledge and $kilProfessional development could include, but
not be limited to, in-class coaching, observingdeimg of instructional strategies, guiding
teachers in looking at student work, developingdesplans with teachers based on student
needs, supporting data analysis, supporting tiegiiation of technology, co-planning with
teachers, leading professional learning communéies
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» The coach will motivate teachers to take owngrsifitheir professional growth.

» The coach monitors instructional effectiveness stadent progress using tools and strategies
gained through professional development.

» The coach builds and maintains supportive refatigps with teachers. The conversations and
interactions that the coach has with teachers alustys remain supportive so that a high level of
trust is created and maintained between the teagttkbthe coach.

KNOWLEDGE, SKILLS, AND ABILITIES:

* Ability to work well with people; demonstrate andintain productive and positive
interpersonal skills

» Deep content and pedagogical knowledge in Matanglish Language Arts
» Knowledge and experience using a variety of &sgest tools and analyzing student data

» Demonstrated success in communicating effectiwélly teachers, principals, parents, students,
and paraprofessionals

* Ability to develop educator capacity, implemeptactices of collaborative inquiry, and build
sustainability

» Demonstrated ability to network and connect Bbteces
» Knowledge and experience using a coaching progiteother teachers
* Ability to work with teachers in a way that immes student learning;

¢ Ability to manage multiple projects effectively

o Ability to manage time and schedules flexibly andiway that maximizes teacher
learning

¢ Ability to think flexibly and to adapt work to theeeds of teachers
o Knowledge of the change process and ability to tedphers make sense of change
* Ability to work with teams to develop goals fonproving student achievement

» Demonstrated teacher leadership skills

EDUCATION:

Bachelor’'s degree in education (or related fietdjf an accredited college or university
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Norms of Collaboration

Appendix K

Seven Norms of Collaboration

Explanation

Pausing

Paraphrasing

Probing for Specificity

Putting ideas on the table
and pulling them off

Paying attention to self and
others

Presuming positive
intentions

Presuming a balance
between advocacy and
inquiry

Pausing signals to to others that their ideas andbonments
are worth thinking about, dignifies their contribut ions, and
implicitly encourages future participation.

To paraphrase is to recast into one’s own words, to
summarize, or to provide an example of what has judeen
said. It helps to reduce tension by showing undershding.

Probing seeks to clarify something that is not ydully
understood.

Ideas are the heart of a meaningful discussion. Mebers
need to feel safe to put their ideas on the tablerf
discussion. Also take note of when an idea may b&cking
dialogue or “derailing” the process and should be plled
off.

Collaborative work is facilitated when each team meaber
Is explicitly conscious of self and others — not §naware of
what he or she is saying, but also how it is saichd how
others are responding to it.

This is the assumption that other members of the &n are
acting from positive and constructive intentions, een if we
disagree with their ideas.

Both advocacy and inquiry are necessary components
collaborative work. The intention of advocacy isa
influence others’ thinking; the intention of inquiry is to
understand their thinking. Highly effective teams
consciously attempt to balance these two components
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Appendix L

Reflection Meeting Protocol

Materials Needed

» Action plans

» Evidence of re-assessment (bring student work if ggbicable)
Protocol: Together, your teams have 45 minutes to share pig, results, and student
work (if applicable). Each team member has approxnately 15 minutes.
Guiding Questions for Presenters (5 minutes each)

« What skill did you re-teach? Be as specific as pabte about the skill.

* Who were you targeting in re-teaching? Whole classPutoring?

*  When did you re-teach it?

« What percentage of students understand the skill n@ (based on re-

assessment) compared to before re-teaching

* How did you re-assess? Show student evidence of neag/non-mastery.
Clarifying Questions (3 minutes)
Guiding Questions for Discussion (5 minutes)

« To what extent did it address the core concept?

» To what extent did it break it into clear discretesteps?

« To what extent did it provide adequate opportunityfor student practice?

« Was the reassessment at the same level of rigorthe IA questions?

« If the intervention did work for all students, what specific actions yielded the

best results?
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Appendix M

Instructional Coach Weekly Log

DATE
TIME MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY
7:00 - 8:00 Arrival/Planning Arrival/Planning Arrival/Planning Arrival/Planning Arrival/Planning
Check & respond to emails | Check & respond to emails Check & respond to Check & respond to Check & respond to
emails emails emails
8:00 - 9:00 Observations Observations Principal and Coach Observations Observations
Meeting
9:03-10:05 Observations Observations Coach Planning Time: Observations Observations
Prepare for PD
10:08-11:10 | Meet with SS Department Weekly Meeting with Coach Planning Time: Weekly Meeting with | Coach's Planning Time:
to create common Teacher Band E Prepare for PD Teacher A Write up observations
assessments
11:10-12:13 | ELA Common Assessment ELA Early Dismissal for Weekly Meeting with Weekly Meeting with
Data Meeting Meeting/collaborative Students Teacher D and F Teacher C
planning focus on
Standards and Objective- | (Assist with Dismissal)
based lesson
12:49-1:52 Coach Planning for PD: Lesson planning meeting Facilitate PD Complete walk through Coach Planning:
Werite up information on with Teacher F with ELA teacher Review data
Standards and Objective-
based lessons
1:55-3:00 Observations Observations Facilitate PD Observations Observations
3:05-4:15 Lesson planning meeting Acad/SST meeting Facilitate PD Coach Planning: Write | Coach Planning: Plan
with Teacher B up observations for next week
After Leadership Team Meeting | Meeting with SS and ELA Academy Dean and Debrief Observation
School departments together Coaches meeting with Teacher B

K3
<

Wednesday s are Early Dismissal days for Professional Development
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Appendix N

Item Analysis Template

WHAT HOW WHO
Priority Question # Correct Wrong Solve Problem and Analyze Distracters - What | Students - What students or
Standards Answer and | Answers and | Identify Sub Skills - What | common incorrect answers | groups of students missed the
# of # of Students | did students need to know did students pick? What question? Why might students
Students or do to get the answers were the misconceptions? have chosen that wrong
right? Why? answer? (note names)
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Appendix O

Corrective Instruction Action Plan Sample

FOCUS STANDARD /SKILL ANALYSIS OF WHY STUDENTS DID NOT LEARN IT

What is the standard/skill I need to teach in a different way? What is the Why did students not learn the intended skill or concept?

exact sub-skill I need to teach? e Students have had limited exposure to informational texts this
8.R.CC.R.1-Identify key ideas and details, cite evidence, make school year

inferences and, identify information stated explicitly. ¢ Students had difficulty interpreting the text due to its structure

DATA-INFORMED NEW INSTRUCTIONAL APPROACH

How will I teach this skill/standard in a different way? How will the concept of the item(s) students misconceived be addressed? How will I break the
concept down into clear and concrete steps? How will | ensure that there is adequate opportunity for practice provided to the students? How will I
ensure that the level of instruction matches the level of rigor of the interim assessment?

e The teaching team will use the PREP text previewing protocol to ensure students analyze the author’s purpose and how the author uses print
features and structure to support that purpose. The steps to the Preview stage are to analyze the title, note any text features, identify the
genre and the author’s purpose.

o The teacher will model each step of the previewing strategy using a think aloud and using a gradual release model to support students as they
acquire a new method of approaching text.

o The team has agreed to use texts that have a Lexile level of 1100 which corresponds to grade level expectations for the Common Core, and
will use question stems from Test Wiz and DC-CAS release items to ensure the rigor is comparable to that of standard assessments

STUDENT GROUPINGS

Whole Group: Does the entire group of students have the same misconception? Do they also have the same reason for the misconception and/or do
not need a deeper level of support (small group or individual)? What will the whole-group instruction include?
Small Group: Which students need a deeper level of support than whole-group? What will the small-group instruction include?
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Individual: Which students need an individual level of support to reach proficiency? What specific strategies will you use?

The majority of students misinterpreted the two questions that we chose for our item analysis. One questions had 25% of students choosing the
correct answer while the other had 31%. The wrong answers that were chosen were evenly spread throughout the other answer choices, which
made it a challenge to determine what contributed to their confusion. With an average of 70% of the students requiring additional instruction in with
citing evidence from informational text, the team will present these lessons to the whole class and then be able to make more targeted interventions
for those scholars after collecting some additional data from the mini-quizzes.

Informational text accounts for a large portions (roughly 30% ) on the DC-CAS blueprint focusing on using complex texts and providing rigorous
assignments for students but the texts have not be balanced by type, so all students will benefit from explicit instruction in how to approach texts
with different purposes and structures and how to navigate the text to respond to inferential questions and citing evidence that is both literally

stated and implied.

ASSESSMENT

ACCOUNTABILITY

How will the skill /standard be reassessed to check for mastery? How
will I ensure that the classroom assessment matches the level of rigor

What evidence will be collected and reported back to the team and by
when?

of the interim assessment? Next Step Owner(s) By When
Select 1 page All Team Members
Students will read a series of short texts (1 page or less) and informational texts
accompanying questions based on the question stems provided by Create a simplified Instructional
ANet and the DC-CAS blueprint which discuss the social themes student data tracker Literacy Coach
explored in their mentor text. Create common Teacher A (with
assessments using support of the
provided stems instructional
coach)
STUDENT PERSEPCTIVE PLANNED ACTION

FOCUS ON THE STANDARD/SKILL
[ understand what I still need to learn.

[ know that if I work hard and put in the effort as we have planned, |
will master the standard, skill or concept.

How will the students be engaged so that they understand what
standard/skill still need to be learned? What language will be used with the
students to explain the results of the assessment and the corrective
instruction process?
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e The team will highlight the growth of the students on the most current
assessment and will celebrate that success

o The teachers will identify the standard that they will address via the
corrective instruction

o The teachers will explain that the class has had limited work with
analyzing informational text and that this will be an ongoing
component that will be included to help the students become well
rounded readers and that they will have multiple opportunities to
show growth with this skill

ACT ON FEEDBACK

[ know what I missed on the interim assessment.

[ have a concrete, actionable plan that my teacher and I will
implement.

What are the students’ roles in this learning process? How are students
expected to incorporate feedback?

o The teachers will explain that the texts being used have been chosen
to complement the book that they are reading in class

o The teacher will model the text preview protocol and will scaffold the
steps using a gradual release model

e Students will be reading articles that discuss the social themes from
The House on Mango Street and applying the text previewing strategy

e Students will answer questions designed to mirror the questions they
missed on the interim assessment

DEMONSTRATE MASTERY

I know how I will be assessed.

I will present the data that demonstrates my effort and the
results.

What are the students’ roles in this assessment?

e Students will peer grade in class in order to get immediate feedback
on their assessment

e Students will record their progress on their mastery tracker

What are the students’ roles (if any) in presenting the evidence?

e Students already record weekly vocabulary data on a tracker, they can
be engaged in a reflection to compare their performance on the two
data points considering the effort demonstrated in class and the
scores received on their in-class assessments
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Appendix P

ELA/SS Meeting Agenda

Topic

Outcome

Department News
e  Co-Planning Meetings
» To be conducted weekly, with artifacts
» Co teachers will be given templates to follow for co teaching models.
e Teacher Deliverables
» All teachers must grade papers and provide authentic feedback to
students in a prompt manner
> Worksheets must be kept to a minimum; more hands-on work and
project-based assignments
> Create academic-rich environments (teacher-made process charts, up-
to-date student work, exemplars, certificates)

e Students will not rotate for electives, but will remain in their
intervention classes

e The Lexia teachers will be monitored by the ELA coach. The 8th grade
ELA teacher will be informed of progress by Mr. Graham, and the 7th
grade ELA teacher will be informed of progress by Mr. Samuels.

e The ELA coach will meet with co teachers about Lexia to retrain and
emphasize the importance of using Lexia data and lesson during
pullouts.

Lesson plans:
Turn in weekly, sub use, Co teacher use, want to know how you will teach something

ANet
Corrective teaching assessment data due Thursday January 10th 2013
Please email corrective teaching lesson by Wednesday January 9th 2013
Please bring a copy of the corrective teaching assessment to January 10th meeting

e Remind all ELA and SS teachers that we our curriculum is based on Common
Core State Standards and we are aligned with the Achievement Network Series
e Pacing guide due January 24th

WORK SMARTER!
Sewell
100+ student proficient in ELA....This year we will make history!

Send out:
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15 mimns

Goals:
=To gnalyze student
performance dats

=T plan & to 3 specific
actions bo take with
students

Materials:

sStudent Performance

data regort

»Assessment booklets .-
»ANet Standards Guide s
siCurricular materlaks

sLesson plans

&} mins

Appendix Q

ANet Data Meeting Protocol

Data Meeting Protocol (3 hours)

Agenda

1. Welcome and Overview of interim Process and Analysks
{whate group)

a. Role of team

b, Owverview of Data Analysis Process

. Reflisct on mesults school-wide- how did students do?

» Ehare context for performance bosed on previouws years
and ether schools {e.g. the averape W correct Sor 3
gradic ELA wwan xx7)

= Howr does thia differ from the infernal assessmens we
ghved

= e does this comgrane to the DC CAST

d. Set the purpose for the data mecting with expected
outoomes

e. State the importance of Adelity to the ANet model in
goneral

1. Model one multiple choice standard

o. Model analyss

b. Zoam in on student level analysia

c. Which students got X but not Z—why?
d. Check for understanding

c. Restate simplificd steps

3. Data analysis [small groups)

a. Tearrs will work to Ehcrincnmplchc sAIME pPrivcess
modeled above for their own classrooms

b. Tackle 2-3 standards that will lead 1o 2 to J actions with
student s

» DHscuss ideas for how standarda will be .'aughr I,L'm.-'p
your Teflections from eadier in mind |

= Be sure towork in teams for the analysis to ensare that
evervomne comes sway with key takeaways
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15 mins

& minn
b

15 oins

After
miceHng

4. Model action plan

a. Model how data takeaways lead to action plan

+ Review slrong oction plan ¢xample and overage
examphe

a. Check for understanding

b. Restate what makes the sample action plan strong
cifectve

5. Actbon planning [srmall groups)

2. Write down what needs re-teaching based on
analysis of multiple choioe and open response itemis

b, Discuss ideas for how standards will be taught

+ Do =ure to work in teams for the znalysis ond
plarning so that oll tram members leave with
concretr and feasible action plans

c. Create action plan (s) and determing how o weave
into datly lesson plans

= T ready {0 report on wine, what, when where, how
to whale growp

B, Mext StepsClosing

a, Hlave 1-2 groups share what they saw and note the
next steps that they plan to take

b Set struckuned time for follow up

«  ReAection meeting on X308 dabe— bring leswon plans
{whisle chags], intervention and tutoring plans {small
Froupl, andd evidence from re-ossesnmmend

7. Individiual analysis and planning [follow-up steps for
teachers)

a. Incorperabe re-teach plans into lesson plans

b Inelude plans for celebrating successes with students

o Wite reassessment using standards and resouroe
E1.|.'i|:|':|:-. SAS, and additiomal resournoes
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Appendix S

Data Charts

Figure S1.Achievement Network Data Spreadsheet for GradedlifriLanguage Arts Interim #4 Assessment

Grade 7

I=m Amalysis by Standard, Interim &

Kurnber of Students Choosing
Each Answer Choite

Darnain Standard Question | Totad % Correct  CorrectAesponse A B C | D | Omitted
- What Did ®ing Midas Look Like? [Informational-Scentific] 5%

Cralt B Structure RL.7.5 Aralyze avthor's decisions regarding strutture of diverse literature 1 A0 B 17 |25 16 4 a
| Key ldeas & Details 7.A.CCR.2 Determine central ideas; sumemarize detaits 2 53% D Faa Fa Fa2 [33*F o

Ky ldeas B Detalls TROCA ] Detarming expl mearings, maks inferences. cite ekt avidence 3 B5% D Fe Fio s |ao*ff o

Cralt & Structure RI.7.5 Aralyre authos's decisiors regarcing structure of diverse literature £ 500 C Fa Fio [31* 1z F @

Vacabulary Aequisition & Use L7.5 Understand figurative larguage, word relationships, B waed auances 5 5% D F7 Fuo fio [3s*F o
| Ky Ideas & Details 7.RCCA. 1 Detarrrine explhcit mearing, make infererces, cite text evidence & 24% C Fiz F2a |[15*Fua F o
Ei-b.-l.' Ideas & Details 7.AUCCA 1 Determing explcit frearings, make inferences, cite text evidence 7 3% A 24*F11 F1a Fie o
| Cralt & Structure RI.7.5 Analyze avthors decizions regarsing structure of diverse iterature 8 3Tk T Fii Fa |24* 23 F a
| Cralt & Structure AL7.E Delermine author's purpose with textual evidence & aralyze avtonomy a 35% B Fao |22« F1s F5s F @
| Fa [Literatire-Toetry] AE%
| Craft & Structure AL.7.4 Determine meaning of words 10 SE% L] a5=.19 5 2 1
[Key Ideas & Details 7.A.CCR.2 Determine central ideas; summarice details 11 58% D Fiz F7 7 |3s° o

Craft & Structure 7.ALCCA.6 Deterrmine effects of point of view an content 12 A8 [= Fis Fs |[25*Fis F 1

Cralt B Structure AL 7.5 Analyse the structure of diverss literature & iU's elfect on meaning 13 31% C Fii 11 |1is*Faa F o

j Anne of Green Gables [Literature-Dramal A%

By ldeas B Details 7.A.CCA.3 Analyre reasening lor intera<tions 14 4535 LB 11 15 |28* [ &8 a
| Ky ldeas B Details R 7.3 Arrabyre tent ahament intersctions 15 3% [o Fa 2z J12F17 F ©
| vocabubary Acguisition & Use L7.5 Undersiand figurative larguage, word refatiorships, B word nuances 16 23% B Fiz (1a=Fa Faa F «a
| Ky ldeas & Details TRAOCAL Detarming exp mEARings, make irferepces, cite text evidence 17 44% C Fa Fig |27F3 [ o
| ey 1deas B Details 7.R.CCA 1 Detarrmine explict mearings, make infererces, cite taxt evidence 1E 6% B Fa [sa~fFa Fa F o
[ My Ideas & Details 7.ACCR.1 Deterrrine expicil mearings, make inferences, cite Lext evidence 19 53% ) ag= e s Fasll o
| Kiy Ideas & Details AL 7.2 Determming thems from text cetails 20 293 B Fi6 |18= 15 13 F @

Cralt & Structure AL 7.6 Analyas development of diverse perspectives 21 31% A 19*F17 Fs Fie F o

Key Ideas B Details 7.ACCR 2 Deterrrine contral ideas; surmmarize details 22 553 5 Fa Fio |s¢*Fuo F o

thing linfermational-HBtariai] 1%

Cralt B Structure RL.7.4 Determing reaning of words 24 65% [ 12 7 (40" 3 a
| Ky Ideas B Detalls AL.7.1 Cibe several pleces of textusl eviderce wher analyeing & inferencing 25 6% B Fe [3e*Fa8 Fuo fFf o
| Wiy Ideas B Details .73 Aralyze Lext elerment inleractiors 26 31% D Fio F2a fa (19 F @
. Hey |deas & Details fL.7.1 Cite several pieces of teatual evidence when analyzing & inferencing 27 44% D F7 Fiz Fis |27 F o
| Kiey Iddeas & Details .73 Aralyze tat elesrent Interactions 28 500 A 33*F6 Faa Fo F 1
| Ky ldeas B Detaiks 7.ACCA 1 Determing explicit trearings, make infererces, cite text evidence 28 5% D Fiz Fe Fa |a*fF o
| Craft & Structure AL 7.6 Determire authars purpase with tewtusl pvidencs & sralyie avtanamy 30 HE o p*fFfs Fis 7z F 1
| My Ideas B Details 7.8.CCAL2 Determing central ideas; summarize details 31 A ] Fa Fez F7 |25°F ©
| Craf B Structure AL.7.E Daterming suthor's purpose with textual evidence & analyze avtonamy k] 565 c fi6 fo |3s* 1 |f o
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Figure S2. Standard-level Data Chgxreated by the instructional literacy coach)

Average Score
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50%
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0%

Grade 7 ELA Interim #4
Standard-Level Data

65%
53%
49%
41% 43% 40%
L7.5

RL7.1 RL.7.3 RL.7.4 RL.7.5 7.R.CCR.1
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Figure S3.SY 20122013 Interim DatiChart (created by the instructional literacy coach)

% of Students Proficient

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

SY2012-2013 ANet Reading Interim Data

% of Students Proficient
(Proficiency set at 50%)

Grade 6

Grade 7 Grade 8 Overall

HA1

44%

29% 33% 35%

HA2

29%

46% 43% 39%

“~ A3

50%

46% 60% 52%

EA4

54%

53% 61% 56%

= Avg.

44%

44% 49% 46%
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Figure S4 State Assessment Comparison CChart of SY 2011-2012 and SY 2012-20tBéted by thinstructional literacy

coach)

English/Language Arts (ELA)

State Assessment Results

100%
920%
e
C  80%
2
o
T 70%
o
a  60%
o
QcJ o 40%
-g 20% 38% 37%
5 32%
— 30%
o
BQ 20%
10%
0%
Grade 6 Grade 7 Grade 8 Overall
HSsy11-12 25% 32% 29% 29%
K SY12-13 32% 40% 38% 37%
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Appendix T

Permission to Use Conceptual Framework
Natalie Arthurs

9712 Lake Pointe Court, Unit #302
Upper Marlboro, MD 20774
May 15, 2014

Julie Marsh, Ph.D.

Associate Professor of Education
Fossier School of Education
University of Southern California

Dear Julie:

I request permission to reprint the following matenal from your publication:

Marsh, J., McCombs, 1.5, & Martorell, F. (2010). How instructional coaches support
data-driven decision making: Policy implementation and effects in Florida middle
schools. Educational Policy, 24{6), 872-907. In particular, "Figure 1: The Conceptual
Framework," on pg. 879, will be reprinted in my dissertation.

For my study, | modified the aforementioned conceptual framework, and I would like to
include the conceptual framework in order to discuss those modifications,

| have attached a copy of the conceptual framework for your convenience.

This material will be reprinted in my dissertation, entitled The fnstructional Literacy
Coach's Role in the Data-Driven Decision Making FProcess, which | anticipate will be
published (May 2014},

Sincersly,

Matalie Arthurs
Department of Teaching and Leaming, Leadership and Policy

Permission to repnint the above-referenced matenial granted by:

Name/Title: —T¥tte bdtsil, fﬁw Fie—"yﬁjm 1o A

Conditions:

Signmuez‘-%ﬁu /'{ML
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1 The Achievement Network is a non-profit organizatcmmmitted to helping all
students achievement academic excellence by praygthools with effective data-
driven strategies to identify and close gaps ideiid learning and embed those strategies
into schools’ everyday routines. In the 2011-26@&Rool year, ANet has grown to work
with 252 schools, over 68,000 students, and 2,886hers in eight geographic Networks.
Z2 The Emerging Leaders program focuses on four kaydiship areas: adult leadership,
instructional leadership, culture leadership, aespnal leadership. Adult leadership is
motivating a team to believe in college successlicstudents and the team’s ability to
realize this goal, building trusting relationshipad giving constructive feedback and
leading effective meetings. Instructional leadgrsbcuses on setting the expectation
that college success is the target, guiding teanosigh full data analysis cycles as well
as observing and coaching teachers to improveuctstn. Culture leadership is building
a learning orientation among team members and stsifi@cused on hard work and
personal responsibility for one’s own developmepérsonal leadership involves
receiving feedback and self-reflecting to continslgumprove.

3 In Qualitative Research for Education: An introduction to theories and methods

(5" ed.), Robert Bogdan and Sari Biklen (2007) disthesontroversy with the
widespread use of the word “triangulation” in gtatlive research studies. Bogdan and
Biklen argue, “Unfortunately the word is used itls@n imprecise way that it has
become difficult to understand what is meant by When triangulation made its way
into qualitative research it carried its old megninverification of the facts — but picked
up another. It came to mean that many sourceatafwlere better in a study than a
single source because multiple sources lead thea finderstanding of the phenomena
you were studying.” The authors advise againstguie word. They declare that if you
use different data-collecting techniques — intexing), observation, and official
documents — just simply state that. In this disgiem, | chose to use the word
triangulation anyway to mean the use of multiplerses (interviews, observations, and
documents) to lead to fuller data.

4The Common Core State Standards are a set of higltygacademic standards in
mathematics and English language arts/literacy (ELPhese learning goals outline what
a student should know and be able to do at theoEadch grade. These standards were
created to ensure that all students graduate fighmdthool with the skills and
knowledge necessary to succeed in college, caapéiife, regardless of where they live.
As of May 2014, forty-four states, the District@blumbia, four territories, and the
Department of Defense Education Activity (DoDEAyBavoluntarily adopted and are
moving forward with Common Core (retrieved from
http://www.corestandards.org/standards-in-yourestat May 14, 2014).

5 The New Teacher Project’s (TNTP) Instructional Grdtinsight, a diagnostic tool,
distills teacher feedback into a clear roadmapstr@ger school culture. More than 300
schools are using Insight to build a workplace whenchers thrive — and students excel.
Since 2009, TNTP has worked with high-performinigosads nationwide to understand
how the best principals manage their teacherst@hdlp other schools achieve the
same. Built on survey data from more than 11,086Hers, Instructional Culture Insight
breaks down complex school culture into discretgspgiving school and district leaders
the clarity they need to build the workplace tlegichers deserve. Many elements
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contribute to a successful school culture, butehmatter most: a common vision of great
teaching, clear expectations for effective insinugtand a commitment to developing
teachers. The Index, a score based on thosedlaeents, reliably compares schools of
all types: district or charter, preschool or high®ol. Administrators can gauge
instructional culture across the district; prindgpean track improvements in their school.
The results are real: schools with strong instamal cultures (and high Index scores)
retain more top teachers and help students leara (netrieved from
http://tntp.org/what-we-do/policies/in-action/inkigon May 1, 2014).

6 Response to Intervention (Rtl) is a framework thaiports the practice of providing
high-quality instruction and targeted interventidingt match students’ needs. Using a
multi-tiered model to deliver increasingly interesducational services, the Rtl framework
promotes systematic, data-driven processes forrdetimg if implemented strategies are
working for each student. Response to Intervenhtegrates assessment and
intervention within a multilevel prevention system to maximize student achmed

and reduce behavior problems. (retrieved figtp://www.rtidsuccess.orgn April 20,
2014).

7 The four territories that have adopted the CCSSzaimm, American Samoa, US Virgin
Islands, and Northern Mariana Islands. The follaystates have not adopted the CCSS:
Virginia, Indiana, Nebraska, Texas, Alaska, andridugico. Minnesota has only
adopted the ELA standards (retrieved frotip://www.corestandards.org/standards-in-
your-statebn May 14, 2014).

8 No Child Left Behind requires states to measuretmihte yearly progress” (AYP) for
schools receiving Title | funds with the goal afstidents reaching the proficient level
on reading/language arts and mathematics testseb®13-2014 school year. The
consequences for Schools “In Need of Improveméretrieved from
http://www.greatschools.org/definitions/nclb/ncitmitétransferzon May 16, 2014).
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