
 
 

 

 

 

 

Using Professional Learning Communities to Effectively Implement Response to 

Intervention 

 

 

by 

 

Nancy Parker 

 

A Dissertation 

 

In 

 

Educational Leadership 

 

Submitted to the Graduate Faculty 

of Texas Tech University in 

Partial Fulfillment of 

the Requirements for 

the Degree of 

 

 

DOCTOR OF EDUCATION 

 

Approved 

 

 

Irma Almager, Ph.D. 

Chair of Committee 

 

 

Fernando Valle, Ed.D. 

 

Shelly Bratcher, Ph.D. 

 

 

Mark Sheridan, Ph.D. 

Dean of the Graduate School 

 

 

August 2019 



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Copyright 2019, Nancy Parker 



Texas Tech University, Nancy Parker, August 2019 

 

ii 

 

ACKNOWLEDGMENTS 

In memory of my father, Carlos Ruiz and my mother, Maria Ruiz who have been 

with me in spirit and inspired me through this process of writing a dissertation. I thank them 

for their unconditional love, sacrifices, devotion to family and unfailing faith. I am so glad 

you taught us to set goals, be determined and have the resolve in life to better ourselves.  

We very rarely succeed without the help of others and I am no exception. Over the 

past three years I have received support and encouragement from a great number of 

individuals. I would first like to thank my husband, Gus who has supported my decisions for 

many years and has always pushed me to succeed. I appreciate the extra things you had to 

pick up or had to do alone because I was busy working on the computer. You always made 

time to hear my ideas and also hear my frustrations as I pursued this journey. You are truly 

my best friend.  

My sons, Ryan and Zachary who inspire me every day to be the best I can be and had 

to endure an absent mother many times. I have enjoyed the journey of all of us three at Texas 

Tech at the same time. I appreciate the extra help and support you have given your dad as I 

wrote for many hours and wasn’t always present in family events. Your help and 

encouragement really made a difference and I am so proud of the men you both have become 

these last few years. To my family, thank you for your unconditional love and support. 

Your words of encouragement helped me accomplish this goal. Your understanding when 

I missed outings and gatherings did not go unnoticed. 

Dr. Irma Almager not only served as the chair of my dissertation committee, but also 

mentored me throughout the way. I am so grateful for the time you took out of your busy 

schedule to teach, guide and support me. To my wonderful Ramirez office family who 



Texas Tech University, Nancy Parker, August 2019 

 

iii 

 

consistently encouraged through the three years of school, work and taking care of my 

mother. You are truly my friends. I would also like to thank the teachers who took part in this 

study, gave their time and were open-minded in trying something different. They provided 

great insight on how to improve teacher practice but also improve student achievement.  

I would have never started this journey without Dr. Kelly Trlica recruiting me to start 

the doctoral program. To my wonderful cohort of colleagues that started this doctoral journey 

with me. I could not have done this without your help and support. To my exceptional and 

knowledgeable editor, Patti Dale who helped me through this journey and was wonderful to 

work with. It was only the Grace of God who gave me the perseverance and tenacity to 

finish.  

 

  



Texas Tech University, Nancy Parker, August 2019 

 

iv 

 

TABLE OF CONTENTS 

 

ACKNOWLEDGMENTS .................................................................................................. ii 

ABSTRACT .........................................................................................................................x 

CONTEXTUAL BIOGRAPHY ...................................................................................... xiii 

LIST OF TABLES .............................................................................................................xx 

LIST OF FIGURES ......................................................................................................... xxi 

I. INTRODUCTION ............................................................................................................1 

Organizational Context of the Insider Research Study ............................................3 

Background of the Problem of Professional Practice ..............................................5 

Needs Assessment ..............................................................................................6 

Pilot Data Streams 2016–17...............................................................................7 

Low Inference Data..........................................................................................13 

Targeted Data Streams of 2017–18 ..................................................................16 

Low Inference Problem of Practice .................................................................21 

Statement of the Problem of Professional Practice ................................................23 

Purpose of the Study ..............................................................................................24 

Design Parameters of the Study .............................................................................25 

Significance of the Study .......................................................................................25 

Personal and Academic Reasons ......................................................................25 

Professional Teacher Growth ...........................................................................26 

National Implications .......................................................................................27 

Professional Development .....................................................................................28 



Texas Tech University, Nancy Parker, August 2019 

 

v 

 

PLCs Pyramid Response to Intervention and Response to Intervention ...............29 

Collaboration and Accountability within Professional Learning 

Communities ..........................................................................................................31 

Conceptual Definitions of Study Variables and Dimensions ................................33 

Research Questions ................................................................................................38 

Personal Assumptions ............................................................................................38 

Delimitations ..........................................................................................................38 

Limitations .............................................................................................................39 

Chapter Summary ..................................................................................................39 

II.  LITERATURE REVIEW .............................................................................................41 

Historical Perspective of Achievement Gap ..........................................................41 

Response to Intervention........................................................................................46 

Collaboration..........................................................................................................50 

Professional Learning Communities (PLCs) .........................................................52 

Collective Accountability in Professional Learning Communities ........................57 

Professional Development .....................................................................................58 

Teacher Feedback as Part of Professional Development .................................60 

Incorporating Peer Coaching in Professional Development Conclusion .........61 

Texas Teacher Evaluation and Support System .....................................................63 

Measure of Academic Progress (MAP) Assessments ............................................66 

STARR Interim Testing..........................................................................................68 

Systems ..................................................................................................................69 

Conclusion .............................................................................................................70 



Texas Tech University, Nancy Parker, August 2019 

 

vi 

 

III. METHODS AND PROCEDURES..............................................................................71 

Needs Assessment ..................................................................................................73 

Study Design ..........................................................................................................76 

Methods..................................................................................................................77 

Participants and Selection ................................................................................78  

Instrumentation ................................................................................................80 

Data Analysis ...................................................................................................81 

Procedures ..............................................................................................................84 

Professional Learning Program Intervention Design: Work Plan and 

Timeline ...........................................................................................................88 

Phase I: Program Intervention Design Model and Development ....................89 

Role of the Researcher .....................................................................................90 

Organization Framework .................................................................................91 

Phase II: Professional Learning Program Pilot Implementation......................95 

Phase III: Evaluation and Impact Analysis ......................................................96 

Dissemination ........................................................................................................97 

Limitations .............................................................................................................98 

IV. FINDINGS AND ANALYSIS ....................................................................................100 

Research Questions ..............................................................................................100 

Data Collection and Analysis ...............................................................................101 

Participants and Selection ....................................................................................102 

Participant 1 ...................................................................................................103 

Participant 2 ...................................................................................................104 



Texas Tech University, Nancy Parker, August 2019 

 

vii 

 

Participant 3 ...................................................................................................104 

Participant 4 ...................................................................................................105 

Participant 5 ...................................................................................................105 

Participant 6 ...................................................................................................106 

Data Systems ........................................................................................................106 

MAP Scores ...................................................................................................106 

Findings for MAP ..........................................................................................107 

STAAR Interim Testing .......................................................................................109 

STAAR Fourth Interim Findings ................................................................... 110 

STAAR Fourth Spanish Interim Findings ...................................................... 110 

STAAR Fifth Interim Findings ...................................................................... 111 

Common Formative Assessments ........................................................................ 111 

Common Formative Assessment Findings..................................................... 112 

Teacher Surveys ................................................................................................... 113 

Teacher Survey Findings ................................................................................ 114 

Teacher Interviews ............................................................................................... 115 

Teacher Interview Findings ............................................................................ 116 

Teacher Observations ........................................................................................... 117 

Teacher Observation Findings ....................................................................... 118 

Questions and Themes ......................................................................................... 119 

Research Question 1 ......................................................................................120 

Collaboration........................................................................................................121 



Texas Tech University, Nancy Parker, August 2019 

 

viii 

 

Research Question 2 ......................................................................................125 

Reflection .............................................................................................................126 

Reflection during PLCs..................................................................................128 

Research Question 3 ......................................................................................130 

Focus ....................................................................................................................131 

Impact and Data Conclusion ................................................................................138 

V. CONCLUSIONS, DISCUSSIONS, AND IMPLICATIONS ......................................140 

Introduction ..........................................................................................................140 

Overview of the Study .........................................................................................140 

Phase One.......................................................................................................141 

Phase Two ......................................................................................................141 

Phase Three ....................................................................................................143 

Major Findings and Conclusions .........................................................................144 

Research Question 1 ......................................................................................144 

Finding One ...................................................................................................145 

Summary of Findings for Research Question 1 .............................................147 

Research Question 2 ......................................................................................148 

Finding One ...................................................................................................149 

Finding Two ...................................................................................................150 

Summary of Findings for Research Question 2 .............................................151 

Research Question 3 ......................................................................................152 

Finding One ...................................................................................................153 



Texas Tech University, Nancy Parker, August 2019 

 

ix 

 

Conclusions of Research Questions .....................................................................157 

Discussion ............................................................................................................158 

District Level Considerations ........................................................................158 

Campus Level Considerations/Leaders Responsibility for PLCs ..................160 

Leaders Responsible for Teacher Learning ..........................................................162 

Leaders Responsibility for Self-learning .............................................................162 

Reflections as a Researcher .................................................................................163 

Implications and Direction for Further Research.................................................165 

Chapter Summary ................................................................................................169 

REFERENCES ................................................................................................................171 

APPENDICES 

A. Recruiting Email .........................................................................................................179 

B. Adult Consent Form ....................................................................................................181 

C. Oral Script for Survey .................................................................................................183 

D. Teacher Survey ...........................................................................................................184 

E. MAP Scores Beginning of the Year ............................................................................187 

F. MAP Scores Middle of the Year .................................................................................189 

G. English Fourth Interim Reading Assessments ............................................................191 

H. Spanish Fourth Interim Reading Assessments ............................................................192 

I. Fifth Interim Reading Assessments ..............................................................................193 

J. Second Common Formative Reading Assessments for Second Six Weeks ................194 

K. Second Common Formative Reading Assessments for Third Six Weeks ..................195 



Texas Tech University, Nancy Parker, August 2019 

 

x 

 

L. Overview of Six Participants .......................................................................................196 

M. Teacher Survey ...........................................................................................................197 

N.  Teacher Survey Questions for Teacher Interview ......................................................198  



Texas Tech University, Nancy Parker, August 2019 

 

xi 

 

ABSTRACT 

Despite numerous national and state reforms among minorities and 

socioeconomically disadvantaged students, the achievement gap has not been closed. In 

fact, the achievement gap continues to grow and is evident in a range of educational 

indicators. Increased accountability for districts, more choices for parents, and greater 

flexibility for districts, also has not helped. Given the complexity of the problem, school 

reforms alone will not close the gap; therefore, innovative and adaptive strategies must be 

implemented by schools to reach all students. The purpose of the mixed method study 

was to design, develop, and implement a targeted professional learning program for a 

campus leader and staff members to improve student achievement in reading. Then it was 

to provide additional training on Professional Learning Communities framework and 

systems. Finally, the study was designed to allow time for teachers to collaborate with 

each other and apply the peer coaching and feedback professional development training 

to improve teacher practices and instruction. The qualitative research study was 

completed by using a design-based approach through an insider action research model. 

The organizational framework consisted of the campus administrator and six teachers 

called the Instructional Design Team (IDT). The key player was the campus principal in 

leading the IDT through the intervention process. The researcher collected both 

quantitative (impact) and qualitative (process) data throughout the study. Overall, the 

impact and process data findings strongly suggest that the phases, content, and method of 

professional learning series resulted in growth for the IDT team. The data collected 

solidifies the importance of creating a PLC environment that establishes teaching 
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practices, policies, and systems that will be implemented with students daily. Through the 

process the researcher found that collaboration in their PLCs not only improved for the 

participants but it became a crucial part of their planning and instruction. The study also 

found that peer coaching and feedback had a direct impact on improving teacher 

instruction of planning, strategies, and content. Lastly, the school-based professional 

learning series also played a role in creating a positive impact on teaching practices 

which then had an impact on reading achievement. The researcher recommends that 

schools and districts examine professional development plans to ensure that PLCs are 

used through their trainings. The professional development should also provide follow up 

activities, reflection activities, discussion questions through technology and promote the 

use of social media and blogs as mediums for conversations with each other. In addition, 

principals should be intentional in making time to review and refine the PLC framework, 

monitor teacher PLC collaboration times, analyze current reading teaching strategies and 

instruction, and schedule time for consistent peer coaching and feedback.  
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CONTEXTUAL BIOGRAPHY 

 “Tu eres muy especial porque hablas dos idiomas” is what I was always told 

growing up, not only by my family but also by many teachers at my elementary school. 

Mr. Cates, my sixth grade teacher, made me feel especially valued by telling me that I 

had a gift for speaking two languages, and the ability to translate from English to Spanish 

was not something that not everyone could do and that one day this gift would help me 

become successful. Since speaking in both languages was something I did all the time, I 

didn’t think much of it. I always did well in elementary school and it came easy for me. 

The school made “barrio” parents always feel welcomed by having great school 

activities.  

My school experience however, changed drastically when I went to my 

neighborhood middle school. Teachers there were not welcoming or even nice, and due 

to the negative experience I had, I became disinterested in school and learning by the end 

of my eight grade year. This increased when a desegregation policy mandated the school 

district to desegregate students by sending north and east side students to middle schools 

across town. Students from the south side of town were also sent to the north side of town 

to attend school another junior high school. The policy was meant to mix students from 

diverse races and socioeconomic status. I ended up at a new junior high my ninth grade 

year where I quickly learned that I was different and poor. No one had to say anything at 

the new school, but “we” were different, which was obvious by our clothes, race and 

Spanish language. No one cared to get to know us, and instead of concentrating on my 

studies, I decided to lie about my age and took a part-time job at McDonald’s at the age 
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of 14. I was fortunate overall learning came easy for me but for many of my barrio 

friends they were discouraged, couldn’t keep up with the pace of work and eventually 

dropped out of school. This experience stayed with me and would later affect my 

decision to become an educator and try to make a difference in the life of students like 

“me.”    

During my last semester at the university and prior to graduating, the local district 

offered me a job as a bilingual teacher. I enjoyed my seven years at the elementary school 

and my principal, quickly gave me leadership roles at the campus. I was promoted to a 

position at central office in the Bilingual Department as an instructional coach. I 

absolutely loved my job because I worked and trained bilingual and ESL teachers 

throughout the district. I was able to observe the power of well-trained teachers and the 

impact it had on student achievement. After five years at central office, I was finally 

ready to enter into the administration field and became an Asst. Principal at a nearby 

wealthy district. Even though I loved my job there, I was able to observe large 

achievement gaps between students who were white and those who were of color and 

poor. Even though I enjoyed my experience, it was obvious that our minority students 

were treated differently by the teachers, students and parents. Our bilingual students were 

especially at a disadvantage because of the marginal service provided by the ESL 

program. I took many of those students under my wing and personally tutored them, ate 

lunch with them, and built a relationship with their parents during the three years I was 

there.  

I had an opportunity to move back to the district I taught and work at a middle 
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school, which was a low performing campus. It was a shock to hear so many different 

teachers speak so negatively about their students. Apparently, the school’s student 

population had been changing for a few years, for most of the students were now African 

American and Hispanic, whereas before they were predominantly Anglo. Most teachers 

had been teaching there for over 25 years and would make comments such as, “They 

don’t want to learn,” “I taught it but they choose not to learn it,” and “Their parents don’t 

care so why do we have to care?”  Discipline and DAEP placements were extremely high 

and most teachers refused students in their classroom. The culture was toxic and without 

making a change in this area, I knew that we would never move forward. We quickly 

began to incorporate the Professional Learning Communities framework and put data, 

instruction, and best practice frameworks in place. We did extensive training on how to 

teach and work with minority or low SES students, but more importantly, we studied and 

visited successful schools that were just like the low performing school. It was one of the 

most difficult tasks I had ever taken on; however, with the support of our central office, 

supervisors, and my principal, this task was accomplished. By the third year of our 

administration, the school was no longer a low performing campus and at least 50% of 

the staff had left but had been replaced with new, open-minded teachers who had the 

heart, motivation and determination to make our students successful. Since the principal 

and I shared the same philosophy, we did not allow teachers to mistreat our students or 

make excuses for our students’ low performance. By my fourth year at the campus, only 

five teachers remained from the existing staff, students were doing well on STAAR (the 

state test) and several enrichment and mentor programs were put in place for our 
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students. The experience of four years in this setting taught me that administration makes 

all the difference in the direction that a school will take, and that students can be 

successful regardless of their color, race or socio-economic status.  

By the end of my fourth year at the middle school, I was ready to take on my own 

campus and applied as a principal in the district. I was appointed to an elementary 

campus as principal the following year and was given a directive to make it a high 

achieving school. There were numerous problems including excuses for students not 

achieving at higher standards, little instructional knowledge and training, not using data 

to monitor student achievement, and staff members who were not accustomed to a leader 

with a vision and who held staff accountable for student achievement. I was determined 

to make this school one of the top schools in the district and quickly formed a plan with 

my new AP who had the same philosophy as mine. Due to my previous experience at the 

middle school, I was very confident in what I was going to accomplish at the elementary 

campus. In addition, my self-awareness, values, beliefs, and disposition of serving poor 

and EL students was well in place that nothing was going to interfere in my goal of 

making these students successful. It was also crucial that as the school leader I would 

ensure that teachers also remain culturally responsive to the diversity of our campus. I 

was also well aware that I would need to engage students, families and communities in 

culturally appropriate ways. Within a year, progress began to show in our state results, 

culture survey, and implementation of new academic and instructional frameworks. Due 

to the consistent and progressive change that has occurred the last nine years, I am very 

proud to say that the campus has evolved and continues to change for the better every 
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day. We are now a National Professional Learning Communities school, International 

Baccalaureate School, ESL campus that currently has 12 languages spoken by students 

all over the world, serve ELL Spanish speaking students through our Dual Language 

program, have implemented the only Spanish Immersion program for English speakers, 

and also one of the top performing campuses in the district.  

With all of these accomplishments, application of PLC framework and the 

consistent teacher staff development I was still very surprised to find that we still had an 

achievement gap  in reading between our white and minority students after doing two 

needs assessments using 2016-17 and 2017-18  school data. I discovered that being a 

PLC school did not automatically translate to enhanced student achievement for all. This 

concern led me to a study looking for ways to use our existing PLC framework and 

systems to better improve our Response to Intervention (RTI) in the area of reading. I felt 

it necessary to address the existing PLC framework because there were years of research 

that showed that when done well and consistent, PLCs help achieve high levels of student 

learning by clarifying what each staff member will do to create such a high performing 

school. They also use results aligned goals to grade their student achievement by 

monitoring their progress on a timely manner, provide systematic interventions for those 

who struggle, and extend and enrich learning for those students who have mastered the 

intended academic goals. If students of the school are going to effectively learn, then it is 

also an expectation that in this learning community, the adults in the school must also be 

continually learning and be risk takers. Therefore, structures and systems are created to 

ensure that all staff members engage in job embedded learning and instruction as part of 
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their everyday work, practices and duties. Peer coaching and feedback had been 

something we had been doing at the campus with a few teachers but after doing some 

extensive research and fitting well with the T-TESS evaluation system, I hired a 

consultant to help train the entire campus.  

In general, a coach provides consistent, ongoing support to teachers, 

administrators, and children and since I already had high performing teachers, training 

them to coach their colleagues would be a perfect way to help improve instruction 

because teachers would receive consistent and sufficient evidence-based feedback from 

their colleagues and administration to guide their practice. This would also allow teachers 

a structured time for collaboration with each other which would help them build strong 

relationships with each other as they collaboratively confront teaching issues together. I 

also selected peer coaching and feedback because it allows the teachers time to practice 

their skill but also requires them to reflect on teaching strategies, planning and content 

knowledge with the help of a colleague who understands what they do. Who better to 

coach them then teachers who are in the trenches with them. Lastly, coaching and 

feedback infused within the professional development would also align with the Texas 

Teacher Evaluation and Support System (T-TESS) that is used as the teacher evaluation 

system for the state. As a principal aligning the two would make sense since the teacher 

appraisal is designed to support teachers in their professional development and help them 

grow and improve as educators. My goal is to begin the process of closing the 

achievement gap between our students and eventually have them all on grade-level or 

above before they leave us for middle school. With my experience in middle school it’s 
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almost impossible to close the achievement gap once they enter these years so it is 

imperative that we do it now.  
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CHAPTER I 

INTRODUCTION 

“Worth and genius would thus have been sought out from every condition of life, and 

completely prepared by education for defeating the competition of wealth and birth for 

public trusts”          

                                                                                                (Jefferson, 1787)                                  

Thomas Jefferson reasoned that education was the key equalizer and focus point 

to help ensure an opportunity. In fact, Jefferson proposed the first system of education at 

the public’s expense, which he detailed in the Virginia Bill for the General Diffusion of 

Knowledge (Verstegen, 2015). The objective was that children would have equal access 

to learn, and through hard work and motivation, they could secure success. No one would 

have fewer opportunities in education simply because they were born into poverty, from a 

different race, or spoke another language. The goal in public education is that every 

student in a classroom should receive the same opportunity as any other child.  

 Despite numerous reforms such as No Child Left Behind Act (NCLB Act) and 

Every Student Succeed Act (ESSA) and some success from 1970 through 1988, among 

Black Americans, Hispanics, and socioeconomically disadvantaged students, the 

achievement gap has not been closed (Williams, 2003). In fact, the achievement gap 

continues to grow and is evident in a range of educational indicators such as grades, test 

scores, dropout rates, graduation rates, college rates, and in school districts (Williams, 

2003). According to Bracey (2002), “We in the United States don’t have a ‘public school 

system as we know it.’ We have two, one is for the poor and minority students, the other 
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is for the rest of us” (p. 14). Increased accountability for districts, more choices for 

parents, and greater flexibility for districts, also has not helped (Williams, 2003). Given 

the complexity of the problem, school reforms alone will not close the gap; therefore, 

innovative and adaptive strategies must be implemented by schools to reach all students.  

 As the nation struggles with the challenge of providing a high-quality education to 

every student, no matter one’s situation, it is clear, that several reforms have been tried to 

remedy the problem. The nation has not yet figured out how to improve education in a 

way that puts more students from every culture, population, age, and region of society on 

the trackway to high levels of learning. Creating a school culture that rejects deficit 

thinking about economically disadvantaged, racial minorities or linguistically different 

students is a start to creating pathways to high levels of learning and ultimately close 

achievement gaps between our students (Olszewski-Kubilius & Clarenback, 2014). 

Through professional learning communities (PLC), schools can develop a culture that is 

supported by the partnership of all participants, “bringing the principal and the teachers 

together to work as colleagues while seeking to continuously learn from one another” 

(Leclec, Moreau, Dumouchel, & Sallafranque-ST-Lous, 2012, p. 1). Within a PLC 

school, the relationship between teachers and other staff members is that they will 

collaborate and work together to reach students. It is built upon a “community-based” 

environment, which reduces “isolation of teachers by promoting productive interactions 

when solving classroom difficulties” (Leclerc, Moreau, Dumouchel, & Sallafranque-ST-

Lous, 2012, p. 2), thus sharing the responsibility student success. Teachers in this type of 

school environment are also knowledgeable of their pedagogical level, are committed to 
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learning through professional training, and believe student learning to be their lifework 

and priority (Eaker, DuFour, & DuFour, 2002). 

Organizational Context of the Insider Research Study 

The elementary school in the current study is one of 32 schools in a school 

district. There are 10 main middle schools and four high schools. Of the 10 middle 

schools, three feed into one middle school, and each high school has a specific feeder 

system that includes many elementary and middle schools. During the 2000–2001 school 

year, the high school in west Texas received a designation as an international 

baccalaureate (IB) diploma program high school. During the 2010–2011school year, 

several elementary and middle schools were given the opportunity to attend an IB 

administrator training with the desire to add the IB program to several elementary and 

middle schools. This opportunity was given for the district to have an IB continuum 

program in the district, Pre-K–12th grade. Only two elementary schools were considered 

for the program and both became authorized IB primary years program elementary 

schools.  

One of the two elementary schools became an IB school in 2015. The school also 

encompasses several other educational programs including the dual language program, 

English as a second language (ESL) program, students who receive special education 

services in a program designed for students who have social and emotional behaviors and 

a magnet school. In the campus of the current study there are currently 500 students and 

is identified as a Title 1 campus with a 61.2% economically disadvantaged population. It 

is a diverse campus with 68.5% of the students being Hispanic, 18.1% White, 7.3% 
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African American, 3.7% Asian, and 2.5% two or more races. The school has 12 different 

languages spoken by students: 10.2% of the students are English learners and 6.7% 

special education. Based on the most recent State of Texas Assessments of Academic 

Readiness (STAAR) results, the school is labeled as meet standard with five state 

distinctions and earned the honor of becoming a national model PLC school in 2015 by 

solution tree (Solution Tree, 2015).  

I have been the campus principal at this school for eight years and bring a total of 

27 years of educational experience and 15 years of campus level leadership experience 

that includes secondary experience and five years at the bilingual office of the central 

office. The past few years, a large amount of time and energy has been spent in 

improving student achievement. Time has also been spent in growing the students from 

year to year by mastering the grade-level TEKS so that they are prepared for the next 

grade-level. The IB program is a school wide program which is accessible to all students 

and its focus is educating the entire student through inquiry, conceptual learning, 

character building and fine arts. In addition, students are expected to take ownership of 

their learning and use skills such as social, research, thinking, communication and self-

management skills which are integrated into their units of inquiry. Teachers have had 

extensive training on inquiry, conceptual learning, and transdisciplinary planning and 

teaching. Enrichment and fine arts opportunities have also been a focus at the campus. 

Students participate during the day in enrichment clubs of their choice which include 

yoga, Latin dance, coding, running, chess, and UIL clubs for music memory, math, and 

art. All students attend Spanish and Mandarin Chinese classes weekly and have the 
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opportunity to take Suzuki violin lessons throughout the day. This campus is also the first 

to offer a Spanish Immersion program which allows students to be immersed in the 

Spanish language and become bilingual and bi-literate in both English and Spanish; it is a 

magnet school which specializes in IB and Spanish Immersion program, and students 

who do not live in the neighborhood must submit a magnet application to be accepted. 

Students who apply to the school come from all quadrants of the school district and out of 

district as well. Out of the 500 students at the school only 90 of students live in the 

neighborhood. Of those neighborhood students 99% of them are economically 

disadvantaged and Hispanic or African Americans. The neighborhood students are also 

very transient and come to this school with large academic achievement gaps. The PLC 

framework has worked well with our goal of educating students with achievement gaps. 

Several of the systems put in place are: evidence-based practices, small group instruction, 

data decision making, consistent progress monitoring, math and reading frameworks, and 

consistent intervention and enrichment during the day.  

Background of the Problem of Professional Practice 

Not all students leave elementary school on grade-level. At the same time, many 

students are unsuccessful in middle school (Texas Education Agency, 2017). This is 

primarily, but not always due to entering middle school with large learning gaps and low 

standardized scores. In order to have successful students in every grade, it is essential for 

each teacher to close learning gaps before students advance to the next grade level. The 

learning gaps have been closed by providing them with effective response to intervention 

(RTI) in their area of need. According to Hite and McGahey (2015) “RTI is ... tiered 
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prevention model in which students receive progressively intense interventions based on 

need” (p. 28). If schools can identify and create professional development that uses 

PLC’s in schools to create effective RTIs, then teachers can use the interventions to help 

close the learning gaps among their students. The interventions can also help them to be 

prepared for the following grade and eventually leave elementary school on or above 

grade level. “The use of PLCs may ease the process of change, because the emphasis on a 

professional community has been shown to relate positively to teachers’ commitment to 

students and their achievement” (DuFour, DuFour, Eaker, & Many, 2010, p. 11). This 

will eventually help secondary schools continue the cycle of student success and increase 

student graduation.  

During the last few years, the school has become a national PLC school and 

implemented the PLC framework and components. Implementing the PLC framework 

has helped to achieve high STAAR scores, state distinctions, and has helped with 

becoming an international baccalaureate school. In 2017, the school earned five out of the 

six state distinctions in reading, math, over all student performance and student growth.  

During a pilot study at the campus in the fall of 2017 a needs assessment was conducted 

which indicated that even though the school was doing well academically there were 

areas that needed improvement.  

Needs Assessment 

During the exploratory needs assessment (ENA) investigative work the initial 

high inference problem of professional practice changed as the administrator performed a 

needs assessment at the campus into a refined problem of practice after completing the 
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process. According to Mintrop (2016), designing a plan begins by a perception of a 

problem that designers have dealt with and believe needs changing and improving, and 

they usually begin the process by conducting an exploratory needs assessment. To check 

if assumptions are correct designers usually begin the process by collecting test scores, 

grades, discipline records, surveys, interviews, and student or teacher behaviors. The 

assessment is aimed to “question assumptions regarding the problem of practice” and 

should work concurrently with the formulation of intuitive theory of action (Mintrop, 

2016, p. 59). It is also a systematic process which helps organizations determine “the best 

way to use resources, time, money, and organizational effort” and also to justify decisions 

(Mintrop, 2016, p. 61). The assessments can be used to meet specific needs of different 

programs and can be replicable. They also can be used to assess in three different ways 

proactively, to identify areas of need, to continually inform and monitor, and make sure 

decisions are leading to desired results; or reactively to search for new ideas to improve 

an area (Mintrop, 2016). Lastly, before exploring the knowledge base for a problem of 

practice or designing an intervention, it is best that designers check if their assumptions 

are confirmed which can be accomplished with a needs assessment (Mintrop, 2016).  

Pilot Data Streams 2016–17 

The pilot study needs assessment data collection included several data sources 

such as the campus STAAR third–fifth math, reading, and writing 2016–17 results, K–

fifth 2016–17 MAP results in reading and math, and 2016–2017 Organizational Health 

Index (OHI). It also included their 2015–2017 added value, a short teacher survey and 

conversations during their T-TESS Goals conferences with administration. Figure 1.1 
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illustrates STAAR data which indicated that overall, students passed their reading and 

math STAAR tests in Grades 3–5, and it also indicated that 40% of dual language 

students passed at the 90% master’s level.  

 

 

Figure 1.1. STAAR results.   

Additionally, Figure 1.2 indicated that the campus scored at the top 10% in 

overall school achievement, closing the achievement gap, student progress, and 

postsecondary readiness. Due to these high scores, the campus received five out of six 

state distinctions. 
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Figure 1.2. Distinctions.  

However, Figure 1.3 indicated that on STAAR Grade 4 writing, only 70% of the 

students passed; the average writing score was four, compared to eight being the highest 

writing score that can be achieved. STAAR writing scores also showed that many of the 

students did not pass their writing due to the proofing and editing portion of the test. 

 

Figure 1.3. STAAR writing.  
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Figure 1.4 illustrated the end of the year MAP data collected that indicated that 

fourth and fifth grade students did not make the projected growth in the areas of math and 

reading.  

 

Figure 1.4. MAP scores. 

In addition, Figure 1.5 longitudinal reading data indicated that Anglo students 

continue to outperform Hispanics, economically disadvantaged, and African Americans 

in reading. In 2013 the gap was 10%, and now in 2017 the gap had expanded to 28% 

when all reading STAAR scores were summed up together. Figure 1.6 longitudinal math 

data indicated that Anglo students continued to outperform Hispanics. In 2013 the gap 

was 23% and has expanded as large as 64% when all math STAAR scores were summed 

up together.  
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Figure 1.5. Longitudinal reading. 

 

Figure 1.6. Longitudinal math. 

OHI data indicated a decrease in morale and adapting to change compared to 

previous years but continued higher high in goal oriented and problem solving. 

Conversations with teachers during T-TESS Goals conferences indicated many of the 

teachers did not know how to write SMART goals and required considerable coaching in 

writing goals for themselves. Finally, teacher added-value data indicated that several 

teachers did not grow students overall, as well as some teachers whose low or middle 
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students did grow but overall students who were classified as high did not show much 

academic growth for the year.  

Low Inference Data 

Administration’s low inference observations and interviews data collection was 

analyzed and was reviewed in-depth by analyzing and reflecting on the interviews and 

observations. According to Mintrop (2016) behaviors and attitudes are perceptible and 

can be “observed or learned about through conversations” (p. 62). During interviews with 

the six Content Academic Leaders (CALs), administration discovered the science CAL 

did not understand the PLC planning process that had been using throughout the last six 

years, even though she had been teaching for three of those years. In addition, there were 

two CALS who were not familiar with the PLC planning documents and did not even 

know where to find them. Administration also discovered through interviews that only 

two CALs were familiar with the school SMART Goals for the year and were not familiar 

with past SMART Goals which had been accomplished the last few years. They were 

very complimentary about the time and the extra support they were given throughout the 

year with extra staff by helping them with small group instruction. They felt that the 

culture overall of the campus was very positive, and teachers and support staff were very 

supportive and collaborative with each other. Overall, they also felt that decisions were 

based on data but many times the administration had the plan already worked out for 

them without getting their input. During the interviews, administration assumed that all 

the teachers were truthful with their answers. However, according to Mintrop (2016) “all 

people act strategically when they talk with others” and are aware of how they need to 
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selectively present themselves (p. 62). Therefore, in research indirect questions about 

concrete ideas, feelings or narratives can also help determine underlying attitudes. 

Therefore, administration decided to also asses the staff by using an anonymous teacher 

survey (see Appendix D).  

The teacher survey showed that the intermediate staff members felt the staff 

needed to meet more as an alignment team since they felt that many of the gaps occurred 

in primary grades. Half of the staff expressed that they needed a refresher on the PLC 

framework; the new staff especially needed the basic training since many questions arose 

from them during planning. In the survey, teachers expressed that they needed more 

collaboration and training on transdisciplinary and inquiry learning and teaching since 

they were struggling with how to do both, the international baccalaureate and integrating 

the state standards. Lastly, they expressed that they wanted to observe model teachers and 

have the model teachers observe them in order to get feedback.  

During T-TESS conferences with the third–fifth grade teachers, 90% of them did 

not know how to write a SMART Goal even though they had a worksheet that guided 

them through the process and even though that staff wrote collaboratively campus 

SMART Goals every year. Administration also observed teachers not using their data to 

write their SMART Goals, and some of their SMART Goals were not aligned with the 

campus SMART Goals. Administration had to remind several of them of the International 

Baccalaureate (IB) goal of transdisciplinary and inquiry learning and teaching, as well as 

their added value data. One teacher questioned the administrator about the validity of the 

data since most of her students had passed third grade STAAR math and reading. 
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Administration had to reiterate that added value data was based on growth, and for the 

last two years the teacher was Level 1 in math and Level 3 in reading. Administration 

also had two new teachers make a comment that their students could not achieve the high 

levels of metacognition that was observed in dual language student’s when they were 

observing.  

According to Mintrop (2016) there are limits to direct observations because 

observers often do not know the intentions of those observed since behaviors “are 

sometimes unacknowledged, subconscious, or concealed” (p. 62). However, 

administration felt it important to observe teacher PLC planning time with teachers since 

the focus is on how to plan for student intervention and enrichment. During PLC 

observations, administration found that many of the grades were not meeting consistently, 

and when they were meeting, they were not always following the agenda set for them 

which required discussion about student data, planning lessons for class and RTI. 

Administration found that other meetings such as Student Success Team (SST), 

Individual Educational Plan (IEP) and parent meetings were scheduled during the PLC 

collaboration time which caused grades to not collaborate consistently during the week. 

During RTI observations, it was observed that teachers did not always prepare targeted 

lessons or students were working on unfinished classroom work. Administration also 

discovered through observations that some grades had individual teachers who wrote a 

lesson plan for a content and then passed out the lesson to the rest of the grade instead of 

discussing the content together and developing the lesson plans collaboratively. Lastly, 

not all grades turned in their collaboration PLC minute forms for each week which 
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documented, as a grade, their discussions and work for the week. At one time, when 

administration performed the needs assessment and collected qualitative and quantitative 

data, the initial high inference problem of practice changed which helped administration 

develop their low inference problem of practice.  

Targeted Data Streams of 2017–18 

A new data analysis assessment was conducted to ensure patterns in student 

learning needs at the campus which included a collection of several data sources such as 

Ramirez STAAR third–fifth math, reading, and writing 2017–18 results, and K–fifth 

2017–18 MAP results in reading and math. Figure 1.7 illustrates STAAR data which 

indicated that overall, students passed their reading, math, science STAAR tests in Grades 

3–5 at the approaches level.   

 

 

Figure 1.7. STAAR results. 
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Additionally, Figure 1.8 indicated that the campus scored at the top 10% in 

ELAR/reading, math and postsecondary readiness. Due to these high scores, the campus 

received three out of six state distinctions. 

 

Figure 1.8. Distinctions. 

Figure 1.9 indicated that on STAAR Grade 4 writing improved to 77% compared 

to 70% from the previous year. However, the average writing score was still a four which 

remained the same from 2016–17 data. STAAR writing scores also showed that proofing 

and editing portion of the test was still a challenge for most students. 

 

Figure 1.9. STAAR writing. 

Figure 1.10 indicates that even though most students passed the STAAR reading 

in 2017–2018 school year data not all students continued to grow in their reading 
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performance. According to cohort performance, levels which shows student’s growth 

from one grade to another, only 50% of the third students who took STAAR in fourth did 

not meet expectations. Ten percent of the students who passed with an approaches score 

declined from third to fourth, 50% of the students who passed with a meets score 

declined from third to fourth and 37% of the students who achieved a masters score 

declined from third to fourth.  

 

Figure 1.10. Reading third to fourth cohort performance. 

The same pattern of students not growing in reading was seen in Figure, 1.11 in 

cohort performance levels comparing fourth students growth in fifth STAAR reading in 

2017–18 school year. In the data it showed that only 50% of the students met passing 

expectations, 10% of the students that scored an approach score declined from fourth to 

fifth, 80% of the students that scored a meets score declined from fourth to fifth and 46% 

of the students who achieved a masters score declined from fourth to fifth.  
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Figure 1.11. Reading fourth to fifth cohort performance. 

In Figure 1.12 of the math cohort performance levels comparing third students 

growth in fourth STAAR math did not decline as much as reading. For example, only 

43% of the students did not meet expectations, 100% of the third students who took the 

fourth math STAAR maintained their approaches score or scored higher, only 13% of the 

of the fourth students fell below their approaches score and 41% of the third students who 

took the fourth math STAAR fell below their masters score. 

 

Figure 1.12. Math third to fourth cohort performance. 

In Figure 1.13 math cohort performance levels did not decline as much as they did 

in reading when comparing the fourth students’ growth in fifth STAAR math. Only 44% 



Texas Tech University, Nancy Parker, August 2019 

 

20 

 

of the fourth students who took the fifth math test did not meet expectations, 5% of the 

student fell below their approaches score, 22% of the students declined from their meets 

score and only 14% of the fourth students who took the fifth math STAAR test declined 

from their previous masters score which indicates that most of the students continued 

progressing in their math achievement compared to their reading. 

 

Figure 1.13. Math fourth to fifth cohort performance. 

 Finally, in Figure 1.14 MAP 2017–18 reading scores were lower than the math 

scores for students K-fourth with the exception of fifth math and reading which were both 

low. In addition, fifth scores in reading and math were lower than the district and did not 

make the projected growth.  

 

Figure 1.14. MAP scores. 
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After reviewing the 2017–18 school data, it concluded that there was a student 

need of intervention especially in the area of reading. If instructional leaders at the 

campus can design a pilot professional development program to help teachers effectively 

develop effective lessons and strategies for RTI that will close student achievement gaps, 

increasing student achievement on standardized tests, thus students achieving on grade-

level year after year.  

Low Inference Problem of Practice 

After conducting several extensive needs assessments for the campus, 

administration found that the PLCs in schools do not automatically translate to enhanced 

student achievement. Explanatory factors that emerged also helped with identifying the 

root causes of the problem of practice. For example, even though the campus is a national 

model PLC school the framework and practices were not consistently being implemented 

school wide. In addition, new staff had very little knowledge of what PLCs were. Due to 

the lack of implementing the PLC components teachers were not consistently 

collaborating with each other on best practices, analyzing student data, and developing 

weekly and RTI lesson plans. Lastly, teachers lacked the time to observe model 

classrooms and lacked instructional feedback by their colleagues. The refined problem of 

practice was that PLCs in schools do not automatically translate to enhanced student 

achievement. Teachers need PLC training and training to effectively learn from each 

other, reflect on their teaching and analyze a variety of data sources, then teachers can 

effectively develop effective lessons and strategies. If instructional leaders at the campus 

can design a pilot professional development program to help teachers learn from each 
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other by coaching and giving each other feedback, reflecting on their teaching, and 

analyzing a variety of data sources, then teachers can effectively develop effective 

lessons and strategies for RTI that will close student achievement gaps, increasing 

student achievement on standardized tests, thus students achieving on grade-level year 

after year. The design is to strengthen the PLC vision and goals of the framework, and it 

also concentrates on the PLC collaboration time for the teachers, support staff, and 

administration to use coaching and feedback to improve teaching. Teachers need the 

training to effectively learn from each other, coach, and give each other feedback and 

reflect on their teaching. The improvement in teaching is to address the achievement gap 

in sub groups by providing effective reading RTI. An emphasis was placed on designing a 

focused professional development specific to the campus needs that support teacher 

collaboration to learn from each other and become knowledgeable in research-based 

reading practices and strategies. The three components of the change driver diagram that 

was generated through ENA shows the refined low inference problem of practice, the 

three change drivers and the intended goal. Table 1.1 shows the change driver diagram 

from the 2017 needs assessment that supports the design and development of a future 

program intervention for the campus by the instructional design team.  
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Table 1.1  

Change Driver Diagram 

Problem Change Drivers Goal 

PLCs in schools do not 

automatically translate to 

enhanced student 

achievement. Teachers need 

the training to effectively 

learn from each other, coach, 

and give each other feedback, 

reflect on their teaching and 

analyze a variety of data 

sources, then teachers can 

effectively develop effective 

lessons and strategies for RTI 

that will close student 

achievement gaps. 

Targeted Professional 

Development on evidence-

based strategies in PLCs.  

Through the design and 

delivery of a pilot 

Professional 

Development to aid 

teachers in acquiring 

specific knowledge, 

skills and tools on how 

to collaborate in their 

PLCs in order to use 

best practices in the 

teaching and generate 

quick responses to the 

needs of the students in 

order to close the 

achievement gaps every 

year.  

Time for teachers to 

collaborate, observe each 

other and give each other 

feedback.  

 

Targeted Professional 

Development in 

Administrative Teacher 

Coaching/Feedback.  

 

Statement of the Problem of Professional Practice 

PLCs are scheduled into the workday at the campus for educators to “engage in 

disciplined inquiry and continuous improvement to ‘raise the bar’ and ‘close the gap’ of 

student learning and achievement” (Fullan, 2005, p. 209). There is, however, a disconnect 

between our teachers who say they use their PLC time during the school day to learn 

from and collaborate with each other, to improve their teaching and interventions, and 

those who do not. There is also a need for teacher professional development at the school 

in the current study, to train teachers how to coach each other and learn from each other 

through observing one another and provide feedback. By developing a consistent process 

of observing, giving feedback, and debriefings this can help teachers learn to improve 
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their instruction and apply effective strategies. In addition, teachers need the opportunity 

to learn how to analyze data from different sources that lead to an examination of teacher 

practice, and be ready to give students, “timely intervention at the first indication that 

they need more time and support” (Buffum, Mattos, & Weber, 2009, p. 8). The goal, 

however, is “returning students to the regular instructional program as quickly as 

possible” (Buffum et al., 2009, p. 8).  

Purpose of the Study 

 

 The purpose of this study was to consistently apply the PLC framework for 

teachers to improve the quality of their instruction. In addition, it was also to help 

teachers with teaching instruction and strategies to give students effective and timely RTI. 

Teachers need professional development in teaching strategies, content and time during 

the day to collaborate and observe each other. Through this collaboration, teachers 

provide each other feedback and analyze data to create effective RTI plans for the 

purpose of eventually closing achievement gaps.  

 Feedback and coaching by principal and their colleagues helps prevent teachers 

from practicing errors that might otherwise go uncorrected (Scheeler, Ruhl, & McAfee, 

2004). The merging of feedback and coaching has become one of the fastest growing 

executive development strategies among global companies (Luthans & Peterson, 2004). 

Business organizations consistently employ coaches to help workers by “using feedback 

productively, assisting interpreting, and internalizing the feedback, as well as setting 

specific goals for change” (McDowall, 2008, p. 2). Thach (2002) found the merging of 

coaching and feedback increased leadership effectiveness and success up to 60%. These 
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positive results suggest that the value of testing a process of feedback and coaching in an 

educational setting is designed to improve teacher instruction and leadership.  

Design Parameters of the Study 

For the purpose of this study, the insider action research methodological design 

was utilized incorporating multiple design-based improvement intervention principles 

and strategies to identify and create a professional development program for teachers. 

The professional development focused on teachers implementing research-based 

strategies, observing each other in order to coach and give each other consistent feedback 

allowing the teachers to reflect on their teaching. In addition, teachers collectively 

analyzed several sources of student data to develop effective daily lesson plans for RTI. 

The goal is for teachers to train, observe, meet and plan during PLCs which are scheduled 

during the school day. The goal was for teachers to close the student achievement gaps 

resulting in student academic performance increasing on district, MAP and STAAR 

assessments. 

Significance of the Study 

Personal and Academic Reasons 

Over the past eight years, the school has been actively involved in closing 

achievement gaps between minority students and White students. By using the PLC 

framework model and by implementing a pyramid of interventions in combination with 

enrichment programs that required advanced, critical, and higher order thinking skills the 

gap has slightly closed. Knowing that student engagement was also a key to increasing 

student academic performance, students were given many choices in their learning, which 

was embedded in their international baccalaureate (IB) inquiry units. The students were 
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also responsible and accountable for their learning as they set goals, inquired in areas of 

interest and took the initiative to take action in their community. Due to the racially 

diverse and economically variant population, it was imperative that all students were 

successful.  

Professional Teacher Growth 

 It is my belief that there are few opportunities available in the school district of 

the current study for teacher professional development that specifically provide training 

on research-based strategies, culturally responsive teaching, and challenging and 

enrichment curriculum that is directed toward an outstanding environment for, 

economically disadvantaged, ethnically, and linguistically different students (Olszewski-

Kubilius & Clarenback, 2014). Training teachers in these areas must include targeted 

strategies and methods for meeting the needs of culturally, linguistically and 

economically diverse learners (Olszewski-Kubilius & Clarenback, 2014). Teachers also 

typically receive very little professional development learning from each other when 

observing model teachers, coaching, and giving each other feedback. “Coaches and 

trainers helped to bring about major shifts in the culture of implementing classrooms and 

were engaged in efforts that challenged teachers’ thoughts about their work and 

responsibilities” (Lloyd & Modlin, 2012. p. 13). In addition, there is no training on taking 

different sources of student data and developing effective lessons that will meet the needs 

of the students. Teachers need professional development to help them establish or “hone 

skills in diagnosing and prescribing interventions to meet individual student needs” 

(Howell, Patton, & Deiotte, 2008, p. 70) 
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National Implications 

With the passage of the No Child Left Behind (NCLB) Act, the American 

educational system has continually heightened its learning expectations for all students. 

The expectation for all students to learn requires a “change in the core belief systems of 

many teachers and administrators” (Howell et al., 2008, p. 3). Relevant national research 

indicates that the achievement gap is one of the “pernicious and intractable problems in 

education; the damage it does is almost incalculable, and it has resisted the best efforts of 

some of our most dedicated and creative educators” (Johnston, 2011, p. 1). I ascertain 

that by providing students with effective and timely RTI, they can make progress in their 

learning. Schools and teachers must change the existing belief system fostered by the idea 

that some children must fail instead of the belief that all students will perform at high 

levels provided they experience a “relevant and rigorous curriculum delivered in a 

differentiated instructional environment” (Howell et al., 2008, pp. 3-4). If students leave 

on grade-level at the end of their elementary grade, this can help secondary schools 

continue the cycle of student success, eventually increasing student graduation. 

Nationally, we are moving only a small number of students to advanced levels, but we are 

also moving far fewer minority students and economically disadvantaged students to high 

levels of learning (Olszewski-Kubilius & Clarenback, 2014) which expands achievement 

gap between minority and White students. Literature in the areas of professional 

development, professional learning communities, and response to intervention were part 

of the knowledge base literature reviewed since these were areas that developed into 

topics after the fall pilot study in 2017.  
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Professional Development 

 What makes education effective?  High-quality instruction has been suggested as 

a decisive determinant of whether students will learn (Bambrick-Santoyo, 2012). In 

recent years, scholars have recognized the quality of teaching, including Kim Marshal. 

Marshal notes, as restated by Bambrick-Santoyo (2012) in Rethinking Teacher 

Supervision and Evaluation, that “the quality of instruction is the single most important 

factor in student achievement” (p. 4). Teachers do not always attain research-based 

practices for teaching and no amount of intervention compensates for poor instruction. 

Therefore, it is imperative that teachers begin with high quality initial instruction in every 

classroom and receive “intentional, differentiated instructional practices and [are] 

involved in ongoing training to deepen and improve practice” (Sharratt & Fullan, 2011, p. 

9). This training must also be ongoing and embedded in what they do every day.  

Effective professional development is also crucial to changing what and how 

teachers teach, and students learn (Odden, Archibald, Fermanich, & Gallagher, 2002). 

Hattie (2009) discusses that teachers make a difference, and the difference in a high effect 

teacher and a low effect teacher is 0.2%. Therefore, a student in a high-effect teacher 

classroom will grow educationally about a year more than a student in low-effect teacher 

classroom. Teacher effectiveness has a great deal to do with how well students are 

prepared and trained, but part of that training must also include feedback and coaching. 

Teachers attempting new methods and strategies must receive regular feedback, which 

may take many forms (Scheeler et al., 2004). Training alone is not enough to improve 

teacher’s skills over time. Therefore, teachers “need well-designed, focused training, 
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supplemented with ongoing coaching to improve skills acquisition and to better transfer 

what they have learned to work with children” (Lloyd, & Modlin, 2012, p. 3). With 

continued support, teachers are more likely to follow through and consistently apply the 

skills they have learned in their training (Lloyd & Modlin, 2012). 

PLCs Pyramid Response to Intervention and Response to Intervention 

Both the Pyramid Response to Intervention (PRTI) and Response to Intervention 

(RTI) models are based on continuous improvement. In addition, it’s important to know 

how to respond when students don’t achieve in their learning. Schools that operate as 

PLCs, create a PRTI that is systematic and directive. It helps to avoid the “wait-to-fail 

model” and provides support to all students regardless of labels or subgroups (Buffum et 

al., 2009). RTI is also a practice of providing high quality instruction and intervention to 

students’ needs, as it “shifts the responsibility for helping all students become successful 

from the special education teachers and curriculum to the entire staff, including special 

and regular education teachers and curriculum” (Buffum et al., 2009, p. 2). Both PRTI 

and RTI demand a cultural shift to ensure that all teachers demonstrate a collective 

responsibility to help all students learn. As a result, some students may need more time 

and support. Both frameworks encourage educators “not to wait until students possess the 

correct label to provide this support, lest students fall so far behind that they can never 

catch up” (Buffum et al., 2009, p. 4). PRTI and RTI also both provide a systematic 

process of intervention that is implemented schoolwide. Finally, both ideas use a system 

of interventions that are increasingly more in-depth, thorough and comprehensive, and 

both are represented visually by pyramids with three tiers (see Figure 1.15). PRTI and 
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RTI both have familiar components, such as universal screening, multiple tiered 

instruction, frequent follow-up on student progress, and the level of student’s 

performance (Buffum et al., 2009). In addition, each provides research based, high 

quality core instruction and increased supplemental instruction when necessary, which is 

matched to the needs of the student (Mundschenk & Fuchs, 2016). The PRTI in PLCs 

works well with RTI, because it uses the “culture, its philosophy of timely, directive, 

systemic, flexible support, and its process for creating and supporting shared instructional 

goals” (Buffum et al., 2009, p. 6). Finally, both ideas use a system of interventions that 

are increasingly more comprehensive and directive, and both are represented visually by 

pyramids with three tiers as adapted by Pyramid Response to Intervention by Buffum et 

al., 2009. 

             Pyramid of Interventions                                     Response to Intervention 

 

 

 

 

      

 

 

Figure 1.15. Pyramid response to intervention. 

According to the study, Professional Learning Communities: An Effective 
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models and their compatibility. In their study they discussed that further study needs to 

be focused on the importance of professional development in collaborative and “critical 

analysis of practices that support knowledge of sharing and innovation” (p. 59). They 

also discussed that in order to build effective RTI leadership teams they must be trained 

how to use data for decision making and reflecting on instructional strategies that impact 

student learning (Mundschenk & Fuchs, 2016). In addition, the importance of 

professional development is required for teachers to learn how to analyze their own 

instructional data and then make decisions based on their evidence. Lastly, the PLC 

model was shown to foster building collaborative skills necessary to problem solve which 

“serves as a catalyst for implementing RTI” (Mundscenk & Fuchs, 2016, p. 60).  

Collaboration and Accountability within Professional Learning Communities 

 DuFour, DuFour, and Eaker (2008) state, “A PLC is composed of a collaborative 

team whose members work interdependently to achieve common goals linked to the 

purpose of learning for all, for which members are held mutually accountable” (p. 15). 

One of the functions of PLC is to improve learning for all students; educators must meet 

on a regular schedule, engage in discussion about learning issues in order to enhance 

student learning, and develop a school’s ability to adopt an approach for instructional 

systems, strategies, and frameworks to serves all students. The successful implementation 

of PRTI and RTI in a professional learning community environment allows teachers, 

support staff, and administration to work collaboratively as a team to implement multi-

tiered levels of support for students (Mundschenk & Fuchs, 2016). RTI depends first on 

an organizational system supporting purposeful change in the schools. An example can be 
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seen in Table 1.2, which illustrates a series of elements common to both RTI and PLCs.  

Table 1.2 

Common Elements of RTI and PLCs 

Element PLC RTI Leadership Team 

Membership 

and roles 

Shared leadership with members 

representing grade-levels, content 

areas or specialized instruction 

Shared leadership with members 

representative of key roles and 

school leaders 

 

Focus School Improvement; achieving 

essential learning/development 

expectations aligned with state 

standards 

 

Student achievement,  

Achieving benchmarks for grade-

levels aligned with state standards 

Vision Shared vision, values, goals e.g.  

Equity and access for all students 

Shared vision, values, beliefs, 

goals, e.g., increase the percentage 

of students demonstrating success 

with core instruction 

 

Evidence used District and school data from a 

variety of sources drives critical 

analysis and inquiry, 

Frequent common assessments, 

Action Research 

School and student data drives 

problem solving process, 

Screening and progress monitoring 

data, Systematic intervention and 

decisions protocols 

 

Communication 

patterns 

Established meeting times, 

Open dialogue 

Established meeting times tied to 

data cycle 

 

Collaborative 

culture 

Shared decision-making, feedback 

loop to all faculty at designated 

meetings 

Shared decision-making, feedback 

loop to all faculty at grade-level 

meetings and whole school 

 

Systematic 

interventions 

School-wide interventions to 

assist students who need 

additional instruction or support 

School and classroom interventions 

with increasing levels of support 

matched to student need 

 

The team approach allows everyone a sense of ownership, accountability, and also allows 

teachers to become leaders who are allowed to make school decisions about instruction 

and view themselves as active partners in a learning environment and community who 
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are granted permission to convert educational research into best practices within their 

own classroom setting (Jacobson, 2010) by focusing on measureable student learning 

outcomes. Learning outcomes, however, are supported with data, which is essential for 

both decision-making and to sustain the multi-tiered systems of support. The student data 

collected is also used to critically evaluate, interpret and reflect on instructional 

procedures and their effect on student learning, which then holds every teacher 

accountable. High performing schools and teams also found that “collective 

responsibility” or “mutual accountability” is necessary because, “no group ever becomes 

a team until it can hold itself accountable” (Katzenback & Smith, 1993, p. 64). Therefore, 

teacher ownership and accountability are recognized as a key to success in a school 

because the overall goal is to improve student achievement and learning. This can only be 

accomplished through the teachers’ ongoing responsibility and commitment to students in 

their classrooms (Lee, Zhang & Yin, 2011) 

Conceptual Definitions of Study Variables and Dimensions 

 Differentiated instruction - the process of designing lesson plans that meet the 

needs of the entire range of learners in the classroom; such planning includes 

learning objectives, teaching methods, varied assignments and materials 

chosen based on the student skill levels, interest levels, and learning 

preferences (Buffum et al., 2009)  

 Early intervening services (EIS) - preventive intervention services for students 

in the early elementary grades that are designed to ameliorate their academic 

difficulties before referral to special education (Buffum et al., 2009) 



Texas Tech University, Nancy Parker, August 2019 

 

35 

 

 English-language learner (ELL) – “a student whose home language is not 

English and who has not attained proficiency in English as measured by 

standardized tests” (Buffum et al., 2009, p. 207)   

 Evidence-based practice – “educational practices and instructional strategies 

supported by scientific research” (Buffum et al., 2009, p. 207)  

 Explicit instruction - a systematic instructional approach that includes a set of 

specific method and delivery procedures derived from effective school’s 

research and behavior analysis (Buffum et al., 2009) 

 Fidelity – “the degree of accuracy with which an intervention, program, or 

curriculum is implemented according to research findings and/or its 

developers’ specifications” (Buffum et al., 2009, p. 208) 

 Formative assessment - classroom and curriculum evaluations used to monitor 

student progress toward academic goals and to inform instructional decision-

making (Buffum et al., 2009)  

 Individuals with disabilities education improvement act of 2004 (IDEIA) – “a 

federal statute, originally passed in 1975, that prescribes educational services 

to students aged 3-21 with disabilities” (Buffum et al., 2009, p. 208) 

 Intense intervention - an academic and behavioral intervention characterized 

by increased length, frequency, and duration of implementation. Intense 

Intervention is administered to students who perform significantly below 

grade-level; it is often associated with Tier 3, the narrowest tier of an RTI 

model. (Buffum et al., 2009) 
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 IQ achievement discrepancy – “the difference between scores on a norm-et al., 

referenced intelligence test and a norm-referenced achievement test” (Buffum 

et al., 2009, p. 208) 

 Lexile levels – “numbers from 0 to 2,000 that denote both reading ability and 

text difficulty to help teachers identify a child’s current reading level” 

(Buffum et al., 2009, p. 209)  

 No child left behind (NCLB) Act – “federal standards for students in 

elementary, middle, and high schools, as prescribed by the No Child Left 

Behind/Elementary and Secondary Education Act “(Buffum et al., 2009, p. 

209)  

 Power standards - a prioritized set of standards that require more attention, or 

are more heavily represented on end of the year tests selected by determining 

which have more relevance for the next level of instruction (Buffum et al., 

2009) 

 Problem-solving approach - The four stages of the problem-solving approach 

are problem identification, problem analysis, plan implementation, and plan 

evaluation (Buffum et al., 2009)   

 Professional learning communities – continuous process in which educators 

work collaboratively in recurring cycles of collective inquiry and action 

research to achieve better results for the students they serve (DuFour et al., 

2010)   

 Progress monitoring - a scientifically based practice to assess students’ 
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academic learning performance. Also, be able to evaluate the effectiveness of 

instruction that can be used with an individual student, a small group, or an 

entire class. Also, the procedure is used to monitor implementation of specific 

intervention (Buffum et al., 2009)   

 Pyramid of intervention (POI) – “a systematic program of supports that 

become increasingly more directive, intensive, and targeted” (Buffum et al., 

2009, p. 210) 

 Research based instruction – “curriculum and educational intervention that 

have been scientifically proven to be effective for most students” (Buffum et 

al. 2009, p. 210) 

 Response to intervention (RTI) - the practice of providing high quality 

instruction and interventions matched to students’ needs. It also consists of 

monitoring progress frequently to make changes in instruction or goals, and 

applying child response data to important educational decisions (Buffum et 

al., 2009) 

 Scaffolding - an instructional technique or strategy in which the teacher breaks 

a difficult task into smaller tasks, models and practices the desired learning 

strategy or task, provides support as students learn the entire task, and then 

gradually shifts responsibility to the students (Buffum et al., 2009)      

 Summative assessment – “a comprehensive evaluation that measures a 

student’s level of learning at the end of a unit of study” (Buffum et al., 2009, 

p. 211)     
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 Supplementary intervention - primary instruction to directly address an area of 

need; often in small group or individual students and associated with Tier 2, 

the middle tier of an RTI model. (Buffum et al., 2009)    

 Systematic data collection – “a planned time frame for administering 

appropriate assessments to set baselines and monitor student progress” 

(Buffum et al., 2009, p. 211)    

 Tier – “a level in a pyramid of interventions, or an RTI system, that includes 

intervention and supports for clearly defined groups of students” (Buffum et 

al., 2009, p. 212)    

 Tiered model – “an educational model that delineates three or more levels of 

instructional interventions based on gaps in student skills” (Buffum et al., 

2009, p. 212)    

 Universal screening - a procedure of reviewing student performance through 

formal and/or informal assessment measures to determine progress in relation 

to student goals and learning standards; measures in the major curricular 

areas, so that no student at risk “falls through the cracks.” (Buffum et al., 

2009)    

 Validity – “an indication that an assessment instrument consistently measures 

what it is designed to measure” (Buffum et al., 2009, p. 212)    
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Research Questions 

The following research questions guided this study: 

1. In what ways can the PLC model help teachers effectively implement RTI? 

2. In what ways can peer coaching and feedback help teachers improve their  

 

teaching?  

 

3. What impact does teacher coaching and feedback have on student  

                        achievement? 

Personal Assumptions 

A number of assumptions can be made based upon the current study. As with any 

qualitative study, I assumed the participants were honest and forthright in their responses 

and actions as it relates to future study. I also assumed that the findings may lead to how 

the achievement gap can be closed by improving response to intervention.  

 I believe that many of our teachers are following the PLC framework and do their 

best to meet the needs of the students, but I am also aware that there are a few who must 

be monitored regardless of their experience. I also believe that there is disconnect with 

teachers and their beliefs that students of poverty can succeed.  

Delimitations 

Multiple delimitations were embedded in the design of the current study. First, in 

attempting to answer the previously stated research questions, the current study did not 

pursue factors outside of the school environment. In addition, it did not pursue the realm 

of control of educational leaders who could contribute to a teacher’s professional growth. 

For example, teacher’s prior experience, professional development, level of education 
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and motivation may also improve their performance, thus resulting in an improvement in 

teacher effectiveness and student achievement. Secondly, one could justifiably assume 

that teachers at the campus who did not participate in the study may improve their 

practices, yet the study explored only those teachers who did volunteer.  

Limitations 

Although the current study was carefully planned, I am aware of its limitations. 

First, the study was conducted in an elementary school within one district. Secondly, only  

district assessments and measure of academic progress (MAP) data were utilized to 

determine student growth and teacher effectiveness. Using more than multiple measures 

may have provided a more comprehensive view of teacher improvement and student 

achievement. There was also a limited available time frame for conducting the overall 

study. The study was conducted over a 10-week span. Finally, the study did not include 

student observations. 

Chapter Summary 

 There is disconnect of our teachers who say they use their PLC time during the 

school day to learn and collaborate from each other to improve their teaching and 

interventions. Therefore, there is a need for teacher professional development to train 

teachers on evidence-based instruction, as well as how to coach and learn from each other 

through observation. By developing a consistent process of observing and giving 

feedback debriefings, the current study can help teachers learn to improve their 

instruction and apply effective response to intervention (RTI) strategies. Finally, it can 

also help teachers to close the achievement gap between Whites and minorities and 
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students who are economically disadvantaged compared to those who are not.   
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CHAPTER II 

LITERATURE REVIEW 

 The primary focus of the current study was to study the achievement gaps that 

persist between minority students and White students. Evidence is increasingly showing 

that the achievement gap affects inequalities predict not only educational but economic 

futures for many minority populations. Although the problem is complex, it is not 

entirely doubtful that it can’t be fixed. By changing the structures of schools through 

professional learning communities, and using effective early response to interventions, 

many of these gaps can be diminished or eliminated. This can be accomplished by a 

collaborative culture that is accountable for student learning and by working together 

interdependently to achieve a common goal, while holding one another mutually 

accountable (Sharratt & Fullan, 2011). Teachers are the key to student success therefore, 

it is imperative that teachers receive professional development that incorporates not only 

training in evidence-based practices, but also training on feedback and coaching to help 

teachers constantly grow and reflect on their practices.  

Historical Perspective of Achievement Gap 

“We [in the United States] don’t have a ‘public school system as we know it.’  We have 

two. One is for poor and minority students, the other is for the rest of us.”  

(Gerald Bracey, 2002) 

 The U.S. Department of Education describes the achievement gap as the 

discrepancy in academic achievement between ethnic groups (Williams, 2003). To 

summarize, the gap is defined as the disparity in achievement between White students 
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and other demographic groups. The achievement gap includes English Learners (EL) and 

native English speakers, socioeconomically disadvantaged and non-disadvantaged, and 

students with disabilities compared to students who do not have disabilities (Johnston, 

2011). There have been federal efforts to educate children. The Elementary and 

Secondary Education Act (ESEA) was a cornerstone of President Lyndon B. Johnson’s 

“War on Poverty” and this law brought education issues into the frontline of the national 

fight on poverty and demonstrated a monumental commitment to equal access to high 

quality education for all students (Social Welfare History Project, 2016). The ESEA was 

also amplified by the landmark report from the National Commission on Excellence in 

Education, A Nation at Risk: The Imperative for Educational Reform in 1983. According 

to Mehta (2015) A Nation at Risk was a report that warned about the rising tide of 

mediocrity in American schooling. Sponsored by the U.S. Department of Education it 

reported the failings of American schooling in comparison with international competitors. 

It discussed that all school districts not society should be held responsible and 

accountable for higher student performance and should be assessed by external testing 

(Mehta, 2015). The Nation at Risk report introduced the shift of having an overarching 

goal of educating all children and the significant consequence in the following way: 

Individuals in our society who do not possess the levels of skills, literacy and 

training essential to this new era will be effectively disenfranchised, not simply 

from the materials rewards that accompany competent performance, but also from 

the chance to participate fully in our national life. A high level of shared 

education is essential to a free, democratic society and to the fostering of a 

common culture, especially in a country that prides itself on pluralism and 

individual freedom. (Ravitch, 2000, p. 7)   

 

The achievement gap continues to be one of the most destructive and difficult problems 
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in education. The achievement gap was substantially closed in the 1970s and 1980s 

(Williams, 2003). Once advanced skill levels were assessed, the achievement gap began 

to widen again, however, in the late 1980s and 1990s. It has been said that the 

achievement gap drives many of the systematic problems in education, such as an inflated 

dropout rate for Hispanic and Black students (Darling-Hammond, 1997). It’s also the 

reason for some of the most demanding educational policies such as he No Child Left 

Behind Act (NCLB) of 2011 (Ferguson, 2002; Johnston, 2011) along with state 

accountability initiatives. The reforms by President Bush and outlined in the No Child 

Left Behind Act were orchestrated to close the achievement gap. The NCLB Act 

incorporated principles and strategies to close the achievement gap. These principles 

included increased accountability for districts and schools, parent and student choices, 

flexibility in policies for states, districts and schools and making reading a priority 

(Williams, 2003). The report by the U. S. Bureau of the Census (2000) revealed the 

magnitude of the achievement gaps among groups (See Table 2.1). The Education Trust 

report also provided student academic obtainment predictions based on race. Education 

Trust noted, 

 When the White kindergartners are 17, over 95% will be in high school  

 reading at a 12th Grade level, while 25% of their Black peers will have dropped  

 out, or if still in school will only read to the 8th Grade level. (Williams, 2003, p.  

 14)  
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Table 2.1 

Highest Educational Attainment for Every 100 Kindergartners  

24 Year Olds Black Asians Latinos Whites 

Graduated from Highs school 87 94 62 91 

Completed at least some college 54 80 29 62 

Obtained at least at bachelor’s degree 16 49 6 30 

 

Despite the warning issued two decades ago by the Nation at Risk, every national report 

since then has revealed the slight headway made in the United States toward attaining a 

high level of “shared education” and despite numerous reforms efforts, current schools 

have not closed the achievement gap.  

 Reports such as the College Entrance Examination Board identifies some of the 

complex dimensions and issues related to the achievement gaps (Williams, 2003). The 

most widely accepted explanation for achievement gaps includes “poverty; academic 

coursework and instruction; peer pressure; student attendance and mobility rates; 

disparities in resources; parenting; preschool; teacher quality and attitudes; stereotype 

threat; teacher expectations; television; and test bias; and genetics” (Williams, 2003, p. 

15). Lee (2002) however, presents a challenge to the education and research community 

to give a better explanation of the challenges of studying and examining achievement 

gaps along with reform strategies. According to Williams (2003) there is evidence to 

prove that current reform strategies are insufficient to address the required change 

because they are: 

 “Superficial and fragmented, 
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 Limited to improving individual achievement while perpetuating gaps 

between groups, 

 Lacking theoretical coherence, and inadequacy to define or address the 

 persistent challenge” (p. 18). 

  Since the passage of the ESEA, NCLB, and federal spending budgets, such efforts 

have failed to impact the achievement gap which continues to exist. Significant evidence 

shows school reforms that have generic frameworks and designs will not sufficiently 

close the achievement gaps, because they do not pay attention to distinct topics and very 

complex school conditions. According to Astuto, Clark, Read, McGree, and Fernandez 

(1993), as cited in Williams (2003), school reforms, because they also reflect narrow 

assumptions about schools, such as “all educators have the knowledge and skills required 

to teach all students to high standards” (p. 20), funding vouchers and charter schools will 

educate all students, “reducing class sizes will help teachers know what to do differently” 

(p. 20), and decentralizing (site-based management) presumes educators have the 

knowledge, skills, and resources unavailable in central offices. The No Child Left Behind 

Act was created to close the achievement gap, and to make schools accountable for 

ensuring that “all children have a fair, equal, and significant opportunity to obtain a high-

quality education” (Hoppey, 2017, p. 1). This means that schools and teachers must make 

every effort to meet the needs of all students, especially those who are not progressing 

academically or at acceptable levels of proficiency. The reauthorization of Individuals 

with Disabilities Education Improvement Act [IDEIA] (2004) helped in meeting the 

needs of students by using a new approach known as RTI which focused on advanced 



Texas Tech University, Nancy Parker, August 2019 

 

47 

 

intervention efforts to identify, pinpoint and meet the needs of all students using a 

specific tiered instructional intervention model.    

Response to Intervention 

 The IDEA (2004) was reauthorized into law in December 2004 by President 

George W. Bush. IDEA was reauthorized since many students were misdiagnosed and 

referred into special education services due to outdated traditional achievement 

discrepancy model procedures. The reauthorization of the IDEA forbade states from 

identifying students with learning disabilities solely based on an intelligence quotient 

(IQ)-achievement discrepancy model (Hoppey, 2017; Buffum, et al., 2009). It also 

required an intervention based on evidence-based instruction (Hoppey, 2017). This new 

approach, known as RTI focuses on early intervention efforts to identify, support and 

meet the needs of all students using a tiered instructional intervention model by 

employing evidence-based practices.  

The successful implementation of RTI required teachers to engage in a 

collaborative, continual process that depends, first, on an organizational design 

supporting essential and purposeful change in the school. RTI is a movement that, “shifts 

the responsibility for helping all students become successful from the special education 

teachers and curriculum to the entire staff, including special and regular education 

teachers and curriculum” (Buffum et al., 2009, p. 2). 

 According to Buffum et al. (2009), RTI addresses the culture of schools, rather 

than simply adding new structures. There is a cultural shift to ensure that all staff 

members show a “collective” responsibility to help all students learn. Early identification, 
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through universal screeners is crucial for applying, detailed interventions and remediation 

to students before referring them for special education programs and placement services. 

The RTI model merges the educational accountability and responsibility of general 

education and special education services by guarantying students do not continue to 

struggle. The goal is for students to make academic progress, “…service delivery model, 

was designed to provide appropriate intervening academic skills and remediation to 

prevent over representation, misidentification, labeling of students as learning disabled” 

(Hall & Mahoney, 2013, p. 273). RTI is a framework and system in which interventions 

and strategies are mostly executed in general education classes to resolve academic 

learning and difficulties. It also is to “help to mitigate contextual variables (i.e., lack of 

education, socioeconomic status, gaps in instruction, etc.”) as reasons for academic 

failure (Hinton, Flores, & Shippen, 2013, p. 190) before special education services are 

considered.  

RTI is driven by individual student needs and considered as a tiered prevention 

and intervention model. Students receive progressively intensive interventions based on 

their needs and progress monitoring measures. The majority of RTI models use universal 

screeners, and screening is usually given three times a year. The first universal screener 

assessment takes place in the fall, the second takes place in the winter, and the last 

assessment is given in the spring. The goal of universal screening is to properly assess 

students, and measure student learning progress at designated times throughout the school 

year. It is also to subsequently identify student who are at-risk and in need of additional 

support or intervention services (Hoppey, 2017). RTI includes ongoing progress 
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monitoring of individual students that track the rate of progress and compares it to other 

students using state and district standards. Teachers then determine the effectiveness of 

the interventions for students, which then helps teachers to answer several questions such 

as: (1) is the student achieving at benchmark levels for their grade; (2) if not, then how 

far behind is the student; (3) what resources and interventions are needed, and (4) if 

students are making progress, is the student catching up to their peers? (Mundschenk & 

Fuchs, 2016). The success of RTI depends upon the capacity to which teachers’ and 

administrators’ collect, analyze, explain student achievement data but also identify and 

implement interventions that will continue to help with student progress.  

 All students receive a fundamental level of prevention instruction, through 

research-based core curriculum instruction and strategies, in the general education 

classroom. Basic level of instruction is referred to as Tier 1. However, if students are not 

meeting the necessary benchmarks or academic gains from Tier 1 instruction, then 

students will not only receive Tier 1 instruction but also Tier 2 supplemental instruction. 

Tier 2 will also use more frequent monitoring. Tier 3, of the RTI model occurs when 

students are not making necessary gains in Tier 2. Tier 3 provides even more intense level 

of intervention and is strengthened in terms of content knowledge, skills, size of group, 

and time frame. These students are often identified for special education services because 

they need the additional support, “students in Tier 3 are not able to make adequate 

progress in Tier 1 and Tier 2 without additional support” (Hite & McGahey, 2015, p. 28). 

Crucial to the success of implementing the RTI framework and stages effectively are the 

components that must be in place, which are: (1) school-wide tiered instructional model, 
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(2) implementation of research-based instruction, (3) ongoing assessment and universal 

screening, (4) collaboration between teachers, and (5) decisions based on data (Hoppey, 

2017).  

 According to Gates, Fischetti, and Moody (2013), effective professional 

development is a critical element to implement RTI with fidelity. Administration, along 

with staff members who are involved in RTI, need effective professional development on 

evidence-based instruction and interventions as well as effective implementation 

strategies. Knoteck (2005) (as cited in Gates et al., 2013) also described and applied four 

levels of impact needed to implement an innovation to the implementation of RTI:  

awareness, conceptual understanding, skill acquisition, and application of skills. 

Practitioners reach “awareness” when they can cite important features of the tiered 

model. Conceptual understanding, for example, is reached when practitioners can discuss 

the difference between referral and intervention assessments. Skill acquisition occurs 

when practitioners have opportunities to practice “simulations” and receive “feedback.”  

Lastly, the application of skills is demonstrated when they use professional development 

learning in real situations within the school context. At this point, the practitioners can 

reflect on best practices, mistakes, and anticipate unexpected road blocks. It was 

concluded by Knotech (as cited in Gates et al., 2013) that professional development at 

each level is decisive for practitioners implementing RTI with fidelity. In the study 

Response to Intervention: Research and Practice, Hall and Mahoney (2013) discussed 

that further research is important in the area of RTI, especially in the area of changes to 

educational policies and procedures. They also recommended that professional 
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development for all teachers, paraprofessionals, and administrators involved in the RTI 

process was instrumental in making RTI effective, especially when it came to 

understanding the data collection process, data sources and data analysis. In addition, all 

teachers and administrators involved in the RTI model needed professional development 

in the procedural steps of the data collection process from start to finish since many of 

them didn’t know the appropriate steps in the process (Hall & Mahoney, 2013). An 

additional recommendation was that teachers who were going to provide the RTI 

intervention needed professional training in the areas of differentiated and scaffold 

instruction, and that the use of scripted lessons reinforced repetition of a skill and is 

necessary for a struggling student (Hall & Mahoney, 2013). Another critical component 

of making the RTI implementation successful is the ability for the school staff to work 

collaboratively to increase successful teaching and remove all obstacles to student 

learning. Collaboration alone does not naturally translate into enhanced student progress; 

however, it greatly increases the school’s ability to adopt, embrace, and support 

instructional procedures, framework and strategies that will better serve all students.  

Collaboration 

  Administrators and teachers are more effective, motivated, and productive when a 

school’s environment is permeated with a sense of teamwork and collaboration 

(Mundschenk & Fuchs, 2016). In a school setting, Da Costa and Riordan (1996) 

explained that collaboration is levels of social interactions, consultation with peers, 

professional cooperation, and mentoring. Collaboration among teachers is also 

characterized by its regularity and frequency (Da Costa & Riordan, 1996; Scheeler et al., 
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2004); it is also characterized by learning from colleagues through shared tasks and 

responsibilities (Da Costa & Riordan, 1996). Collaboration has an impact not only on 

students and teachers, but on the entire school. Teacher collaboration is often linked to 

successful academic achievement schools (Cherascaro, Brodersen, Yanoski, Welp, & 

Reale, 2015; DuFour et al., 2008; Epstein, Atkins, Cullinan, Kutash, & Weaver, 2008). 

When teachers collaborate with each other, they can achieve academic goals, and they are 

able to collaborate better among themselves (Morrissey, 2000), which affects both their 

behavior and attitude (Da Costa & Riordan, 1996). In addition, teachers can increase their 

knowledge about content and skills through collaborative teacher interaction (Epstein et 

al., 2008; Morrissey, 2000). When teachers collaborate with other teachers, they can 

implement change in their instruction and implement effective pedagogical strategies, 

focused lesson planning, reviewing and analyzing student work, problem solving and 

decision making (Gajda & Koliba, 2008; Morrissey, 2000). In a Professional Learning 

Community (PLC), collaboration is one of their main elements of the framework. 

According to DuFour et al. (2008), collaboration in a professional learning community is 

composed of teachers devoted to working collaboratively in a continual process of 

collective inquiry and action research to achieve better learning outcomes for the students 

they teach and serve. One of the functions of PLC is to improve academic learning for all 

students, teachers must meet on a regular basis, and take part in discussions and 

conversation about student learning issues. “A PLC is composed of a collaborative team 

whose members work interdependently to achieve common goals linked to the purpose of 

learning for all, for which members are held mutually accountable” (DuFour et al., 2008, 
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p. 15). Collaboration is more than merely meeting with other teachers at the school; it 

requires providing teachers with the time to assist and support one another’s work in a 

sheltered, protective, and supportive environment (DuFour et al., 2010; Murray, 2015). 

School administrators, teachers and staff are more effective, energized and motivated 

when a school’s climate is penetrated with a sense of team work and collaboration. Of 

course, collaboration alone does not naturally translate to enhanced student learning, but 

it greatly enhances a school’s ability to adopt an approach towards instructional methods, 

strategies, and frameworks that serves all students. Collaboration is also most easily 

cultivated and accomplished when the school’s operational systems are built upon a 

foundation of PLCs (Mudschenk & Fuchs, 2016). In a PLC environment, school staff 

members see themselves as a community that works collectively to focus on 

implementation of new ideas, and practices that positively impact student learning.  

Professional Learning Communities (PLCs) 

There are certain behaviors or practices that culturally responsive school leaders’ 

practice to influence the schooling context, and to address the cultural needs of the 

students, parents, and teachers. According to Brown (2004) administrators first need to 

have an awareness of self, values, beliefs, and/or dispositions, which is also referred to as 

a critical consciousness before they can be culturally responsive. The administrator’s 

consciousness of culture and race serves as a foundation to establish teaching practices, 

policies, and systems that will be implemented with students daily. Administrators, 

especially, must understand the context in which they lead so they can create and 

establish an environment of learning for all students, especially students who might have 
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been marginalized because of their race, class or academic deficiencies. This critical 

consciousness aids administrators in analyzing, or to be keenly aware of inequitable 

factors such as funding, policies, teaching practices, resources, and instructional 

programs. To have an environment of learning for all students, the administrator must 

begin by making sure that the teachers are also culturally responsive. Therefore, it is 

important for the administrator to have in place a process that requires teachers to adopt 

an approach for instructional procedures to better serve their students. PLC is an 

operational structure that can support learning for all students since it is based on an 

“ongoing process in which educators work collaboratively, in recurring cycles of 

collective inquiry and action research to achieve better results for the students they serve” 

(DuFour et al., 2010 p. 9). PLCs also have specific elements that are present and make 

them successful. These elements are: a focus on learning, a collaborative culture, 

collective inquiry into best practice and current reality, action orientation, commitment to 

continuous improvement, and results orientation (DuFour, et al., 2010).  

The pressure to improve student performance increases for school leaders, PLC is 

a strategy that many are using to engage educators to meet the many different school 

challenges. The “essence” of a learning community is a focus on and a commitment to 

the learning of each student at high levels. In order to help students to achieve at high 

levels, the members of a PLC are guided by a clear and convincing vison of what the 

school must become in order to help all students learn. PLCs also clarify what each 

member will do to create such a school. They use results aligned goals to grade their 

student progress. The members of the PLC clarify and define exactly what each student 
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must learn, monitor their progress on a timely manner, provide systematic interventions 

for those who struggle, and extend and enrich learning for those students who have 

mastered the intended academic goals. If students of the school are going to effectively 

learn, then it is also an expectation that in this learning community, the adults in the 

school must also be continually learning and risk takers. Therefore, structures and 

systems are created to ensure that all staff members engage in job embedded learning and 

instruction as part of their everyday work practices and duties. There is also little 

ambiguity or doubt regarding commitment to student learning.  

Another element that PLCs require is the collective inquiry into best practices and 

current reality. This means that team members collectively look at their present practices 

and the levels of student achievement. They attempt to arrive at consensus on crucial 

learning questions or problems by building shared knowledge and are open to develop 

new skills and “capabilities” that lead to new goals, experiences and attention. As 

teachers continue this process, their “heightened awareness transforms into fundamental 

shifts in attitudes, beliefs, and habits that, over time, transform the culture of the school” 

(DuFour et al., 2010 p. 36).  

Action oriented is another PLC element, meaning that the staff move quickly and 

understand that by taking risks in applying new teaching or strategies (learning by doing) 

develops a deeper and more profound knowledge. It also creates greater guarantee than 

continuing to use the same strategies or instruction, which is usually familiar and 

comfortable. “Professional learning communities recognize that until members of the 

organization ‘do’ differently, there is no reason to anticipate different results” (DuFour et 



Texas Tech University, Nancy Parker, August 2019 

 

56 

 

al., 2010, p. 12).  

A commitment to continuous improvement is another element of PLCs. Staff 

members are in constant search for a better way to achieve goals and accomplish the 

purpose of the school. Through this commitment, each staff member of the school is 

engaged in systematic processes and in an ongoing cycle. They are in a constant process 

of collecting evidence of student learning, developing pedagogical strategies, and ideas to 

work on student’s strengths and weakness in their learning, implementing the strategies 

and ideas, evaluate the impact of the changes of intervention to analyze what is effective 

and what is not, and apply new knowledge in the next cycle of continuous instruction 

improvement. The goal of the teachers is to create conditions for permanent learning. In 

addition, participation in this process is reserved for all and is the responsibility of all the 

school members. Finally, members of a PLC understand that the elements of a PLCs 

focus are on learning, collaborative culture, collective inquiry, action orientation, and 

commitment to uninterrupted improvement. It must be also judged based on results and 

data rather than good intentions (DuFour et al., 2010; Eaker et al., 2002).  

According to DuFour el al. (2010), in a PLC there is a systematic, ongoing process 

teachers are engaged in. The teachers are consistently gathering evidence or data on 

student achievement, then developing strategies to address problems of practice or 

teaching for the teachers. They then implement the strategies and or ideas and analyze the 

impact of the changes to see if it was affected or not and apply new knowledge in the 

next cycle of improvement. In PLCs, the school team also holds ongoing conversations to 

answer the questions directly related to classroom concerns such as: 
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 What exactly do we expect for all of our students to learn? 

 How will we know when each student has learned the essential knowledge 

and skills?  

 How will we react and reply when some students do not learn? 

 How can we further challenge students who already meet our expectations? 

(DuFour et al., 2010)  

Such questions reflect that these are team concerns and not problems that teachers are to 

deal with in solitude and isolation on the campus. Collectively the teachers attempt to 

arrive at a consensus on these vital questions, concerns, or problems of practice by 

building shared knowledge. The process refocuses attention from student deficiencies to 

identifying research-based instructional practices that teachers can use to continue the 

progress of student learning. Through this collective inquiry, it also enables the teachers 

to develop new skills and capabilities, which eventually transforms into “fundamental 

shifts in attitudes, beliefs, and habits that over time transform the culture of the school” 

(DuFour et al., 2010, p. 122). The teachers at the school have a sense of urgency. PLC 

practicing teachers move quickly to learn a new strategy, and to create conditions for 

perpetual learning. Members of PLC realize that all their efforts must be judged and 

monitored based on results rather than good intentions. This focus on results leads each 

staff member to develop and “pursue measureable improvement goals” (DuFour et al., 

2010, p. 13) that align with the school and the district.  
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Collective Accountability in Professional Learning Communities 

DuFour et al. (2008) describe accountability as reciprocal responsibility for every 

increment of performance as a group. As teachers build a collaborative goal and 

philosophy in which they work together, they must also assume a collective 

accountability for the learning of all students (DuFour et al., 2008; Leclerc et al., 2012). 

Mowday, Porter, and Steers (1982) noted that teacher commitment is tied to a teacher’s 

psychological connection to the teaching profession, professional organizations, and 

school colleagues. It’s also tied to parents and students who can then be exhibited in the 

teacher’s teaching, dedication to improving students, and loyalty to the school (Lee et al., 

2011). This is also tied to the teacher’s commitment to the school’s values and goals. 

Therefore, it is crucial for teachers to be trained in a shared belief regarding a common 

vision, accountability system, and commitment to high levels of learning for students. 

Every system must start with accountability and good data to improve it (Fullan, 2005). 

In a school that has “ownership,” there is a systematic process in which teachers work as 

a team to improve results for students. The overall goal is to improve student 

achievement which can only be fulfilled through the teachers’ active commitment to 

students in their classrooms. High performing schools and teams also found that 

“collective responsibility” or “mutual accountability” is a key factor. Teachers are not 

accountable until they act and work collaboratively and hold each other accountable, “no 

group ever becomes a team until it can hold itself accountable as a team” (Katzenback & 

Smith, 1993, p. 64). Katzenback and Smith (1993) also expressed the importance of 

shaping and agreeing on a purpose that belongs to them collectively and individually. 
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Lastly, teachers’ commitment and accountability are closely related to their belief that 

they could improve student learning. A high level of teachers’ sense of “efficacy” has 

been found to be linked to a commitment to teaching (Lee et al., 2011). After 15 years of 

research in schools and districts, researchers at the organization for school policy research 

on education conclude that there could be a larger payoff in student achievement if we 

focus on stronger instructional improvement, and appropriate professional development 

(Cohen & Hill, 2000). Therefore, making sure that teachers are well trained and coached 

can help them believe that they can reach the students, which is extremely important in 

improving student achievement.  

Professional Development 

Professional development in professional learning is a core of activities that help 

teachers increase their knowledge and skills, which brings about changes in classroom 

practice. Teacher-based professional development workshops primarily focus on content 

knowledge, active learning, and best practices on how to teach content (Garet, Porter, 

Desimone, Birman, & Yoon, 2001). According to Darling-Hammond (2000), teacher 

professional development is the most persistent and highly significant predictor of 

student achievement in reading and mathematics. Effective professional development is 

crucial to changing what and how teachers teach, and students learn (Odden et al., 2002). 

In fact, qualitative and quantitative studies have shown that staff development, for the 

teaching of mathematics, is especially effective because it helps teachers to build strong 

mathematical content background (Cohen & Hill, 2000). According to Lloyd & Modlin 

(2012) professional development cannot be a one-time activity that does not allow for 
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breath or depth of exploration on a topic. It must be ongoing to make a difference and 

improve the skills of the teacher (Darling-Hammond, Wei, Andree, Richardson, & 

Orphanos, 2009, Hawley & Valli, 2000; Lloyd & Modlin, 2012). There is also a 

consensus that effective professional development needs to involve active learning and 

openness from teachers for them to internalize the learning. The professional 

development also needs to be sustained and on-going, integrated with school 

improvement plans, collaborative, and job embedded (Darling-Hammond et al., 2009; 

Desimone, 2011). Research has also shown that workshops outside the context of a 

school seldom align with ongoing practice (Coggshall, Rasmussen, Colton, Milton, & 

Jacques, 2012). Job-embedded professional development is also best when it is grounded 

in day-to-day teaching (Coggshall et al., 2012; Darling-Hammond & McLauglin, 1995). 

In the book, How people learn: Brain, mind, experience, and school, the National 

Research Council (2002) describes professional development training as best learned by 

teachers when there is a “typology” of learning environments. According to Darling-

Hammond and McLaughlin (1995) there are several types of learning environments: 

Learner-centered, knowledge-centered, and community and assessment centered. Learner 

centered is where learning is built on individual strengths, interests and needs of the 

learner, and knowledge centered is where there is a focus on discipline content 

knowledge for teaching. Community centered is where there are norms for collaboration, 

practicing, learning, and inquiry into learning. Assessment centered learning environment 

provides opportunities for teachers to assess their understanding by trying and practicing 

out new teaching approaches and receiving feedback (Darling-Hammond & McLaughlin, 
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1995). Lastly, professional development needs to be sustained over a period of time in 

order for generative change to take place (Garet et al., 2001).  

Teacher Feedback as Part of Professional Development 

The importance of teacher effectiveness can depend on the variation in teachers’ 

abilities to contribute to student achievement. In a supportive school, teachers receive 

sufficient evidence-based feedback to guide their reflection on their strengths and 

challenges to improve their practice (Cherascaro et al., 2015). Specific corrective 

feedback, such as specific suggestions, directions, or examples of how to use 

instructional strategies, are more appropriate and effective when compared to general and 

non-descriptive feedback (Hemmeter, Snyder, Kinder, & Artman, 2011; Scheeler et al., 

2004). In addition, feedback that is specific to instructional strategies also can improve 

classroom management. They can also lead to higher student achievement (Cherascaro et 

al., 2015; Epstein et al., 2008). Research on teacher quality and effectiveness plays an 

important part on a teacher’s subject matter knowledge, especially in math and science. 

This can also lead to student engagement and achievement (Epstein et al., 2008).  

Timeliness and frequency of feedback is also crucial so that it may have a positive 

impact on teacher responsiveness (Scheeler et al., 2004). Timing of feedback is either 

immediate or delayed. Immediate feedback helps teachers from continuing to practice 

errors that might go uncorrected. Immediate feedback can also help with changing the 

teachers’ behavior if the feedback is timely and frequent (Scheeler et al., 2004). It was 

found by Kinicki, Prussia, Wu, and McKee-Ryan (2004) that feedback is specific and 

positive, and it can be perceived as more accurate. The role of the person delivering 
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feedback helps with credibility, especially when their feedback to teachers is specific, 

frequent, and positive (Kinicki et al., 2004). Lastly, the evaluator is another important 

factor of credibility. The evaluator understands the evaluation standards and can use the 

standards in feedback conversations (Coggshall et al., 2012). 

Incorporating Peer Coaching in Professional Development Conclusion 

Across the country, schools help teachers overcome common challenges whether 

related to classroom management, student achievement or content knowledge. Novice 

teachers, especially, are likely to experience difficulties. Some studies indicate that 

providing coaches to new teachers can enhance their effectiveness, especially when 

support is provided over a period of years (Lake, Bowen, & Demeritt, 2012). Professional 

development literature in education has defined several methods of coaching.  

In one study Lloyd and Modlin (2012) make a distinction between individual-

level consultation, which focuses on direct services to a child or family, and program-

level consultation, which is when training is provided, there is classroom consultation, 

and other support is given to strengthen the skill of individuals, such as administrators 

and teachers. In general, a coach provides consistent, ongoing support to teachers, 

administrators, and children. Despite the differences in coaching models, the focus on 

changing teacher behaviors is the goal, then teachers have common features such as: 

building relationships with other teachers; observing, modeling, questioning and 

discussing in the classroom; and, monitoring progress towards certain goals (Lloyd & 

Modlin, 2012).  

According to Morrissey (2000), to enhance teacher effectiveness, coaching should 

strategically target the needs of the teacher, with the coaching aligned to the instructional 
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goals of the school. Teacher interaction within a structure for collaborative coaching 

provides the means to also confront the issue of solitude and isolation in a professional 

learning community (Morrissey, 2000). Observing teachers while also giving them 

immediate feedback is also required to make a difference in teacher behavior, learning, 

and effectiveness (Scheeler et al., 2004). Effective coaching requires frequent contact 

between coaches and teachers, sometimes spending one to two full days per week 

together (Lake et al., 2012). Whether it is peer coaching, the teachers must have the 

ability to build strong collaborative relationships with teachers and others. Peer 

coaching’s input and suggestions should be respected enough to be taken seriously (Lake 

et al., 2012). Part of coaching is the time that teachers will take to reflect on skills, 

teaching strategies, planning and content knowledge. The mastery of skills requires 

opportunities to practice, but also the time to think through and reflect on the learning or 

teaching. Teachers and coaches agree that this reflection, or transfer of knowledge is best 

when it occurs in a private and quiet area away from children and their classroom (Lloyd 

& Modlin, 2012). Lastly, there should be supportive culture at the campus that will 

support a coaching model, which includes: time and a calendar structured into the day for 

coaching. According to Lloyd & Modlin, (2012), there must be clear support from 

administration and facilitation of time during the day for teacher feedback, coaching, 

sharing of resources, and analyzing data. The coaching and feedback infused within the 

professional development will also align with the Texas Teacher Evaluation and Support 

System (T-TESS) that is used as the new teacher evaluation system for the state of Texas. 

It is designed to support teachers in their professional development and help them grow 
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and improve as educators.  

Texas Teacher Evaluation and Support System 

 T-TESS is the Texas Teacher Evaluation and Support System. It is a new teacher 

evaluation system for the state of Texas designed to support teachers in their professional 

development and help them grow and improve as educators as of 2016–17 school year.  

T-TESS replaced the 1997 previous teacher evaluation system, Professional Development 

and Appraisal System (PDAS) since over time it had drifted from its original intent to be 

a professional development system for educators and became more of a compliance 

system focused on rules. In addition, education has evolved in the last 17 years and 

PDAS was no longer considering the updated tools and teaching occurring in classrooms 

throughout the state. T-TESS on the other hand can easily align with what many districts 

are already doing on their campuses and supports creating open collaborative schools 

with a constant focus on student learning, and instructional and professional development 

for the teacher (Texas Education Agency, 2018). T-TESS has three measures of teacher 

effectiveness components which are observation, teacher self-assessment, and student 

growth. The components are used to provide three sources of information that create a 

more complex picture of a teacher’s effectiveness (Texas Education Agency, 2018).      

The T-TESS observation rubric has four domains which are planning, instruction, 

learning environment, and professional practice and responsibilities and within the four 

domains there are sixteen total dimensions within the four domains, five in instruction, 

three in learning environment, and four in both professional practice and responsibilities 

(Texas Education Agency, 2018). T-TESS observations strive to capture the holistic 
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nature of teaching where there is a constant feedback loop between teachers and students 

and gauging how students respond to the teacher’s instructional practices and for those 

reasons, each of the observable domains in T-TESS focuses on both teachers and 

students. T-TESS has five performance levels to capture the numerous teaching practices 

that teachers use as they teach and within the performance levels teachers can strive to 

improve some of these practices in their goal setting and professional development plan 

(Texas Education Agency, 2018). T-TESS communicates different practices between the 

performance levels to show what an accomplished and distinguished teacher does 

compared to a developing teacher. In addition, the T-TESS rubric strives to seize 

feedback into the rubric itself so that teachers can use to self-assess themselves or attain 

feedback from their appraiser to find practices in their performance levels above their 

current practice that they can work towards in professional development.  

In T-TESS like PDAS teachers had to submit a self-assessment but in PDAS it 

was a single submission in the fall which was rarely referred or used to promote 

professional growth throughout the year. In T-TESS the self-assessment is used by the 

teacher as an ongoing process throughout the year to promote and track goals and 

professional development which were agreed upon by both teacher and appraiser. The 

plan is submitted in the fall and the plan is a living document tracking progress towards 

the goals that were established at the beginning of the year yet allowing for goal revisions 

depending on the teacher’s situation. The goal is for the teacher to identify areas of 

improvement and map out a plan to achieve those goals which are established in a 

meeting with the appraiser. The professional development plan incorporates all forms of 
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professional development not just the traditional courses offered by outside entities or to 

whole school staff. It can include working within professional learning communities 

(PLCs), with an instructional coach, or another teacher. The plan can also include self-

directed PD that seeks literature, videos or modules that address specific practices that the 

teacher identified as improvement goals (Texas Education Agency, 2018). The teacher 

will track their professional development progress and revise goals as needed. At the end 

of the year conference, the teacher and appraiser will review the progress made in 

achieving the goals and set new goals based on the progress the teacher made during the 

school year. At the beginning of the next school year, the teacher will review student 

growth data and revise their goals and professional development plan and the process will 

repeat itself (Texas Education Agency, 2018). The T-TESS observation process is to 

establish an ongoing development process for all teachers regardless of their proficiency 

which is not isolated in a single year of performance but rather it be continuous and 

consistently building off prior efforts and close attention. Lastly, teachers have a say in 

their professional plan and monitor their own goals and progress growth throughout the 

year with appraisers seeking to provide support for teachers to achieve their goals in 

order to improve student achievement and growth.  

The T-TESS component of student growth is used to measure how much a student 

progresses academically with a certain teacher which considers a student’s entering 

achievement when measuring how much the student grew as opposed to measuring 

student growth based on a single assessment or passing tests (Texas Education Agency, 

2018). Measuring growth considers students for example, who move from three years 
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behind to two years behind yet not unable to pass tests. Student growth encourages 

teachers to teach to all students focusing on the entire class always working for each 

student to progress appropriately throughout the year, not just students who are proficient 

or can pass tests. Student growth data is used as observation and self-assessment data as 

information that will help inform the teachers about their strengths and areas of focus for 

their professional development plan so they can better impact student achievement for all 

students the following year (Texas Education Agency, 2018). Student growth is only 

measured in a multiple measure evaluation system such as T-TESS. The inclusion of 

student growth data in a formative evaluation process allows for a complete 

understanding of which students a teacher has reached and how much the teacher has 

reached them in a given year (Texas Education Agency, 2018). Ultimately, the goal of T-

TESS is to also help teachers evaluate their teaching as they also focus on student growth 

which is aligned with the state accountability system through STAAR results.  

Measure of Academic Progress (MAP) Assessments 

As teachers use different assessments to analyze student growth, Measure of 

Academic Progress (MAP) Growth assessments that can be used to measures what 

students know and what they need to learn next at certain times of the year. MAP, is a 

computerized adaptive test that assesses students in reading and math (Yinghua 

Academy, 2019). By dynamically adjusting to each student’s responses, MAP tests begin 

with a question appropriate for the student’s grade level, then dynamically adapt 

throughout the test in response to student performance (Yinghua Academy, 2019). This 

progressive refinement allows MAP to challenge students without overwhelming students 
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whose skills are below grade level. MAP Growth creates a personalized assessment 

experience that accurately measures performance. MAP is based on how much growth 

has occurred between testing events, and when combined with norms, shows projected 

proficiency (Yinghua Academy, 2019). Students are tested in the beginning, middle, and 

the end of the year. Student MAP testing results are reported in RIT scores (short for 

Rasch UnIT) which is an estimation of a student's instructional level and also measures 

student progress or growth in school. Teachers can then refer to the Grade Level National 

Norm Mean for Map (see Figure 2.1) to compare achievement status and growth between 

each test session to students’ performance in the same grade at a comparable stage of the 

school year (Yinghua Academy, 2019).   

 

Figure 2.1. Grade level mean for map. 

Educators can track growth through the school year and even over multiple years. Along 

with other assessments, teachers use the scores to differentiate instruction and pinpoint 

individual student needs. Linking the Texas STAAR Assessment to NWEA Map report 

showed a set of scores on MAP reading and math tests for third to 8th grades that 
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correspond to each STAAR performance level and by using the scores, MAP scores can 

accurately predict a student’s performance in STAAR tests and identify those students 

who are at risk of failing so they can receive the necessary instruction to meet their goals 

(Yinghua Academy, 2016).  

STAAR Interim Testing 

The Texas Education Agency (TEA) has created online interim assessments that 

align to the Texas Essential Knowledge and Skills (TEKS). The STAAR Interim 

Assessments are developed with Texas teachers and include some former STAAR items 

and are available at no cost to districts and charter schools. Interim testing assesses 

student skills during intervals to help predict the likelihood of summative outcomes and 

identify student needs (Texas Education Agency [TEA], 2018). STAAR Interim 

Assessments also provide the flexibility for districts to assess students below their 

enrolled grade level during both fall and spring interim assessment in order to show 

academic improvement (TEA, 2018). Interim testing assesses student skills during 

intervals to help predict the likelihood of summative outcomes and identify student 

needs. The tests are adaptive based on student answers. The assessment also 

has embedded supports that include content and language supports, as well as text-to-

speech (TEA, 2018). Results from the interim assessments are reported in the STAAR 

Assessment Management System and include a new online reporting suite which contains 

district-level, campus-level, and student-level reports (TEA, 2018). Reports at the student 

level will include the student’s response to each test question, the TEKS student 

expectation for each test question, and a pop-up window that shows the test question 
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(TEA, 2018). Reports will also include that statistical probability of achieving 

“Approaches”, Meets and “Masters” on STAAR tests (TEAy, 2018).  

Systems 

 The categories of collaboration, collective accountability, professional 

development, feedback, and coaching encompass the theme of systems within the 

community of the school. In fact, many school reforms require systems that can 

transform or restructure. We need complex systems and designs of organization and 

provision to be able to adapt to new demands and new possibilities (Groff, 2013; 

Hargreaves, 2003). In recent history, public school reforms have used 20thcentury 

organizational techniques to improve nineteenth-century institutions and school output. 

Hargreaves (2003) argues that transformation can only occur by shaping and stimulating 

disciplined processes of innovation with the schools and build infrastructures capable of 

transferring ideas, knowledge, and new instructional and pedagogy practices. 

Transformation should also create systems that challenge and motivate a critical number 

of educators and provide the capacity to reinvent the structures, systems and practices 

from within. The challenge is to build professional identities and learning communities 

that can adapt and create their own ideas and solutions. Some of these features include 

schools operating collaboratively, a teaching force encompassing a wide range of 

instruction and content expertise, skills, data literacy, use of research knowledge and the 

ability to adopt and adapt teaching strategies for students with diverse needs, and 

leadership capacity distributed widely across schools and community (Groff, 2013). 

Noguera (2007) said it best:   
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Their striking deviation from norms of failure and mediocrity cannot be explained 

by their possession of a secret curriculum or extra resources, rather what sets them 

apart and makes them unique is the dedication, commitment of the educators who 

work there and deliberateness of the approach they take in meeting the needs of 

the students they serve. (p. 1)      

 

Conclusion 

Chapter II addressed the appropriate literature connected to the topic of the 

achievement gaps that continue to expand between minority and White students. Since 

school reforms alone will not solve this complex problem, using the professional learning 

communities’ structures, along with the use of effective and timely response to 

interventions, can help close these gaps. In addition, the professional learning 

communities’ structures will help form a collaborative and reciprocal accountability 

environment to ensure that everyone has the same goal of improving student achievement 

which aligns with the T-TESS teacher evaluation system of professional development and 

student growth. Lastly, because teachers make a difference in student learning, there must 

be a priority to train teachers in giving each other timely feedback and coaching which 

also aligns with T-TESS since part of the goal is for teachers to receive feedback by the 

appraiser or by reflecting and assessing themselves.  



Texas Tech University, Nancy Parker, August 2019 

 

72 

 

CHAPTER III 

METHODS AND PROCEDURES 

The purpose of this design study was to develop an intervention addressing a 

problem at an elementary school in west Texas. This was determined after current spring 

2018 data had similar conclusions from the spring 2017 pilot study. Administration  

began to identify a problem of practice in the spring of 2017 by using intuitive personal 

feelings based on experience as the campus principal for nine years. According to 

Mintrop (2016) intuitive theory of action combines creative ways of what a person knows 

or understands about both problem’s causes and the drivers that move the change process 

forward and that may improve on the problem. Administration was initially concerned 

about student growth on the Measurement of Academic Progress (MAP) assessment at 

the intermediate Grades 3–5 which showed that students were not making their projected 

growth in math and reading. In addition, State of Texas Assessments of Academic 

Readiness (STAAR) writing scores were lower than math and reading scores. Therefore, 

the initial high inference problem of practice was that the teachers needed to focus on 

improving their Response to Intervention (RTI) lessons for students to improve in their 

academics. Since the campus has been a National Model Professional Learning 

Communities school for three years, administration assumed the framework and practices 

were being implemented daily by all staff members, and they understood the goals and 

vision of the campus. In addition, since school data and Specific, Measurable, Attainable, 

Realistic/Relevant and Time Bound (SMART) goals were shared and written with the 

staff every year, administration also assumed that teachers and support staff understood 

the reality of the campus academics and the areas of improvements. Due to success in 
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STAAR math and reading data in Grades 3–5 what was done in the past worked; 

therefore, they continued to implement the RTI, balanced literacy framework, small 

group instruction, metacognition, math number sense, and the professional learning 

community (PLC) framework, even though there had not been any ongoing PLC training. 

The campus especially used from the PLC framework the emphasis of planning 

(backward design), assessing the students, and “the how” of how to teach a skill. In a 

PLC the teacher team or grade engages in collective inquiry into both best practices in 

teaching and learning (DuFour et al., 2010). Teachers were given time to meet and 

collaborate during the school day and after school. Teachers met, recorded their 

collaboration using the PLC minute, and turned this information in after their meetings, 

so administration did not have to attend many of these planning meetings. Applying the 

PLC framework, staff analyzed data by implementing a data dig process for each grade 

which helped the teachers inform their instruction in class, intervention, and enrichment. 

In addition, staff attended scheduled alignment staff meetings to discuss content and best 

practices based on MAP and STAAR data. These meetings were always led and guided 

by administration but were sometimes cancelled due to after district or parent meetings 

that administrators had to attend, so consistency was a problem. After reflecting on the 

administrator’s intuition and experience and developing a high inference problem of 

practice, administrator decided to conduct a needs assessment the fall of 2017 and began 

by collecting different sources of quantitative and qualitative data.  
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Needs Assessment 

During the last few years, the school became a national PLC school and 

implemented the PLC framework and components. Implementing the PLC framework 

helped to achieve high STAAR scores, state distinctions, and aided with becoming an 

international baccalaureate school. In 2017, the school earned five out of the six state 

distinctions in reading, math, over all student performance, and student growth.  

During a pilot study at the campus in the fall of 2017 a needs assessment was 

conducted indicating that even though the school was doing well academically there were 

areas that needed improvement. According to STAAR Grade 4 writing, (see Figure 1.3) 

only 70% of the students passed; the average writing score was four, compared to eight 

being the highest writing score that can be achieved. STAAR writing scores also showed 

that many of the students did not pass their writing due to the proofing and editing 

portion of the test. End of the year MAP data (see Figure 1.4) collected indicated that 

fourth and fifth grade students did not make the projected growth in the areas of math and 

reading. In addition, longitudinal reading data (see Figure 1.5) indicated that Anglo 

students continue to outperform Hispanics, economically disadvantaged, and African 

Americans in reading. In 2013 the gap was 10%, and in 2017 the gap expanded to 28% 

when all reading STAAR scores were summed up together. Longitudinal math data (see 

Figure 1.6) indicated that Anglo students continued to outperform Hispanics. In 2013 the 

gap was 23% and expanded as large as 64% when all math STAAR scores were summed 

up together. Based on this data, there is an achievement gap at the school which 

continues to grow. In addition, the qualitative data in the pilot study indicated that 
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teachers were not consistently using their scheduled PLC time for collaborating on lesson 

planning, sharing best practices, planning for RTI, or discussing data. The data also 

showed that teachers at the campus preferred peer coaching and feedback from their own 

colleagues rather than administration because they were in classrooms facing the similar 

issues. Surveys indicated that teachers shared a collective accountability for student 

learning and were also responsible for student success regardless of the grade they taught. 

Teacher surveys indicated that teachers did not always feel comfortable teaching the most 

difficult reading TEKS and integrate them into other content. Lastly, even though there 

were model classrooms, teachers lacked the time during to observe.  

A new data analysis assessment was conducted in the summer of 2018 to ensure 

that a pilot professional development program was necessary to effectively close the 

achievement gaps at the campus based on student needs. The new data analysis included 

a collection of several data sources such as STAAR third–fifth math, reading, and writing 

2017–18 results, and K–fifth 2017-18 MAP results in reading and math. Figure 1.7 

illustrates STAAR data indicating that overall, students passed their reading, math, 

science STAAR tests in Grades 3–5 at the approaches level. Additionally, Figure 1.8 

displays that the campus scored at the top 10% in ELAR/reading, math and 

postsecondary readiness. Due to these high scores, the campus received three out of six 

state distinctions. Figure 1.9 shows that the STAAR Grade 4 writing improved to 77% 

compared to 70% from the previous year. However, the average writing score was still a 

four which remained the same from 2016–17 data. STAAR writing scores also showed 

that proofing and editing portions of the test were still a challenge for most students. The 



Texas Tech University, Nancy Parker, August 2019 

 

76 

 

area of reading for STAAR Grades 3–5 continued to show there was an area of need 

which was also present in the 2016–17 school data. Even though math scores also 

showed that not all students were progressing and growing in their math, the decreases 

were not as evident as in reading. Figure 1.10 indicates that even though most students 

passed the 2018 STAAR reading many students did not continue their growth and 

progressed from third to fourth grade. According to cohort performance, of the levels 

showing student’s growth from one grade to another grade only 50% of the third grade 

students who took the STAAR in the fourth grade did not meet expectations. Ten percent 

of the students who passed with an approaches score declined from third to fourth, 50% 

of the students who passed with a meets score declined from third to fourth, and 37% of 

the students who achieved a masters score declined from third to fourth. The same pattern 

of students not growing in reading was seen in Figure 1.11 in cohort performance levels 

comparing fourth students growth in fifth STAAR reading in 2017–18 school year. In the 

data it showed that only 50% of the students met passing expectations, 10% of the 

students that scored an approach score declined from fourth to fifth, 80% of the students 

that scored a meets score declined from fourth to fifth and 46% of the students who 

achieved a masters score declined from fourth to fifth. Finally, in Figure 1.14 MAP 2018 

reading scores were also lower than the math scores for students K–fourth with the 

exception of fifth math and reading which were both low. In addition, fifth scores in 

reading and math were lower than the district and did not make the projected growth.  

After reviewing both the 2017 and 2018 school data, it concluded that there was a 

student need of intervention especially in the area of reading. An emphasis was then 
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placed on designing a focused professional development specific to the campus needs 

that supported teacher collaboration in order to learn from each other and become 

knowledgeable in research-based reading practices and strategies for RTI that would 

effectively close the achievement gap in reading.  

Study Design 

Stringer (2014) states “Action research is a systematic approach to investigation 

that enables people to find effective solutions to problems they confront in their everyday 

lives” (p. 1). Action research uses continuing cycles of investigation in order to diagnose 

a solution to a specific setting or situation (Stringer, 2014). The research requires 

“learning by doing” with a group of participants who identify a problem in their setting, 

“do something to resolve it, see how successful their efforts were, and if not satisfied, try 

again” (O’Brien, 2001, p. 1). In the current study, the schools Intervention Design Team 

(IDT) worked with me to co-design and organize a sequence of focused professional 

learning activities to emphasize evidence-based strategies for coaching and feedback, and 

to improve their instruction and strategies to provide effective RTI for students. As 

reflective practitioners, principals and teachers have experience and knowledge of what 

makes students successful; allowing them to develop and participate in the professional 

learning provides them a sense of ownership, accountability, and the ability to become 

instructional leaders. This focus also turns the participants into researchers too, “people 

learn best, and more willingly apply what they have learned, when they do it themselves” 

(O’Brien, 2001, p. 1). It also allows them to use their reflection to be systematic and 

evidence-based during the action research study (Robins, 2015). The professional 
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learning intervention model activities and training purpose addresses problem areas for 

closing the achievement gap providing effective RTI at the campus. The practical design 

is knowledge about “what to do or how to intervene when one encounters recognizable 

problems in one’s work” (Mintrop, 2016, p. 3). According to Mintrop (2016) the design 

should be realistic and possible because it is “sufficiently concrete so that people can 

make connections between their experiences of problems and what the design of a 

solution suggests for them to do” (p. 3). The professional development design focused on 

learning and applying evidence-based reading strategies as teachers also improved their 

teaching by observing each other, giving feedback and reflecting on their teaching; “good 

teachers regularly review their teaching practices to ascertain what techniques provide 

success for their students” (Robins, 2015, p. 84). Action research provides an opportunity 

for practitioners to collaborate and improve student achievement because, “time is spent 

on refining the methodological tools to suit the exigencies of the situation, and on 

collecting, analyzing, and presenting data on an ongoing, cyclical basis” (O’Brien, 2001, 

p. 1). 

Methods 

The purpose of the current study was to design an instructional reading 

intervention planning professional development to address a real educational problem in 

the campus. The process included combining a research design-based school 

improvement model and action research, which worked simultaneously. This allowed me 

to be an integrated component of the research study while allowing flexibility for me and 

the participants to adjust and adapt to the study when necessary. The research was a 

design-based intervention model and an insider action research model which required me 
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to be an active participant, immersed in the process). Action research is a dual approach 

where one is acting, as well as constructing knowledge about the action. Design-based 

research is an appropriate approach to address real problems found within the work 

environment but also a process that implements effective high-quality interventions to 

ultimately solve these problems. Mintrop (2016) states, “A design-based approach is 

appropriate in a work environment that increasingly demands leaders provide evidence 

for their decisions and the results” (p. 13). The results of the design need to be confirmed 

and verified by the participants and other relevant reformers (Mintrop, 2016). Designers 

use inspiration, creativity, and insight, which was intertwined through the process of 

inquiry to generate new ideas (Mintrop, 2016) In summary, design development is 

“imaginative, theory and research based, user-centered, context-specific, created 

cooperatively, emergent, iterative, and dependent on results” (Mintrop, 2016, p. 13).  

Participants and Selection 

The school in the current study is an elementary magnet school which houses 

approximately 500 students in Grades Pre-kindergarten through fifth grade. Each grade 

level consists of three to four teachers with 18 to 24 students in each class. The support 

staff consists of one special education teacher, one English second language (ESL) 

teacher, one music teacher, one physical education teacher, one art teacher, one Spanish 

teacher, one Chinese Mandarin teacher, one full time librarian and two paraprofessionals. 

A part-time counselor and full-time assistant principal, along with the principal provide 

the professional support staff who serve the entire campus. 

The participants in the study were teachers who volunteered to participate in the 
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study after Dr. Irma Almager, Principal Investigator (PI) announced the study to all staff 

members at the campus. A recruiting email (see Appendix A) was sent to the entire staff 

from Dr. Almager, who was not employed by the district for the teachers not to feel 

pressured to participate, be well informed about the time commitment, and the 

confidentiality of their participation. In addition, the recruiting email also included a 

timeline, consent form with a deadline and Dr. Almager’s contact information (see Table 

3.1) so if they had questions, they could directly contact Dr. Almager without having to 

communicate through the principal. Teachers not interested in participating did not 

respond to the recruiting email. Teachers interested in participating emailed their consent 

form (see Appendix B) to the Dr. Almager who then communicated with the principal 

which teachers would be participating in the research study. In addition, the teachers who 

signed the participation letters were given the option to stop participating anytime during 

the study. Once the participants were selected, they took part in the design team creating 

the professional development training, timeline, and activities for Phase I, II and III. 

Phase I, professional development, began in the summer and the instructional team 

committed to attending the training since they were not on official duty during this time. 

The planning and training took place during the summer, but additional training sessions 

took place during the professional development campus days the district designates at the 

beginning of the school year (Phase II), and once the school year began (Phase III). The 

IDT members helped develop all phases of the professional development training and 

participated in the activities involving the training.  
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Instrumentation 

   A qualitative method research approach was used for the current study. Creswell 

(2014) discusses that a qualitative study is when the objective is to verify a theory rather 

by collecting data to confirm or disconfirm by the results. A collection of different types 

of qualitative data were gathered. Action research is more of a “holistic approach to 

problem-solving, rather than a single method of collecting and analyzing data” (O’Brien, 

2001, p. 1). Therefore, it allows a variety of tools to be used as the research is conducted. 

The quantitative data provides different types of information and then compares the 

results to see if the findings confirm or disconfirm each other (Creswell, 2014).  

The research instruments used in the current study to document and collect data 

were a pre-assessment and post-assessment four-point survey consisting of 30 questions 

(see Appendix D). The teacher survey script and a Qualtrics® survey link was emailed to 

the participating teachers by the PI (see Appendix C). Qualtrics was used to collect the 

survey data for both pre and post assessment surveys. The survey consisted of Likert 

scale questions, concerning Instruction Domain II on T-TESS (planning), instruction, 

feedback, PLCs and RTI. The total score and the average scores of the participants 

between the pre-survey and post-survey were compared to analyze their coaching, 

feedback, and reading strategy practices growth from the beginning to the end of the 

research project. Simultaneously, the instructional planning procedures for collaboration 

and teaching practices during PLC times were explored using qualitative methods such as 

individual interviews, documents and observations.  
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Data Analysis 

To ensure trustworthiness in a research study, according to Guba (1981) 

credibility, dependability, transferability, and confirmability must be part of the criteria. 

Several practices were used during the study to assure credibility. The qualitative data 

were analyzed separately and then combined (Creswell, 2014). Shenton (2004) explains 

that credibility is to “seek to ensure that their study measures or tests what is actually 

intended” (p. 64). The findings of the qualitative results were reported, then the themes or 

patterns found in the qualitative data were discussed. According to Creswell (2014) the 

identified themes and patterns are attempted to be explained and understood by the 

researcher. An increase of student achievement through the implementation of the 

professional development activities lead by the IDT were validated or not validated once 

the two data sets were analyzed. The reliability of the instruments was also important; 

repeating the use of the same survey instruments, for example, ensured that the methods 

were reliable (Leedy & Ellis Ormrod, 2005). An Excel™ spreadsheet was used to 

compare the data collected from the pre- and post- assessment surveys from Qualtrics to 

measure growth of each individual and the IDT growth towards improving their 

knowledge about T-TESS, reading practices, coaching, and feedback through 

collaboration after research based professional development is implemented. As a 

researcher, Creswell (2014) discussed the importance of actively incorporating validity 

strategies in the study by using multiple approaches which should help assess the 

accuracy of findings as well as the accuracy. Therefore, to build validity and 

trustworthiness of the data, individual interviews, observations, and documents that align 
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to growth and learning related to the professional development were used. The computer-

generated program, ATLAS.ti 8© was used to collect qualitative data with codes to 

support themes and descriptions found through multiple pieces of data. 

According to Shenton (2004) transferability is where the findings from one study 

can be applied to another. Therefore, it was important for me to ensure that the contextual 

information about the fieldwork was provided in detail to explain the essence of the 

experience to the reader. In order to explain the essence of the experience a field log was 

used to keep detailed information related to observations for every meeting, professional 

learning activities, observation, and teacher interviews. In addition, the researcher used a 

diary to keep record of observation, personal feelings, and experiences during the study. I 

collected quantitative data such as STAAR, MAP and district or common formative 

assessments while simultaneously collecting and analyzing qualitative data through the 

triangulation design. The collection of qualitative data occurred at the school site using of 

documents, surveys, interviews, and observations. The teacher interviews were conducted 

in an informal setting with an open-end approach. The use of different data sources 

helped build a coherent justification for the themes; if themes are based on several 

sources of data this helps in adding validity to the research study (Creswell, 2014). The 

individual interviews consisted of the IDT staff and were digitally recorded along with 

field notes to capture and preserve the true intent of the discussions. According to 

Shenton (2004), dependability can be established “if the work were repeated, in the same 

context, with the same methods and with the same participants, similar results would be 

obtained (p. 71).   
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The triangulation of gathering data from multiple participants within the 

organization helped support the validity of the data to support the findings. The data also 

reflected if the professional learning trainings contributed to a new behavior by the IDT 

toward improving their coaching and feedback strategies by using qualitative data that 

“should reflect the specific processes or markers that are influencing change, along with 

whether they are achieving the intended outcomes” (Mintrop, 2016, p. 15). The reliability 

of the process was supported through the clear and consistent approach of gathering data 

and the protocols in place. The reliability in qualitative data refers to the consistent 

approach the researcher uses in the study, and the validity is achieved through the 

measurement of what it was intended to measure (Creswell, 2014). Reliability and 

validity were achieved through my research by having a clear understanding of what 

needed to be measured and provided consistent procedures and protocols throughout the 

research. 

Confirmability is “the degree to which its findings are the product of the focus of 

its inquiry and not of the biases of the researcher” (Erlandson, Harris, Skipper, & Allen, 

1993, p. 34). Keeping a researcher’s journal, diary, field notes, triangulation, engaging in 

debriefing with teachers and peers throughout the study, helped keep the analysis 

transparent especially since it was based on data.  

The researcher must integrate themselves into the process and environment in 

order to sufficiently observe and collect data (Creswell, 2014). As the principal of the 

campus, a long engagement occurred during the entire process of collecting data for this 

study. Observation data was collected during the school’s instructional design team 
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professional learning training and during teacher observations. In order to collect reliable 

data a field log was utilized to keep detailed information related to observations for every 

meeting, professional learning activities, and teacher interviews. Additionally, a diary was 

kept writing about perceptions, feelings, and reflections throughout the current study. I 

was able to accurately collect data that was supported by multiple perspectives and 

sources.  

Procedures 

 

School districts attempt to improve instructional quality by investing in the 

professional training of their teachers; however, it is seldom paired with collaboration, 

coaching, and feedback. Coaching and feedback can be used to enhance teacher 

effectiveness in their teaching and change in behavior (Scheeler et al., 2004). During the 

study the goal was to design, develop and implement a reading professional learning 

program intervention model for the campus instructional leaders at the school. The school 

instructional design team helped plan and design the professional development 

intervention plan. The campus instructional team and administration worked 

collaboratively to develop a series of activities to improve their reading instruction 

through coaching and feedback strategies to effectively provide RTI for struggling 

students. This was achieved through the PLC time already in place at the campus. 

Administrators, teachers, and staff are more productive and more motivated when a 

school’s environment is permeated with a sense of collaboration and team accountability 

(Mundschenk & Fuchs, 2016). Therefore, it is important that the development and 

planning of the plan comes from the IDT. It is also important that the training is planned 
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in collaborative cycles (Phase I, II, III) so that it allows the teachers to use collective 

inquiry into problems of practice that are common to the work they do every day. The 

current literature on PLCs nurtures the goal of improving teacher effectiveness in order to 

improve student learning through collaboration (DuFour et al., 2010).  

 After conducting an extensive needs assessment for the elementary school in fall 

of 2017 and current 2018 spring data, administration found that the PLCs in schools do 

not automatically translate to enhance student achievement. The current study was 

designed to strengthen the PLC vision and goals of the framework. It also concentrated 

on the PLC collaboration time for the teachers, support staff, and administration to use 

coaching and feedback in order to improve teaching. Teachers need the training to 

effectively learn from each other, coach, and give each other feedback and reflect on their 

teaching. The improvement in teaching is to address the achievement gap in sub groups 

by providing effective reading RTI. An emphasis is placed on designing a focused 

professional development specific to the campus needs that support teacher collaboration 

to learn from each other and become knowledgeable in research-based reading practices 

and strategies. The three components of the change drivers diagram generated through 

Exploratory Needs Assessment (ENA) show the refined low inference problem of 

practice, the three change drivers and the intended goal. When educators act as change 

agents, they need to reduce the problem and decide on drivers that “will cut through this 

complex web of human relationships and move it in the desired direction” (Mintrop, 

2016, p. 116). According to Mintrop (2016) drivers strengthen resources and diminish the 

power of inertia and add more knowledge, “motivational energy, higher aspirations and 
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expectations, a higher sense of efficacy, and a keen sense of hope and optimism” (p. 128). 

The change drivers help as a logical model for the beginning of core change that “unfolds 

in the zone of the next level of work, within people’s capacity to stretch” and eventually 

develop an intervention likely to succeed (Mintrop, 2016, p. 128). The change drivers 

work concurrently and cohesively together at the campus environment where one cannot 

exist without the other to truly impact the application of effective strategies to increase 

student learning. 

The first driver provided teachers with targeted teacher professional development 

on PLCs and the framework, goals, and basic core values. By providing a PLC overview 

it helps with training the new staff but also as a review for current staff members that the 

model is used for school reform, and people working within the school organization have 

a common goal of student achievement. In addition, learning occurs in groups and can’t 

be reduced to a random accumulation of individual knowledge; and learning occurs 

within a systematic collection and focus on teaching and learning. Even though the 

campus is a national model PLC school, the PLC framework is not consistently being 

implemented throughout the campus. Therefore, it is important for the staff to have a 

clear understanding and knowledge of the PLCs framework in order to build a clear 

vision and belief in collaboration to improve their RTI which effects student achievement 

with the support from the literature review. PLCs also have specific elements present and 

make them successful. These elements are: a focus on learning, a collaborative culture, 

collective inquiry into best practice and current reality, action orientation, commitment to 

continuous improvement, and results orientation. The first driver is related to the problem 
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of practice because just having a PLC model school doesn’t necessarily equate to student 

achievement. For a successful PLC framework to function and work, the elements of the 

PLC framework must be consistently applied by all staff members.  

The second driver focused on providing the teachers time to collaborate, observe 

each other and give each other timely feedback. In their learning, teachers must work 

together to gather more information about their teaching, content, strategies, and then 

discuss, share, and critique each other so that all members of the group understand and 

can use the new information. In other words, the group focuses on continuous 

improvement rather than reengineering or restructuring. Teachers will also use this time 

to analyze data, create a teaching plan, implement the plan and assess the plan. The goal 

is for the driver to reinforce the “commitment to act; a deeper understanding” of the 

problem (Mintrop, 2016, p. 125). The second driver connects with the problem of 

practice since teachers need time to collaborate, learn from each other and focus on the 

implementation of best practices to teachers who generate timely responses to student 

issues and develop steps to ensure the implementation of high-quality evidence based 

best practices with fidelity in their interventions as they work on their PLCs.  

The final driver targeted professional development in administration and teacher 

coaching. This form of training is different than the “one shot” activities that do now 

allow for breadth or depth of exploration on a specific area. Teachers need well defined 

training on strategies with ongoing coaching to improve skill acquisition and to better 

transfer what they have learned to their work with improving student learning. In 

addition, teachers need training on how to provide constructive and critical feedback on 
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teachers’ performance. Most importantly, teachers are more likely to follow through and 

consistently apply the skills they have learned when they have continued feedback and 

support from their peers and administration.  

Teachers receive consistent evidence-based feedback on how to effectively use 

instruction strategies and help reflect on their strengths and challenges according to the 

literature. This professional development works in specific contexts relying on 

knowledge and ideas to reach the goal of desired change (Mintrop, 2016). The third 

driver is connected to the problem of practice because teachers need to improve their 

teaching; by receiving administrative and peer coaching and feedback, this can help the 

teachers with the implementation of new ideas with fidelity and reflects on their 

individual and collective teaching and its impact on student learning.  

Professional Learning Program Intervention Design: Work Plan and Timeline 

 

 Theory of change was created in the current study by implementing a focused 

intervention model plan of several professional development learning activities for the 

goal of improving a focal problem of practice through theory of action. The theory of 

action was created to develop the theory of change and both function together to direct 

the current study. Action research is research in action, rather than research about action 

(Coghlan & Brannick, 2014). The purpose of the current study was to design and 

implement a sequence of professional learning for the IDT members on the campus that 

focused on problem solving and change. The sequence of professional learning activities 

required collaboration and cooperation of the IDT staff in order to instructionally support 

the changes in teacher instruction.   



Texas Tech University, Nancy Parker, August 2019 

 

90 

 

Another purpose of this inquiry study was to provide evidence to support the 

value of using research based focused professional development for the teachers in order 

to increase student achievement. Inquiry into a problem of practice provides an 

organization to work collectively by using a collaborative cycle of process of engaging in 

honest conversations about constructing a plan, acting on the plan and evaluating the 

action in the plan (Coghlan & Brannick, 2014). The inquiry process is a cycle that is 

carried out in a collaborative environment for the design team to evaluate the steps by 

using data and then sees what was learned to correct the next steps (Coghlan & Brannick, 

2014). The qualitative data was collected through the ethnographic research process by 

using field notes, surveys, interviews, and observations. The ethnographic approach 

provided data by observing behavior and language and actions of the staff while working 

together in a collaborative professional development setting on the campus. While 

designing and implementing the professional development activities, the ethnographic 

approach allowed continual and ongoing observation.  

Phase I: Program Intervention Design Model and Development 

 

The intervention in the current study involved campus administrators and staff. 

The participants in the action research project were co-researchers and possessed an 

openness to new learning, the ability to be reflective on their own growth, a willingness 

to collaborate with others and strong leadership skills. The participants completed each of 

the 10 collaborative week sessions, were the campus principal and volunteered staff 

members. The participants were considered the elementary school’s IDT for the campus.  
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Role of the Researcher 

According to Stringer (2014) the primary role of the researcher is to implement 

the action research method into action, participate in the research process, facilitate the 

collection of data and create conditions where participant’s energy is mobilized, 

enthusiasm will be engaged, and participants are able to generate activities that can bring 

resolution to a problem involved in the study. My perception of a design team approach 

was shaped by personal experience through my own learning. As a school principal for 

the last eight years and in education for 22 years I have received extensive training in 

essential skills that target academic problems through intervention plans based on data 

collection, professional training, and implementation of instructional strategies to aid in 

addressing the problem. Based on experience of school improvement enhances my 

awareness of the positive effect data plays on effective planning, training, and 

implementation of instructional strategies. Other personal experiences leading to this 

perception is the seven years I worked as an elementary bilingual school teacher, and the 

five I worked in the bilingual office at the central office. These experiences provided the 

capability of collecting several types of data to support mastery of academic goals as 

students were mastering their English language development. While my experiences as a 

principal, central office, and teacher influence my perception, I must also be aware of my 

biases. As the principal of the elementary school in the current study, I put forth an effort 

to ensure objectivity did not influence my interpretation of the results based on personal 

knowledge of campus initiatives and data. It is imperative, as a researcher to review the 

data collected throughout the study with an objective lens to provide the most accurate 
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feedback about the findings of the professional development plan as a guide to increase 

student achievement.  

Organizational Framework 

The organizational framework consisted of the IDT as the team of study. The 

researcher, who is the school principal led the team through the development and 

implementation of the intervention process. The intervention process consisted of a series 

of focused professional development activities that strove to use the PLC time to support 

teacher coaching and feedback for them to improve student achievement. I used research-

based practices to create the preliminary professional development for the campus.  

During the period of implementing the intervention plan, the design team shared 

and reflected on their learning during the professional learning activities. All the training 

occurred on the campus in teacher classrooms or the conference room. Some of the 

training was full day sessions while other sessions occurred during PLC time during the 

school day. Table 3.1 provides an outline of the targeted professional development plan 

for the design implementation of the research based upon drivers found in the literature 

review.  
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Table 3.1 

Intervention Design Table 

  Content 

(Phase I) 

Week 1 

In-kind 

Principal,  

Asst. Principal 

and Reading 

Consultant 

Design and develop calendar for professional 

learning days for the school staff 

 Discuss peer coaching and feedback training 
 Select the metacognition skills that will be 
 used in the peer coaching and feedback 

 Discuss the Professional Learning Communities 

Framework and components 
 Discuss Response to Intervention (RTI) 

components and goals 
 Develop school schedule of PLC collaboration 
 Develop the school schedule of peer observations 

and peer coaching/feedback sessions 

(Phase II)  

Week 2 

In-kind 

Principal,  

Asst. Principal, 

reading 

consultant and 

all staff 

 

  

Implement professional learning days for the school 

staff 

 Review peer coaching and feedback training 
 Discuss the metacognition skills that will be 
 used in the peer coaching and feedback 

 Review the Professional Learning Communities 

Framework and components 
 Review Response to Intervention (RTI) 

components and goals that will be implemented at 

the campus 
 Discuss the school schedule of PLC collaboration 
 Discuss the school schedule of peer observations 

and peer coaching/feedback sessions 

Week 2 

15 minutes 

Email to all 

Staff 

 

Intervention 

Design Team\ 

(IDT) 

Introduction to Purpose of Study 

 PI will send recruiting email and consent form (see 

Appendices A and B) to the entire school staff 
 Collect teacher consent forms 
 Turn in consent forms to Co-PI 
 PI will send pre-survey to teachers through 

Qualtrics 
 Teachers submit survey answers to Principal 

Investigator through email 

                                                                                                     (table continues) 



Texas Tech University, Nancy Parker, August 2019 

 

94 

 

Table 3.1 (continued). 

  Content 

Week 3 

In-kind 

All Staff 

Intervention 

Design Team 

(IDT) 

Applying the skills 

 Review the T-TESS Domains 
 Apply coaching and feedback strategies using peer 

coaching/feedback  
  Apply T-Tess Domain II to the lesson observed 

Week 4 

In-kind 

All Staff 

Intervention 

Design Team 

(IDT) 

Model Time and Discussion Time 

 Teachers observe a peer teacher modeling a 

metacognition lesson they have selected 
 Teachers discuss the lesson with the model teacher 

and questions they may have. 
 Use the T-TESS domain to analyze lesson 

(Phase III) 

Week 5 

In-kind 

All Staff 

 

Intervention 

Design Team 

(IDT) 

Peer Collaboration Planning Sessions 

 Teachers collaborate to create a reading lesson by 

applying a metacognition skill and by using 

Domain II of T-TESS 
 

Week 6 

In-kind 

All Staff 

Intervention 

Design Team 

IDT) 

Peer Coaching/Feedback Time 

 Teachers observe each other and then meet to give 

peer coach/feedback 
 Discuss revisions to lessons  

Week 7 

30 minutes 

Intervention 

Design Team 

(IDT) 

Teacher Interview 

 Co-PI and teacher meet to discuss teacher 

interview questions 
 Co-PI records answers to questions 
 Co-PI and teachers schedule a time for Co-PI to 

observe 

Week 8 

30 minutes 

Intervention 

Design Team 

(IDT) 

Teacher Observation Time 

 Co-PI observes the teacher and takes notes of the 

observation 
 Discuss the lesson with teacher 
 Notes are given to the teacher 

Week 9 

30 minutes 

In-kind  

Intervention 

Design Team 

(IDT)  

Peer Coaching/Feedback Time 

 Teachers observe each other and then meet to give 

peer coach/feedback 
 Discuss revisions to lessons 

             (table continues) 
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Table 3.1 (continued).      

  Content 

Week 10 

30 minutes 

Intervention 

Design Team 

(IDT) 

Teacher Observation Time 

 Co-PI observes the teacher and takes notes of the 

observation 
 Discuss the observation with teacher 
 Notes are given to the teacher 

Week 10 

15 minutes  

Intervention 

Design Team 

(IDT) 

Post Teacher Survey 

 PI will send the post-teacher survey to teachers 

through Qualtrics. 
 Teachers will submit answers to the survey 

 

                                                                                               
The design and development of the action research used the change drivers noted 

from current literature. The first driver targeted professional development in PLC 

framework, goals and basic core values. I demonstrated the importance of having a clear 

understanding and knowledge of the PLCs framework in order to build a clear vision and 

belief in collaboration to improve their RTI which effects student achievement with the 

support from the literature review. As the instructional design team created the 

professional development trainings, they revisited the vision and beliefs as their learning 

increased. The second driver supported instructional planning and collaboration by giving 

teachers time for them to plan, observe, and learn from each other during their PLCs in 

order improve their teaching and receive timely feedback. Teachers took time to analyze 

data, create a teaching plan, implement the plan and assess the plan. The third driver was 

professional development in administration and teacher coaching and feedback to 

strategically target the needs of the teacher. Collegial coaching provided teacher 

consistent support to monitor and accomplish certain goals. Through feedback, teachers 
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received consistent evidence-based feedback on how to effectively use instruction 

strategies and help reflect on their strengths and challenges according to the literature. 

During this time, teachers received T-TESS training in order to review Domain I of 

Planning and Domain II of Instruction. In order to connect with what they were learning 

in their professional development activities, the T-TESS evaluation aligned with their 

instruction in class and how they are evaluated by administrators. The 10-week program 

design addressed research-based practices from the literature review through the change 

drivers. The change drivers worked concurrently and cohesively together at the campus 

environment where one cannot exist without the other to truly impact the application of 

effective strategies to increase student learning. 

Phase II:  Professional Learning Program Pilot Implementation 

 Phase II provided an overall view of the design framework of the action research 

study with a focus on the change drivers commented in the review of literature. The 

intervention professional learning sessions were designed to address improvement in 

teacher’s instructional practices and to support best practices for all the instructional 

leaders at the campus. Through the PLC philosophy and framework, the IDT team 

collaborated and learned together in an environment that was conducive and open minded 

to learning, collaborating and inquiry in a professional learning school community. The 

IDT developed the professional development intervention design and implementation. As 

the professional development intervention model was implemented, the timeline and 

scheduled activities were revised when necessary. Learning and application of training 

varied by the team members, therefore, more time was necessary to implement the 
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professional development intervention. The purpose of the research was to ultimately 

provide the means for the participants to engage in “systematic inquiry and investigation 

to design an appropriate way of accomplishing a desired goal and to evaluate its 

effectiveness” (Stringer, 2014, p. 6). Any changes in the timeline were determined by the 

IDT participants and were an ongoing process throughout the study.  

Phase III: Evaluation and Impact Analysis  

A concurrent mixed method research approach was used for the study. Creswell 

(2014) discusses that a concurrent mixed method is a research method that joins 

quantitative and qualitative data to provide a complete analysis or an understanding of the 

problem. A collection of different types of quantitative and qualitative data were 

gathered. Action research is more of a “holistic approach to problem-solving, rather than 

a single method of collecting and analyzing data” (O’Brien, 2001, p. 1). Therefore, it 

allows a variety of tools to be used as the research is conducted. The qualitative and 

quantitative data provides different types of information and then compares the results to 

see if the findings confirm or disconfirm each other (Creswell, 2014).  

To determine the impact of the research design administration a pre-assessment 

and post-assessment four-point survey consisting of 30 questions in Qualtrics was 

utilized. The survey consisted of Likert scale questions, concerning Instruction Domain II 

on T-TESS, reading strategies, and coaching and feedback sessions. The total score, mean 

score, and range of scores between the pre-survey and post-survey were compared to 

analyze their coaching, feedback, and reading strategy practices growth from the 

beginning to the end of the research project. Simultaneously, the instructional planning 
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procedures for collaboration and teaching practices during PLC times were explored 

using qualitative methods such as focus group interviews, documents and observations.  

The researcher collected quantitative data while simultaneously collecting and 

analyzing qualitative data through the triangulation design. The collection of qualitative 

data occurred at the school site using documents, surveys, interviews, and observations. 

The interviews were conducted in an informal setting with an open-end approach. The 

use of different data sources helped build a coherent justification for the themes; if 

themes are based on several sources of data this helps in adding validity to the research 

study (Creswell, 2014). The individual interviews consisted of the IDT staff and were 

digitally recorded along with field notes to capture and preserve the true intent of the 

discussions. According to Shenton (2004) dependability can be established “if the work 

were repeated, in the same context, with the same methods and with the same 

participants, similar results would be obtained” (p. 71).  

 The process data collected through qualitative approaches was instrumental in 

finding themes and description that supported the findings of the impact data. Not only 

did the impact growth from the pre and post assessment provide knowledge of the overall 

effectiveness, but the use of themes throughout the process clearly defined the specific 

growth noted through the intervention design study. The use of impact and process data 

worked congruently to provide a data rich environment to strengthen the reliability and 

validity of the study for future research endeavors. 

Dissemination 

 At the completion of the current research study, the administrator presented the 

findings to the campus staff and the school district leadership. A presentation was created 
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for the district where the findings were presented to the principals and teachers at the 

Summer Leadership Conference.  

Limitations 

 The current study has the following limitations:  

 The study was conducted in one elementary school within one district. 

 Only district assessments and measure academic progress data were used to 

determine student growth and teacher effectiveness. 

 There is a limited available timeframe within which to conduct the overall study.  

 The study did not include student observations.  

The convergent mixed method study was developed to address student 

achievement for RTI through instructional teacher coaching and feedback. The basis for 

the current study was the belief that a professional development process was best for the 

campus staff to effectively use the existing PLC specific elements that focus on learning, 

a collaborative culture, collective inquiry into best practice and current reality, action 

orientation, commitment to continuous improvement, and results orientation. Through a 

clear understanding and application of these elements it is possible for closing the 

achievement gap and increase student achievement by developing a focused professional 

development plan to support the teachers and their effectiveness in their teaching. This 

research design carefully combined high quality interventions and activities with design 

principles supported by current literature. At the same time, the quantitative and 

qualitative data collected enhanced the current field of research on the need for a 

compelling, carefully designed, focused professional development program for the 
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campus staff on how to provide teachers with instructional support in order to improve 

student achievement in reading.  
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CHAPTER IV 

FINDINGS AND ANLYSIS 

The purpose of this study was to address a problem in reading by developing an 

intervention at an elementary school in west Texas. Theory of change was created by 

implementing several professional development learning activities to improve a focal 

problem of practice through theory of action which would also effect student 

achievement. The sequence of professional learning activities required collaboration and 

cooperation of the staff in order to instructionally support the changes in teacher 

instruction. Inquiry into a problem of practice provides an organization to work 

collectively by using a collaborative cycle of process of engaging in honest conversations 

about constructing a plan, acting on the plan, and evaluating the action in the plan 

(Coghlan & Brannick, 2014). The inquiry process is a cycle that is carried out in a 

collaborative environment for the design team to evaluate the steps by using data and 

then sees what was learned to correct the next steps (Coghlan & Brannick, 2014).  

Research Questions 

The following research questions guided this study: 

1. In what ways can the PLC model help teachers effectively implement RTI? 

 

2. In what ways can peer coaching and feedback help teachers improve their 

teaching?  

3. What impact does teacher coaching and feedback have on student 

achievement? 
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Data Collection and Analysis 

Chapter IV provides an overview of the data collection, analysis of data, and 

analysis organized by the research questions. A concurrent mixed method research 

approach was used for the current study. Creswell (2014) discusses that a concurrent 

mixed method is a research method that joins quantitative and qualitative data to provide 

a complete analysis or an understanding of the problem. The data collected was Measure 

of Academic Performance (MAP), Interim Assessments, and common formative 

assessments for reading along with a teacher pre- and post-survey results, teacher 

observations, teacher interviews, and the researcher’s field notes. To ensure 

trustworthiness in a research study, according to Guba (1981) credibility, dependability, 

transferability, and confirmability must be part of the criteria. Several practices were used 

during the study to assure credibility. Through an accumulative parallel mixed method 

approach the qualitative data were analyzed separately and then combined (Creswell, 

2014). Then the themes or patterns found in the qualitative data were discussed. 

According to Creswell (2014) the identified themes and patterns are attempted to be 

explained and understood by the researcher. Student achievement through the 

implementation of the professional development activities were also analyzed. 

Observational notes, interview data, and documents were coded using ATLAS.ti 8 a 

qualitative analysis software used for the systematic coding to support themes and 

descriptions found in multiple pieces of data. The reliability of the instruments was also 

important; repeating the use of the same survey instruments, for example, ensured that 

the methods were reliable (Leedy & Ellis Ormrod, 2005). Qualtrics was used to collect 
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the teacher survey data for both pre- and post- assessment surveys. Lastly, the researcher 

shares analysis organized by the research questions. The research questions were 

answered by using the data that was collected as evidence along with themes that were 

found throughout the process of analyzing the data.  

Participants and Selection 

   The participants in the study were teachers who volunteered to participate in the 

study after the study’s announcement to all staff members. A recruiting email (see 

Appendix A) was sent to the entire staff from a volunteer who was not employed by the 

district to help teachers avoid feeling pressured to participate, be well informed about the 

time commitment, and the confidentiality of their participation. In addition, the recruiting 

email also included a timeline, consent form with a deadline, and contact information 

(see Table 3.1). If the teacher had any questions, they could directly contact the assigned 

volunteer without having to communicate through the principal. Teachers not interested 

in participating did not respond to the recruiting email. Teachers interested in 

participating emailed their consent form (see Appendix B). In addition, the teachers who 

signed the participation letters were given the option to stop participating anytime during 

the study. The researcher used participant-selected pseudonyms for all names of the six 

participants at the campus. Furthermore, the researcher omitted the campus name and 

names of the students. The measures served as safeguards to maintain the confidentiality 

of the participants; however, the researcher used the actual assigned grade level for each 

teacher participant.  

All six participants (see Appendix L) were female with teaching experience 
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between 7 to 36 years and had been at the campus of the study between six months to 

eight years. All of the teachers had taught different grades and were currently teaching in 

a self-contained classroom. Two of the participants taught a fourth grade dual language 

immersion program where 60% of the instruction was in the Spanish. In addition, each 

teacher selected within the six teacher participant group who they would be collaborating 

with as they implemented the coaching professional development as part of the action 

research study. For each teacher, the researcher provided her student data, surveys, and a 

summary of interviews and observations. The following section describes each teacher 

participant. 

Participant 1 

Participant 1 has three years of teaching experience in Texas and in Oklahoma 

where she taught several grades such as Kindergarten, first, and fourth grades. Participant 

1 is fluent in Spanish and has also taught dual language classes in Spanish. She was hired 

last year as a first grade Spanish immersion class and was moved to teach a regular 

second grade self-contained class. She has been with the campus for 1.5 years and has 

taken the role as lead teacher. She has several hours of professional development training 

in peer coaching, differentiation of instruction, gifted and talented and also second 

language strategies, she is very skilled at individualizing instruction and using data to 

monitor progress. Participant 1 has practiced using the peer coaching process with her 

grade since the beginning of the year and selected Participant 4, one of the fourth grade 

teachers who also participated in the study because that teacher had experience teaching 

second grade. 
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Participant 2 

 Participant 2 has eight years of teaching experience in second, third, and fourth 

grade in dual language classes. She has done all of her years of teaching at the campus 

and is a mentor and model teacher to new and veteran teachers. She also holds a master’s 

degree in administration and plans to become an administrator in the future. Participant 2 

is also a district Content Academic Leader (CAL) for reading and is part of the campus 

leadership team. She has been trained in international baccalaureate training, inquiry 

learning, balanced literacy, data digs, metacognition, peer coaching, and professional 

learning communities since coming to the campus. Participant 2 is very experienced in 

differentiating instruction due to experience with English Language Learners (ELLs). 

Participant 2 selected Participant 3 to be her coach because they had already been 

observing and planning together.  

Participant 3 

  Participant 3 has 13 years of teaching experience in grades, Pre-kindergarten, 

Kindergarten, first, third, fourth, and fifth grades in Texas. She has taught in small low 

performing districts in west Texas and also in private schools. However, she had never 

taught at a high performing magnet campus. She has utilized her colleagues by having 

them observe her during parent meetings and also has requests suggestions on how to 

better improve parent communication. She has been at the campus for 1.5 years and has 

taught fourth self-contained class during this time. Participant 3 has had training in 

international baccalaureate, inquiry learning, peer coaching, balanced literacy training, 

metacognition, writing, data digs and professional learning communities since she has 
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been at the campus. She has asked colleagues to observe and give her feedback on her 

teaching.  

Participant 4 

 Participant 4 has been teaching for seven years and actually did her student 

teaching at the school of the study. She is bilingual certified and has always taught in first 

and second grade bilingual classrooms. She has been at the campus for six months and 

this is the first time she has taught fourth grade dual language in a self-contained 

classroom at this campus. She holds a master’s degree in curriculum and instruction. She 

has been trained in international baccalaureate training, inquiry learning, balanced 

literacy, data digs, metacognition, peer coaching, data digs, and professional learning 

communities since at the campus. She is very experienced in differentiating instruction. 

Participant 4 selected Participant 1 to be her coach because she had taught second grade 

for a few years and felt that she could coach her as she had experience in teaching fourth 

grade.  

Participant 5 

Participant 5 has 22 years of teaching experience all at another district. She has 

been at the campus six months and is new to the district. She has taught second, third, 

fourth fifth and sixth grades. She was hired to teach fifth grade self-contained classroom. 

Participant 5 immediately began collaborating with her grade-level. She comes to our 

campus trained in balanced literacy, writing, and also math strategies. Since she was 

already familiar with fifth grade content, she concentrated on IB inquiry teaching and 

learning at the campus. Participant 5 has been trained in international baccalaureate, data 
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digs, inquiry teaching and learning, exhibition, small group instruction and reading 

metacognition strategies. She chose Participant 6, one of her fifth grade colleagues as her 

coach.  

Participant 6 

Participant 6 has a total of 12 years of experience in teaching and has taught 

grades such as Pre-kindergarten, Kindergarten, fourth and fifth grades. Participant 6 is 

also a certified ELL teacher and has been at the campus for seven years and most of them 

have been in the intermediate grades. She has had several leadership roles and has been 

trained in small group instruction, professional learning communities, balanced literacy, 

number sense, writing, differentiation of instruction, data digs, international 

baccalaureate, inquiry teaching and learning. She currently teaches in a fifth grade self-

contained classroom and has been in this position for two years. Participant 6 also has a 

master’s degree in curriculum and instruction. She has experience in technology and uses 

it consistently with the students.  

Data Systems 

MAP Scores  

As teachers use different assessments to analyze student growth, MAP Growth 

assessments can be used to measure what students know and what they need to learn next 

at certain times of the year. MAP is a computerized adaptive test that assesses students in 

reading and math created by Northwest Evaluation Association (NWEA, 2019), an 

organization that partners with educational organizations worldwide to provide research-

based adaptive assessments. By dynamically adjusting to each student’s responses, MAP 

tests begin with a question appropriate for the student’s grade level, then dynamically 
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adapt throughout the test in response to student performance (NWEA, 2019). MAP 

Growth creates a personalized assessment experience that accurately measures 

performance and is based on how much growth has occurred between testing events, and 

when combined with norms, shows projected proficiency (NWEA, 2019). Students are 

tested in the beginning, middle and the end of the year. Student MAP testing results are 

reported in RIT scores (short for Rasch UnIT) which is an estimation of a student's 

instructional level and also measures student progress or growth in school. Teachers can 

then refer to the Grade Level National Norm Mean for Map (see Figure 2.1) to compare 

achievement status and growth between each test session to students’ performance in the 

same grade at a comparable stage of the school year and to see if they have made the 

recommended national norm mean. All teachers K-12 in the school district of the study 

are required to test their students at the beginning, middle, and end of the year. The goal 

is for teachers and administrators to make adjustments based on data to their instruction 

and intervention. Since MAP looks at academic growth, then MAP scores from the 

beginning of the year to the middle of the year were compared in reading. MAP scores 

for reading for the six teachers who participated in the study were collected and analyzed 

for growth from the beginning of the year to the middle of the year.  

Findings for MAP 

 The MAP results (see Appendices E and F) for reading from the beginning of the 

year and the middle of the year for the six teachers used to determine need for those who 

participated in the study. The figure also shows the grade level national norm mean level 

and if they met the norm scores for the beginning of the year. The reading scores are also 
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reported by subgroups such as economically disadvantaged, Hispanic and White. Out of 

the six teachers, all of them made growth from the beginning of the year to the middle of 

the year on MAP reading scores but also made the recommended national norm mean 

level for their grade. For example, Participant 4 had the highest class growth which grew 

from 209.57 to 217.64. Participant 5 had the highest growth in the socio economically 

group which grew from 209.93 to 216.13, Participant 4’s class had the highest growth in 

the Hispanic subgroup which grew from 205 to 216.75, and Participant 2’s class had the 

highest growth from the White subgroup which grew from 218.33 to 223.33. The average 

growth reading in second grade was 4.9, in fourth grade it was 11.51, and in fifth grade it 

was 7.5. However, not all sub groups such as economically disadvantaged, Hispanic and 

White students make the recommend national norm mean growth. For example, 

Participant 3’s economic disadvantage only grew from 193.42 to 197.33 and Hispanic 

students only grew from 196.54 to 201.5. Two of the teachers, Participant 2 and 

Participant 4 also did not make the recommended national norm mean growth in the 

economically disadvantage subgroup.  

 When MAP scores were analyzed for individual student growth all of the teachers 

had students who made individual growth based from the beginning of the year to the 

middle of the year scores. For example, in second grade the middle of the year national 

norm mean to be on grade-level is 184.2 and 9 out of the 19 students made the middle of 

the year score. In fourth grade, the middle of the year norm mean is 203.6 and 25 out of 

27 students made the recommended middle of the year score. In fifth grade, the norm 
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mean begins at 205.7 and should be at 209.8 in the middle of the year, and 36 six of the 

46 students made the recommended middle of the year mean score.  

STAAR Interim Testing 

The Texas Education Agency (TEA) has created online interim assessments that 

align to the Texas Essential Knowledge and Skills (TEKS). Interim testing assesses 

student skills during intervals to help predict the likelihood of summative outcomes and 

identify student needs (Texas Education Agency [TEA], 2019). STAAR Interim 

Assessments also provide the flexibility for districts to assess students below their 

enrolled grade level during both fall and spring interim assessment in order to show 

academic improvement (TEA, 2019). The STAAR Interim Assessments were given to 

every third-fifth grade students in the district of the study to help predict the likelihood of 

summative outcomes and identify student needs before the students take the actual 

STAAR in the spring. Reports at the student level included the student’s response to each 

test question, the TEKS student expectation for each test question, and a pop-up window 

that shows the test question (TEA, 2019). Reports also included the statistical probability 

of achieving “Approaches,” “Meets,” and “Masters” on STAAR tests. According to TEA 

(2019) an approaches score means that the student has met the minimal assessment 

requirement for purposes of Student Success Initiative (SSI) grade promotion and 

graduation, a meets scores means that the student at this performance level has a high 

likelihood of success in the next grade level but may still need some targeted 

intervention, and a masters score means that a student is expected to succeed in the next 

grade level with little or no academic intervention.  
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STAAR Fourth Interim Findings 

The STAAR English Interim Assessments (see Appendix G) show that when all 

of the three fourth grade teachers English assessments were analyzed, 80.6% of them met 

the “approaches” grade level, 69.6% of socio-economic students met the level, 76% of 

the Hispanic students met the level, and 90% of the White students scored the 

“approaches” level. When fourth grade “meets” grade level assessments were analyzed, 

they showed that 56.7% of the students met the level, 56% of socio-economic students 

met, and 45% of the Hispanic and 87% of the White students met the “meets” grade-

level. The last level that was analyzed was the “masters” level which is the highest level 

that a student can score on the STAAR Interim; 34.6% of the students in fourth grade met 

this standard, 39% of the economic disadvantage, 26% of the Hispanic and 68.5% of the 

White students met the highest standard of “masters.”   

STAAR Fourth Spanish Interim Findings  

Only two out of the four classes in fourth grade assessed the students using the 

fourth Spanish Interim Assessments. A few students in Participant 4 and Participant 2’s 

class took the interim in Spanish (see Appendix H), and 86% of the students in both 

classes scored the “approaches” grade level, 82% of the economic disadvantage students, 

88% of the Hispanic, and 85% of the White students met the grade level. When “meets” 

grade-level scores were analyzed, 63.5% of the students met the standard, 50.5% of the 

economic disadvantage, 59% of the Hispanic, and 71.5% of the White students scored the 

“meets” level. When the highest level of “masters” student scores were analyzed, 44.5% 

of the students met this standard, 34% of the economically disadvantaged, 37% of the 
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Hispanic, and 54.5% of the White met the “masters” grade level standard.  

STAAR Fifth Interim Findings 

On the fifth STAAR English Interim Assessments (see Appendix I), two of the 

two teachers were also analyzed and found that 80% of their students met the “meets” 

grade level for passing, 77% of the economic disadvantage, 80% of the Hispanic, and 

99% of the White students. When the “meets” student scores were analyzed, 47% of the 

students met this standard, 39.5% of the economically disadvantaged, 45.5% of the 

Hispanic and 90% of the White students met the grade level of “meets.”   As the highest 

standard of “masters” scores were analyzed, 22.5% of the students met this standard, 

16.5% of economically disadvantaged, 17.5% of Hispanics, and 62.5% of the White 

students met this standard.  

Common Formative Assessments 

As teachers continue to meet the individual learning needs of the students many 

are finding that formative assessments are a critical component of the solution (NWEA, 

2016). Common formative assessments allows for teachers to consistently gather accurate 

evidence of learning and then quickly make adjustments in their teaching to meet the 

needs of the students at a given point (NWEA, 2016). Students immediately receive 

feedback on their performance and then allow for students to also make a plan for their 

learning. Ongoing formative assessments practices strategically alter teachers and 

students into decision based data collectors (NWEA, 2016). It also allows teachers the 

ability to quickly act on data and pinpoint specific learning skills, plan strategies, identify 

resources and set academic goals for the students to consistently progress in their 
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learning. Common formative assessments are created by educators which are reported 

through “Aware” which is a system for creating tests, administering assessments, and 

analyzing student data progress by creating different student reports (Eduphoria, 2019). 

Educators then use the data to make informed instructional decisions about their 

instruction.  

Common Formative Assessment Findings 

Since second grade is not eligible to take the STAAR Interim tests common 

formative assessments for Participant 1 were analyzed. As campus assessments, the 

scores are also reported in Aware as “percent score,” “approaches,” and “masters.”  The 

second grade teachers also created these common formative assessments based on what 

they were teaching for the six weeks in reading. The common formative assessments (see 

Appendices J and K) for reading for the second and third six weeks were compared and 

indicated that there was growth from the second six weeks assessments compared to the 

third six weeks. Participant 1’s class increased from 67.47% to 78.15% as the 

economically disadvantaged students also increased from 66.23% to 81.07%, and 

Hispanic from 67.27% to 77.44%. However, the White student’s scores decreased from 

86.50% to 79.50%. The common formative assessments area also recorded by the levels 

of “approaches” and “master” level which is very similar to the STAAR accountability 

scores. The students who scored “approaches” increased from 42.11% to 80% as a class, 

46.15% economic disadvantage to 86.71%, Hispanic increased from 33.33% to 77.44% 

but the White students decreased once again from 100% to 79.50%. Students who scored 

in the “masters” level as a class decreased from 10.53% to 10% as a class, economically 
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disadvantaged students, however, increased from 7.69% to 14.29%, Hispanic from 6.67% 

to 12.50%, and White students decreased once again from 100% of them at the “masters” 

level to 0%.  

Teacher Surveys 

In this study the researcher used a pre- and post-teacher survey to glean insights 

on attitudes, trends or opinions of a certain population by analyzing a sample of that 

population (Fowler, 2009). Action research is more of a “holistic approach to problem-

solving, rather than a single method of collecting and analyzing data” (O’Brien, 2001, p. 

1). Therefore, it allows a variety of tools to be used as the research is conducted. The 

responses provided insights regarding teacher opinions, attitudes, and teacher instruction 

after the intervention plan of professional development was conducted. The survey used 

in the current study to document and collect data were a pre-survey and post-survey 

consisting of 30 questions (see Appendix D). The teacher survey script and a Qualtrics® 

survey link were emailed to the participating teachers by the PI (see Appendix C). 

Qualtrics was used to collect the survey data for both pre- and post-surveys to ensure 

anonymity. The survey consisted of Likert scale questions, concerning Instruction 

Domain II on T-TESS (planning), instruction, PLCs, feedback, and RTI. The T-TESS 

Domain II planning consists of how well a teacher designs clear and well organized 

lesson which are aligned to the standards, how well the teacher uses formal and informal 

methods to measure student achievement, how well the teacher ensures high levels of 

learning and social development by using proven practices and lastly, how well the 

teacher plans engaging, flexible lessons that encourage higher order thinking (TEA, 
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2019). The pre-survey and post-survey results were compared to determine if there was a 

difference in attitude, disposition, at the beginning of the study versus the end of the 

research project (see Appendix M).  

Teacher Survey Findings 

Four of the six teachers completed both the pre-survey and post-survey (see 

Appendix L). When both survey questions were compared, all of the four teachers 

showed growth in the areas of Domain II planning on T-TESS. Teachers overall felt  

much better prepared to support all learners at high levels of academic success, 

differentiate instruction, use content knowledge, pedagogical expertise in the 

metacognition reading skills and also formally collect, analyze and use student data to 

make necessary lesson adjustments. In the area of coaching, the four teachers expressed 

that coaching had helped them improve their collaboration, teaching, planning, learn new 

strategies, and the feedback they received from their coach was very useful. Through the 

process of them coaching and giving each other feedback, collaboration between them 

grew and improved. In the area of PLCs, the teachers expressed that their collaborative 

work was not always monitored and time to observe others was not always available for 

them during the work day. However, they felt the collaboration was embedded in their 

planning routine and that they had a collective commitment and accountability in their 

grade-level teams. As far as feedback is concerned, they expressed that it helped them 

better understand their teaching and learning yet didn’t always know how to give 

corrective feedback. For the area of RTI, teachers expressed that based on student data, 

RTI had improved, they use high levels of teaching strategies, they know how to 
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effectively use student data and that collaboration and planning with their colleagues had 

indeed helped them in their RTI instruction especially in the area of reading 

metacognition skills which is the professional development they were trained on.  

Teacher Interviews 

The interviews were conducted in an informal setting with an open-ended 

approach. The use of different data sources helped build a coherent justification for the 

themes; if themes are based on several sources of data this helps in adding validity to the 

research study (Creswell, 2014). Each teacher was asked the same serious of 11 questions 

(see Appendix N). The teacher’s responses were also recorded and interviews were 

limited to 30 minutes. After the interviews were conducted, the researcher provided each 

teacher the interview script in order to check for response accuracy. Interview questions 

addressed participants’ ways of thinking about teaching, their planning, and how they 

employed these processed in practice. Qualitative interviewing is a flexible process that is 

open-ended and non-standardized (Taylor & Bogdan, 1998). Interviews are intended to 

provide insight into the interviewee’s experiences, understandings and ideas as they express 

them. Interviews conducted at the beginning of the observations were used to expand the 

researchers understanding of teachers using the T-TESS planning process. The interviews 

also allowed the researcher to determine if the intervention plan had made an impact on 

teaching, differentiation of instruction, and if there was an increase of knowledge of reading 

strategies that was used in their teaching to improve student achievement. Lastly the 

interview data supplemented the classroom observational data to provide a broader 

understanding of how the teacher’s planning, teaching, and coaching processes were 

integrated into practice.  
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Teacher Interview Findings 

During the interviews, the researcher found that the teachers had a very focused 

higher order objective that they were going to teach and that their self-selected coaches 

had helped them design some or all parts of the lesson, “Yes my teammate, Participant 6 

and I worked collaboratively together” is what Participant 5 said when I asked her if her 

colleague had helped her with the lesson design. In addition, the teacher’s expectations 

and assessments are aligned well with their objective. All of the teachers expressed that 

coaching and feedback helped them with their instruction. According to Participant 2, she 

felt that the feedback allowed her to be more reflective, “yes being able to receive 

feedback after a lesson has allowed me to reflect…made a plan to help me make those 

changes.”  Participant 6 expressed that the coaching and feedback was not threatening 

and that the more frequent she did it the easier it became, “because we have been doing 

this frequently and more often being observed and getting feedback and all of that it is 

not threatening.”  Teachers selected someone they trusted and that trust grew as they 

coached each other, “It’s also nice…to be observed by someone that you have built a 

trusting relationship with.”  Teachers could easily describe the students with varied 

learning needs, such as students who were ELLs, and those with disabilities. Participant 3 

said, “I have four ELLs and one Special Ed. I plan to meet with them in a small group, 

scaffolding as needed, pictures, photographs, and gestures when needed.”   All of the 

teachers individually expressed how they would address the variety of learning needs by 

differentiating activities and teaching. For example, Participant 1 said “I chose books on 

their reading levels. I am going to let my lower students tell me the summary where my 
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higher students are going to write the summary …” Along with having the ability to 

differentiate they also discussed specific strategies, “Small group for closer instruction, 

sentence stems, almost one on one…I am mostly going to use discussion and 

questioning..”  During the teacher interview process certain themes emerged such as trust, 

collaboration, focused, flexibility in their teaching and reflection.  

Teacher Observations 

Teacher observations occurred twice for each teacher participant. All observations 

were scheduled at the convenience of the teachers schedule and were completed after 

their T-TESS yearly observation in order for the teacher not to feel that these 

observations would affect their job performance. Qualitative research tends to gather and 

collect data in the field where participants have their experience (Creswell, 2014). The 

first observation was done as they were first beginning to collaborate and coach each 

other. The second observation occurred almost at the end of the research study and by 

then, the teachers had gone through several of the coaching cycles of pre-conferencing, 

observing and post-conferencing with their coaches and they had done the same with the 

teachers they had coached. Most of the observations lasted 30 minutes and focused on 

reading skills such as figurative language to identify schema to help them understand 

vocabulary, summarization, and learn to develop higher order questions as they read their 

text. This type of “close-up information gathered by actually…seeing them behave and 

act within their context is a major characteristic of qualitative research” which allows for 

information to be gathered (Creswell, 2014, p. 185).  
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Teacher Observation Findings 

Teacher observations allowed the researcher to collect evidence to determine the 

coaching, feedback, professional activities that made a difference in the participants’ 

instruction. During the observations, the researcher found that all the teachers had a 

specific reading objective or focus in their lessons and their guided lessons, student 

activities, assessments were aligned to the objective. Teachers were very clear in what 

they were doing; “Today you will understand what figurative language is and its purpose 

in literature.” (Reflective Journal, p. 1). They were also very organized and prepared to 

teach the lesson by having teacher resources, technology, manipulatives, center activities, 

assessments, and student materials ready and prepared. “Hmm they have everything 

ready and prepared (Reflective Journal, p. 1). During the observations, the teachers 

appeared confident in their teaching. By the time the observations occurred, they had 

been coached or given feedback on several of their lessons. For example, Participant 1 

said, “I really think coaching has helped a lot by being more closer or paying attention to 

my questions…modifying my lesson on the fly rather than teaching what I said I was 

going to teach.”  Participant 1 said, “…knowing that someone is coming to your room 

every week or every other week just keeps you focused, more focused.”  Teachers 

differentiated their instruction and activities based on the student needs. Participant 2 for 

example, started with pictures to introduce vocabulary words, gave them the definition 

and the actual sentence they would see with the vocabulary word. She followed up by 

having students use sentences, sentence starters that would require them to use the 

vocabulary words. Participant 6 said in her interview that she allowed the students to 
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select how they want to represent their thinking, by “building different choices 

throughout, I usually try to prompt my higher order kids to represent their thinking in a 

different way.”  The researcher also observed an array of assessments that teachers used 

to assess their objectives such as exit tickets, informal observations, write a reflection, 

compare and contrast, and oral or written summary. Finally, the teachers did not deviate 

from the lesson they discussed with the researcher during their teacher interview session 

prior to observations. The process of going through the pre-conference, observation, and 

post-conference with their coach before the observation seemed to help them narrow the 

focus, activities, and assessments but also gave them a clear plan of how they would plan 

and teach the lesson. Planning is a component of the T-TESS teacher evaluation and by 

going through the process several times with their coach, teachers improved. Themes that 

surfaced through this process were focused, organized, confident, aligned TEKS 

activities, differentiation and student choice. 

Questions and Themes 

This section discussed the research questions and outlines emerging themes as a 

result of the professional learning series of activities supporting coaching, and feedback 

and the PLC framework. After reviewing the impact data and the process data 

holistically, observational notes, interview responses, observations were coded using 

ATLAS.ti 8, a qualitative analysis software to help support emerging themes that supported 

effective implementation and sustainability efforts or hindered successful professional 

learning activities to support PLCs, coaching and feedback practices to improve teacher 

instruction in order to improve student achievement. Student data such as MAP beginning 
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of the year and middle of the year reading scores, interim STAAR reading scores, and 

common formative assessments in reading were also collected and analyzed. To reiterate, the 

purpose of this action research study was to answer the following questions:  

1. In what ways can the PLC model help teachers effectively implement RTI? 

 

2. In what ways can peer coaching and feedback help teachers improve their 

  

teaching?  

3. What impact does teacher coaching and feedback have on student 

achievement? 

Research Question 1   

In what ways can the PLC model help teachers effectively implement RTI? 

The researcher sought to find evidence based on what the six teacher participants 

and done during and after implementing the intervention plan of professional learning 

activities that focused on a problem of practice in reading. Professional development in 

professional learning is a core of activities that help teachers increase their knowledge 

and skills, which brings about changes in classroom practice. The professional 

development also needs to be sustained and on-going, integrated with school 

improvement plans, collaborative, and job embedded (Darling-Hammond et al., 2009; 

Desimone, 2011). The intervention plan consisted of several trainings that occurred 

during the campus work day and required collaboration and cooperation of the teachers in 

order to support the changes in teacher instruction. Observations, interviews and peer 

coaching activities occurred during their daily PLC schedule time, activities and also 

through teacher interviews. The qualitative data was collected by using field notes, 
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surveys, interviews, and observations. The most common theme that emerged from the 

activities mentioned was collaboration.  

Collaboration 

There is a strong correlation between collaboration and implementing effective 

professional development to improve student achievement through PLCs. PLCs have 

specific elements that are present and make them successful. These elements are: a focus 

on learning, a collaborative culture, collective inquiry into best practice and current 

reality, action orientation, commitment to continuous improvement, and results 

orientation (DuFour, et al., 2010). Through the process the researcher found that the 

consistent collaboration not only improved for the participants but it became a crucial 

part of their planning and instruction. Participant 6 said, “We, Participant 5 and I 

analyzed our interim STAAR data and third six weeks district assessment and we 

identified the TEK 5.8A was a weak objective which is figurative language.”  Participant 

6 added, “We plan together pretty much everything we kind of looked and bounced ideas 

off of each other.”  Teachers are not accountable until they act and work collaboratively 

and hold each other accountable, “no group ever becomes a team until it can hold itself 

accountable as a team” (Katzenback & Smith, 1993, p. 64). Based on these comments, 

the teachers relied on each and accepted their coaches’ feedback and used them as 

resources. The teachers in this study also learned from their colleagues through dialog 

with each other in an informal setting. Participant 3 said, “Participant 2 … came in where 

students specifically needed help and where I could specifically ask questions and 

advised me on that.”   Allowing teachers a comfortable place at the campus to dialogue 
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and coach each other allowed for this to occur. It’s critical for the school staff to work 

collaboratively to increase successful teaching and remove all obstacles to student 

learning. Collaboration alone does not naturally translate into enhanced student progress; 

however, it greatly increases the school’s ability to adopt, embrace and support 

procedures, frameworks, trainings and strategies that will better serve all students. 

Collaboration is a system within the community of the school that increases the teacher’s 

ability to find solutions with each other. In fact, many school reforms require systems that 

can transform or restructure. Based on the teacher interviews, their collaboration had an 

impact on content knowledge, data analysis, metacognition strategies and their 

interdependence with each other which supports the idea of collaboration.  

The theme of collaboration was also observed and discussed in fourth and fifth 

grade PLC sessions that addressed an assignment based on coaching and feedback. 

During the PLC session, the researcher took notes and noted Participant 3 stating, “Your 

peers serve as resources and experts that you can go to which impact student growth and 

help you learn and grow as an educator,” (Reflective Journal, p. 3). Administrators and 

teachers are more effective, motivated, and productive when a school’s environment is 

permeated with a sense of teamwork and collaboration (Mundschenk & Fuchs, 2016). 

Collaboration is also most easily cultivated and accomplished when the schools 

operational systems are built upon a foundation of PLCs (Mudschenk & Fuchs, 2016). 

Participant 5 said,  

Cognitive coaching will also help a school’s function to center around a common 

mission and it matches with our PLC. The students are directly affected in many 

positive ways when adult interactions allow for all individuals to share their 

strengths. The school becomes resourceful, creating an intellectual community in 
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which everyone is working for the good of others. (Reflective Journal, p. 4) 

Since PLCs are embedded in the work day and teachers are expected to 

collaborate, discuss issues, and plan together, the coaching and feedback process 

connected and aligned well to the campus culture which allowed the teachers to embrace 

the training. Collaboration has an impact not only on students and teachers, but on the 

entire school. Teacher collaboration is often linked to successful academic achievement 

schools (Cherascaro, Brodersen, Yanoski, Welp, & Reale, 2015; DuFour et al., 2008; 

Epstein, Atkins, Cullinan, Kutash, & Weaver, 2008). When teachers collaborate with each 

other, they can achieve academic goals, and they are able to collaborate better among 

themselves (Morrissey, 2000), which affects both their behavior and attitude (Da Costa & 

Riordan, 1996). Participant 2 said, ”I like PLC’s because it enables everyone to work 

together in healthy respectful ways….it can enhance not only the teacher but the whole 

team it’s a reason to do it and help each other” (Reflective Journal, p. 5). PLC’s provide a 

forum for teachers where they can look at student data, brainstorm solutions to problems, 

share content knowledge and instructional practices. Focused professional learning series 

developed from the change drivers-provide training on PLCs, give teachers time through 

their PCLs to collaborate, observe each other and provide coaching and feedback training 

to improve teacher instruction focused professional learning series developed from the 

change drivers-provide training on PLCs, give teachers time through their PCLs to 

collaborate, observe each other and provide coaching and feedback training to improve 

teacher instruction. 

Teacher survey responses also showed that the theme of collaboration emerged as 
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well through their participation in coaching. Three out of the four teachers, Participant 6, 

Participant 2, and Participant 3 showed growth when comparing the pre- and post-

answers on the following questions:  “Coaching has helped me improve my teaching,” 

“Coaching has helped me in planning my lessons,” “It has helpful for my coach to 

observe my teaching,” and “Coaching has provided me with useful feedback.”   In the 

study, three out of the four teachers showed growth from the beginning to the end of the 

study (see Appendix M). For example, Participant 6, who had the greatest growth grew 

from a 3.20 to a 3.97, Participant 3 grew from .10 to 3.73, and Participant 2 grew from 

3.03 to 3.60; by the end of the study, with the exception of Participant 4 who actually 

declined from 3.50 to a 3.40. When analyzing the following questions: “We are organized 

into collaborative teams in which members work interdependently to achieve common 

goals that directly impact my teaching,” “Collaboration is embedded in our planning 

routine” and “We are clear on the critical questions that drive our collaboration for 

teaching,”  Participant 6, Participant 3, and Participant 2’s responses increased or stayed 

the same for these questions with the exception of Participant 4 whose responses 

remained the same from the beginning of the study to the end of the study. The “essence” 

of a learning community is a focus on and a commitment to the learning of each student 

at high levels. In order to help students to achieve at high levels, the members of a PLC 

are guided by a clear and convincing vison of what the school must become in order to 

help all students learn. PLCs also clarify what each member will do to create such a 

school. They use results aligned goals to grade their student progress. PLC is an 

operational structure that can support learning for all students since it is based on an 



Texas Tech University, Nancy Parker, August 2019 

 

126 

 

“ongoing process in which educators work collaboratively, in recurring cycles of 

collective inquiry and action research to achieve better results for the students they serve” 

(DuFour et al., 2010, p. 9).  Transformation should also create systems that challenge and 

motivate a critical number of educators and provide the capacity to reinvent the 

structures, systems, and practices from within. The challenge is to build professional 

identities and learning communities that can adapt and create their own ideas and 

solutions. Some of these features include schools operating collaboratively, a teaching 

force encompassing a wide range of instruction and content expertise, skills, data literacy, 

use of research knowledge, and the ability to adopt and adapt teaching strategies for 

students with diverse needs, and leadership capacity distributed widely across schools 

and community (Groff, 2013). 

Research Question 2 

In what ways can peer coaching and feedback help teachers improve their 

teaching? 

The researcher sought to determine if the coaching and feedback professional 

development and practice helped change teacher behaviors and improve instruction. 

Effective professional development is crucial to changing what and how teachers teach, 

and how students learn (Odden et al., 2002). Each teacher selected a coach and met with 

them several times to receive guidance and feedback through a pre-selected reading 

lesson. During their coaching and feedback sessions, teachers went through several of the 

coaching cycles of pre-conferencing, observing and post-conferencing with their coaches. 

This process is very similar to the process that is used in their T-TESS teacher evaluation 
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with their administrators. In addition, they used the T-TESS Domain II Planning rubric to 

develop and help them plan their lessons, activities, and assessments for their lessons. 

The most common theme that emerged from their interview responses, discussions and 

other data sources was reflection.  

Reflection 

 

 Despite the differences in coaching models, the focus on changing teacher 

behaviors is the goal, then teachers have common features such as: building relationships 

with other teachers; observing, modeling, questioning and discussing in the classroom; 

and, monitoring progress towards certain goals (Lloyd & Modlin, 2012). Over the course 

of the study the teachers had to go through several coaching cycles of pre-conferencing, 

observations, and post conferencing with each other. During the interview Participant 2 

said,  

Yes, being able to receive feedback after a lesson has allowed me to reflect on 

what went right and what needs adjusting. I was able to reflect on the needs of 

the students and made a plan to help me make those changes. 

 

Professional development should promote self-reflection and inquiry, often in the form of 

action research (Loucks-Horsley et. al 1998). Participant 1 also said,  

I really think coaching has helped a lot by being more closer or paying attention 

to my questions and my student responses and changing modifying my lesson on 

the fly rather than teaching what I said I was going to teach. 

 

In general, a coach provides consistent, ongoing support to teachers. Effective 

professional development is crucial to changing what and how teachers teach, and how 

students learn (Odden et al., 2002). Participant 6 said,  

Yes, the feedback is very helped me because it now helps me to plan a little bit 

closer and explicitly also having an pair of extra eyes giving me a different  
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perspective in  my lesson planning as well as the delivery… 

Mr. Cheseny added,  

She comes in and sees what my kids are doing and it’s okay for her to tell me 

Hey I noticed this group over here they were really not talking about it… so  

maybe you can try to get them refocused use these strategies.. 

 

As teachers observed each other and also planned with each other, they learned 

several different strategies or it reinforced good practices that were also observed during 

their teacher observations. Specific corrective feedback, such as specific suggestions, 

directions, or examples of how to use instructional strategies, are more appropriate and 

effective for the teachers to use and apply (Hemmeter, Snyder, Kinder, & Artman, 2011; 

Scheeler et al., 2004). The researcher is not sure if certain strategies or best practices 

were already being used before the teachers were planning and coaching each other but 

what is clear is that good practices and strategies were observed in every teacher 

observation which wasn’t always observed in daily walkthroughs or T-TESS observations 

before the teachers began their collaboration with each other. In addition, during teacher 

interviews, every teacher mentioned specific strategies they would be using in their 

lessons before the researcher observed them. For example, Participant 1  

said she used a visual strategy, “I used labeling in their pictures so they tell me what they  

 

already know visualization what they are drawing and what they already know the   

 

schema retrieval goes back to visualization and also oral discussion.”  Small group  

 

instruction is another strategy that was used in Participant 6’s class. During  

 

the interview, Participant 6 said, “for closer instruction…I am mostly going  

 

to use, discussion and questioning and our guided reading books.”  When the researcher  
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asked, "How will you differentiate your instruction in order to address the variety of  

 

learning styles?”  Participant 1 said, “I chose books on their reading levels. I am going  

 

to let my lower students tell me the summary where my higher students are going to write  

 

the summary about the front cover picture.”  During teacher observations, the  

 

researcher also observed teachers differentiating their instruction, activities  and their  

 

strategies. Participant 2 for example, started with pictures to introduce vocabulary words,  

 

gave the students the definition and the actual sentence they would see with the 

 

vocabulary word. She followed up by having them use sentences sentence starters that  

 

would require them to use the vocabulary words. Participant 6 allowed the students to  

 

select how they wanted to represent their thinking. In order for the teachers to make the  

 

differentiations teachers had to know their students instructional levels, areas of strength  

 

and weakness to adapt the curriculum and offer alternatives to their students. In the  

 

teacher observations and interviews, the researcher found that teachers are in constant  

 

process of collecting evidence of student learning, developing pedagogical strategies, and  

 

ideas to work on student’s strengths and weakness in their learning, implementing the  

 

strategies and ideas, evaluate the impact of learning and reflecting on what is effective  

 

and what is not.  

 

Reflection during PLCs 

 

Part of coaching is the time that teachers will take to reflect on skills, teaching 

strategies, planning and content knowledge. The mastery of skills requires opportunities 

to practice, but also the time to think through and reflect on the learning or teaching. 

During a fourth and fifth PLC where coaching was discussed, Participant 3 said,  
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It makes the teacher and the whole team to be reflective and changing the 

manner of instruction based on evidence from the coaching session. This in turn 

leads to growth in skills as an educator, and growth in learning from the 

students…cognitive coaching is all about the art of reflection to impact student  

learning. (Reflective Journal, p. 5)  

 

In a supportive school, teachers receive sufficient evidence-based feedback to guide their 

reflection on their strengths and challenges to improve their practice (Cherascaro et al., 

2015). Participant 6 discussed with her colleagues, “It makes the teacher and the whole 

team to be reflective and changing the manner of instruction based on evidence from the 

coaching session.”  The process of peer coaching and reflection also aligns well with the 

T-TESS evaluation system because the goal is for teachers to reflect on their teaching and 

progress from there. The teacher evaluation process of T-TESS communicates different 

practices between the performance levels to show what an accomplished and 

distinguished teacher does compared to a developing teacher. In addition, the T-TESS 

rubric strives to seize feedback into the rubric itself so that teachers can use to self-assess 

themselves or attain feedback from their appraiser to find practices in their performance 

levels above their current practice that they can work towards in professional 

development. Participant 4 said, “Teachers will start to choose new practices, vary 

instruction strategies, and give more corrective and positive feedback…”    

Lastly, teacher coaching and feedback had an impact on student achievement 

based on student data. Feedback that is specific to instructional strategies also can 

improve classroom management and can also lead to higher student achievement 

(Cherascaro et al., 2015; Epstein et al., 2008). Based on the student MAP reports in 

reading, six out of the six teachers made the recommended national norm mean growth 
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from the beginning of the year to the middle of the year. Student growth is also an 

important part of the T-TESS teacher evaluation system. The T-TESS component of 

student growth is used to measure how much a student progresses academically with a 

certain teacher which considers a student’s entering achievement when measuring how 

much the student grew as opposed to measuring student growth based on a single 

assessment or passing tests (TEA, 2018). Student growth encourages teachers to teach to 

all students focusing on the entire class always working for each student to progress 

appropriately throughout the year, not just students who are proficient or can pass tests.  

Research Question 3 

What impact does teacher coaching and feedback have on student achievement? 

The researcher sought to determine if the coaching and feedback professional 

development and practice helped improve instruction impacting the improvement of 

student achievement. According to Darling-Hammond (2000), teacher professional 

development is the most persistent and highly significant predictor of student 

achievement in reading and mathematics. The purpose of this inquiry study was to 

provide evidence to support the value of using research based focused professional 

development for the teachers in order to increase student achievement. Inquiry into a 

problem of practice provides an organization to work collectively by using a 

collaborative cycle of process of engaging in honest conversations about constructing a 

plan, acting on the plan and evaluating the action in the plan (Coghlan & Brannick, 

2014). During their coaching and feedback sessions, teachers went through several of the 

coaching cycles of pre-conferencing, observing and post-conferencing with their coaches 
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similar to the T-TESS teacher evaluation system. The inclusion of student growth data in 

a formative evaluation process allows for a complete understanding of which students a 

teacher has reached and how much the teacher has reached them in a given year (TEA, 

2018). Ultimately, the goal of T-TESS is to also help teachers evaluate their teaching as 

they also focus on student growth, which is aligned with the state accountability system 

through results. The most common theme that emerged from their interview responses, 

discussions and other data sources was focus.  

Focus 

The researcher noted that during teacher observations which occurred after a 

coaching cycle with their coaches, every teacher had a specific objective or focus they 

taught and all of them were connected to a higher order thinking skill in reading. For 

example, Participant 5 had a specific focus of, “to build the student’s knowledge of 

figurative language, while the author chooses to use figurative language, and what 

metacognitive strategies they can use to understand figurative language” (Reflective 

Journal, p. 4). She also had guiding questions objectives that the students would have so 

they could reflect on their learning, “I want to focus on three main questions that I want 

the kids to understand by the time we are finished.” 

As the teachers went through the coaching and feedback training, behaviors, focus 

on content knowledge, strategies and instruction also began to change. The teachers 

showed a very clear and narrow focus on their planning, developing their lesson 

activities, instruction and assessments. This process also aligns well with the teacher 

evaluation system of T-TESS since one of the goals is for teachers to reflect on their 
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instruction as they receive feedback. T-TESS observations strive to capture the holistic 

nature of teaching where there is a constant feedback loop between teachers and students 

and gauging how students respond to the teacher’s instructional practices and for those  

reasons, each of the observable domains in T-TESS focuses on both teachers and  

students. T-TESS has five performance levels to capture the numerous teaching practices  

that teachers use as they teach and within the performance levels teachers can strive to  

improve some of these practices in their goal setting and professional development plan  

(TEA, 2018). Participant 2, explained that “the objective for my lesson is to  

guide students into higher order thinking through a familiar text,” while Participant 1  

mentioned the specific TEK and said, “2.14 describe the order of events or ideas in a text  

and it’s under metacognition and summarization.”  Effective professional development is  

crucial to changing what and how teachers teach, and students learn (Odden et al., 2002).  

The peer coaching and feedback professional development trainings helped the  

teachers also focus on the results of their teaching (data) and then develop and implement  

a new plan. An example is when Participant 2, said “I will be working with Figure 19D  

which is inferences. I have selected this TEK because according to our data, the students  

need more exposure and practice with this types of questioning.”  With the established  

PLC structure in place at the campus the culture is to improve student performance.  

Members of a PLC community understand the elements of a PLCs focus are on learning,  

collaborative culture, collective inquiry, action orientation and commitment to  

uninterrupted improvement. It must be also judged based on results and data rather than  

good intentions (DuFour et al., 2010; Eaker et al., 2002).  

In a PLC community, teachers are consistently gathering evidence or data on  

student achievement, then developing strategies to address problems of practice or  

teaching for the teachers. They then implement the strategies and or ideas and analyze the  
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impact of the changes to see if it was affected or not and apply new knowledge in the  

next cycle of improvement. Immediate feedback helps teachers from continuing to  

practice errors that might go uncorrected. Immediate feedback can also help with  

changing the teachers’ behavior if the feedback is timely and frequent (Scheeler et al., 

2004).  

 During the observations the researcher observed that every teacher taught what 

they discussed in their teacher interview. They appeared focused, confident and 

organized which was different when the researcher observed the teachers during their 

scheduled T-TESSs observations before the peer coaching took place. During T-TESS 

scheduled observations several of the teachers appeared to be nervous, rushing through 

the lesson, written questions or making notes was not observed, limited best practices, 

and changing their objective after their pre-conference with the administrator. However, 

during peer coaching observations, teachers appeared to be motivated, relaxed, materials 

ready and prepared for the researcher to observe them. For example, Participant 2, had 

her students ready at the back table with the objective written out and students were 

copying it into their journals. All of her materials were organized next to her. She started 

the lesson with pictures and began with “thinking questions” such as “What do you think 

this picture is telling us?” As students answered she would say “Why?” and “How do you 

know?”  She knew exactly what questions to ask the students to get them to reach higher 

levels of thinking. Students responded very well and her timing of the lesson was smooth 

as she transitioned from pictures, questions, novel, to some student writing. She assessed 

the students by observing and listening to student answers. She made notes in her journal 

about their responses. When the researcher asked Participant 2 how she thought the 
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lesson had gone, she said, “I need to work on my questioning more, and I feel like I ran 

out of time” (Reflective Journal, p. 6) but she also said, “The pictures I used were great, 

they really motivated the students to think and verbalize their thinking; I will use them 

again” (Reflective Journal, p. 6). The teacher did not appear nervous or embarrassed 

about admitting what she had to improve and appeared confident in discussing which was 

different compared to her T-TESS observation conference. Giving teachers immediate 

feedback helps in changing teacher behavior, learning, and effectiveness (Scheeler et al., 

2004). Coaches met with the teachers before lessons and questioned them through the 

planning. They also observed them and then provided them with feedback based on what 

the teacher was focusing on. Participant 1’s lesson focused on summary with a small 

group of students and specifically asked for feedback from her coach since it was a skill 

that the entire grade was having difficulty with. Participant 1, who is new to second grade 

asked the researcher to observe her teach a small group. She wanted to try the lesson first 

with a small group of students during her guided reading before she did it with her large 

group. This was another opportunity for her to practice the skill before she felt 

comfortable teaching it to the entire class. Through practice and feedback it appeared as 

though she was perfecting the lesson. The mastery of skills requires opportunities to 

practice, but also the time to think through and reflect on the learning or teaching. She 

used the guided reading cover picture to begin questioning the students and then used a 

thinking map as she went over the story and wrote in the main events of the story. She 

then asked the students, “Does the picture on the book correctly summarize this story? 

Why? What evidence do you have to prove your answer?” (Reflective Journal, p. 9). 
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During the lesson students were also allowed to share answers and collaborate with each 

other as they discussed what would need to be in this new picture that summarized the 

story correctly. The teacher asked higher order questions which were written out on a 

piece of paper next to her. She assessed the students by having them draw their own 

picture and then write a summary of the story using their own words.  

The researcher sought to determine if the coaching and feedback professional 

development and practice helped improve instruction impacting the improvement of 

student achievement. STAAR English Interim Assessments (see Appendix G) show that 

when all of the three fourth grade teachers’ English assessments were analyzed, 88% of 

the students met the “approaches” grade level, 79% of socio-economic students met the 

level, 79% of the Hispanic students made the level, and 89% of the White students scored 

the “approaches” level. When  fourth grade “meets” grade level assessments were 

analyzed, they showed that only 48% of the students met the level, 58% of socio- 

economic students met, 34% of the Hispanic and 86% of the White students met the 

“meets” grade-level. Not only did 88% of the students passes the STAAR interim, several 

of the students reached the “mastery” level as well. For example, in fourth grade, 24% of 

the students in fourth grade met the “masters” standard, 33% of the economic 

disadvantage, 16% of the Hispanic and 64% of the White students met the highest 

standard of “masters.”  The importance of teacher effectiveness can depend on the 

variation in teachers’ abilities to contribute to student achievement. Feedback that is 

specific to instructional strategies can also improve classroom management and it can 

also lead to higher student achievement (Cherascaro et al., 2015; Epstein et al., 2008). 
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According to fifth Interim STAAR (see Appendix I) fifth scores showed that students also 

made some growth. The fifth STAAR English Interim Assessments showed that 72% of 

the students met the “approaches” grade level for passing, 71% of the economic 

disadvantage, 75% of the Hispanic, and 98% of the White students. When the “meets” 

student scores were analyzed, 34% of the students met this standard, 28% of the 

economic disadvantage, 31% of the Hispanic, and 80% of the White students met the 

grade level of “meets.”   As the highest standard of “masters” scores were analyzed, 14% 

of the students met this standard, 8% of economic disadvantage, 57% of the White 

students met this standard. If students of the school are going to effectively learn, then it 

is also an expectation that in this learning community, the adults in the school must also 

be continually learning and risk takers. The goal of the teachers is to create conditions for 

permanent learning. In addition, participation in this process is reserved for all and is the 

responsibility of all the school members. Finally, members of a PLC understand that the 

elements of a PLCs focus are on learning, collaborative culture, collective inquiry, action 

orientation, and commitment to uninterrupted improvement. It must also be judged based 

on results and data rather than good intentions (DuFour et al., 2010; Eaker et al., 2002). 

When the researcher looked at subgroups of student achievement, not all students made 

their growth.  

According to MAP reports (see Appendices E and F) in reading, six out of the six 

teachers made the recommended national norm mean growth from the beginning of the 

year to the middle of the year. However, not all sub groups, such as economically 

disadvantaged, Hispanic and White students make the recommend national norm mean 
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growth. For example, Participant 3’s economic disadvantage only grew from 193.42 to 

197.33 and Hispanic students only grew from 196.54 to 201.5. Two of the teachers, 

Participant 2 and Participant 4 also did not make the recommended national norm mean 

growth in the economically disadvantage subgroup. Through the coaching and feedback 

training, the teachers were in constant search for a better way to achieve student goals 

and accomplish the purpose of the school. Through this commitment, each staff member 

of the school is engaged in systematic processes and in an ongoing cycle. They are in a 

constant process of collecting evidence of student learning, developing pedagogical 

strategies, and ideas to work on student’s strengths and weakness in their learning, 

implementing the strategies and ideas, evaluate the impact of the changes of intervention 

to analyze what is effective and what is not, and apply new knowledge in the next cycle 

of continuous instruction improvement. Lastly, common formative assessments for 

second grade (see Appendices J and K) were also analyzed by the researcher. The second 

grade common formative assessments for reading for the second and third six weeks were 

compared, which showed that there was growth from the second six weeks assessments 

compared to the third six weeks. Participant 1’s class increased from 67.47% to 78.15% 

as the economic disadvantage students also increased from 66.23% to 81.07%, Hispanic 

from 67.27% to 77.44%. However, the White student’s scores, in this case decreased 

from 86.50% to 79.50%. The common formative assessments area also recorded by the 

levels of “approaches” and “master” level which is very similar to the STAAR 

accountability scores. The students who scored “approaches” level increased from 

42.11% to 80%, 46.15% economic disadvantage to 86.71%, Hispanic increased from 
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33.33% to 77.44% but the White students decreased once again from 100% to 79.50%. 

Students who scored in the “masters” level decreased from 10.53% to 10%, economic 

disadvantage students however, increased from 7.69% to 14.29%, Hispanic from 6.67% 

to 12.50% and White students decreased once again from 100% of them at the “masters” 

level to 0%.  

Impact and Process Data Conclusion 

Chapter IV presents the summaries of findings from both impact and process data 

captured through a focused professional learning series with a group of teachers at a 

campus from one elementary school in west Texas. The data also presented various 

themes that emerged through the analysis of the process data. The chapter also contains 

an overview of the study, major findings, and conclusions addressing the research 

questions, and future considerations for research. Overall, the impact and process data 

findings strongly suggest that the coaching and feedback professional learning activities 

learning contributed to addressing the problem of practice in reading, changing the 

teacher behaviors to improve instruction in order to improve student achievement. The 

overall structure, content, and method of the professional learning activities resulted in 

growth for the IDT team at the campus. In the end, many of the activities can be 

incorporated in campus professional learning for all teachers. The professional learning 

activities can be replicated to other campuses through the process but geared towards the 

specific needs of their own campus. The design development impact and process data of 

the study, overall communicate a positive ending. The research based design elements of 

the IDT learning series can be utilized to help other campus teams enhance their practice 
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in PLCs and improving teacher instruction through coaching and feedback.  
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CHAPTER V 

CONCLUSIONS, DISCUSSIONS, AND IMPLICATIONS 

Introduction 

Chapter V begins with a review of the purpose and describes the three phases of 

the study. The chapter also consists of the conceptual validity of the research project, 

major findings of the research questions, and concerns related to the research 

methodology. Lastly, the chapter provides direction for future research to support 

sustainability of inclusive practices on campuses and how the structure of the design 

based study can support future research hypothesis. 

Overview of the Study 

The current study emerged as a response for the compelling need for a study 

identifying, designing, and piloting a targeted professional development program for a 

campus to refine their knowledge and skills to lead to student achievement. The 

professional development focused on teachers implementing research-based strategies, 

observing each other in order to coach and give each other consistent feedback allowing 

for reflection on their teaching. PLCs are scheduled into the workday for educators to 

“engage in disciplined inquiry and continuous improvement to raise the bar and close the 

gap of student learning and achievement” (Fullan, 2005, p. 209). This campus level 

instructional planning cultural shift essentially involved changing educators’ thinking 

regarding the kinds of training, collaboration practices and strategies that are most 

beneficial for energizing campus instructional planning to meet the learning improvement 

needs of students.  
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First, the purpose of this study was designed to gain insight into a focused 

professional learning program for the campus to address the problem of practice of 

reading. Second, it was to provide additional training on PCLs framework and systems. 

Third, the study was to allow time for teachers to collaborate with each other and apply 

the peer coaching and feedback professional development training to improve teacher 

practices and instruction. According to Mintrop (2016) the above are called change 

drivers which will have the largest impact on motivating and moving people towards the 

desired and intended change in a design-based school improvement model.  

Phase One 

The intervention in the study involved the campus administrator and six of the 

teachers. The participants in the action research project possessed an openness to new 

learning, the ability to be reflective on their own growth, a willingness to collaborate with 

others and strong leadership skills. The participants, which also included the campus 

principal completed each of the 10 collaborative week sessions and were considered the 

elementary school’s Instructional Design Team (IDT) for the campus. The research 

requires learning by doing with a group of participants who identify a problem in their 

setting, “do something to resolve it, see how successful their efforts were, and if not 

satisfied, try again” (O’Brien, 2001, p. 1). The participants consisted of six teachers and 

the campus principal  

Phase Two 

The organizational framework consisted of the IDT as the unit of the study. The 

key player was the campus principal in leading the IDT through the intervention process. 
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The primary intervention tool was a series of targeted professional learning sessions that 

strove to improve teacher’s instructional practices and to support PLC best practices for 

all the staff members at the campus. Through the PLC philosophy and framework, the 

IDT participants collaborated and learned together in an environment that was conducive 

and open minded to learning, collaborating, and inquiry in a professional learning school 

community. The preliminary professional learning activities were created by the campus 

principal based on data. As the professional development intervention model was 

implemented, the timeline and scheduled activities were revised when necessary. The 

purpose of the research was to ultimately provide the means for the participants to engage 

in “systematic inquiry and investigation to design an appropriate way of accomplishing a 

desired goal and to evaluate its effectiveness” (Stringer, 2014, p. 6). Any changes in the 

timeline were determined by the IDT participants and were an ongoing process 

throughout the study. 

Over the 10-week period of implementation, the IDT participants shared and 

reflected during the professional learning sessions on the new learning opportunities. All 

the training occurred on the campus in teacher classrooms or the conference room. Some 

of the training was full day sessions while other sessions occurred during PLC time 

during the school day.  

The proposed professional learning series consisted of 10 trainings or activities 

(see Table 3.1) each with a specific learning intention to use the PLC time to support 

teacher coaching and feedback to improve teacher instruction. The design of the 

professional learning series worked to create a sold understanding of the PLC campus 
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vision, beliefs, and goals and understanding of refining their instruction to support the 

learning needs of all students.  

Phase Three  

To determine the impact of the research design administration a pre-assessment 

and post-assessment four-point survey consisting of 30 questions was utilized in 

Qualtrics. In this study a pre- and post-teacher survey to glean insights on attitudes, 

trends or opinions of a certain population by analyzing a sample of that population 

(Fowler, 2009). The responses provided information on teachers’ growth after the 

intervention plan of professional development was conducted. The survey consisted of 

Likert scale questions, concerning Instruction Domain II on T-TESS (planning), 

instruction, PLCs, feedback, and RTI. The T-TESS Domain II planning consists of how 

well a teacher designs clear and well organized lesson which are aligned to the standards, 

how well the teacher used formal and informal methods to measure student achievement, 

how well the teacher ensured high levels of learning and social development by using 

proven practices and lastly, how well the teacher planed engaging, flexible lessons that 

encouraged higher order thinking (TEA, 2019). The pre-survey and post-survey results 

were compared to determine if there was a difference before and after the study.  

The collection of qualitative data occurred at the school site using documents, 

surveys, interviews, and observations. The interviews were conducted in an informal 

setting with an open-ended approach. The use of different data sources helped build a 

coherent justification for the themes; if themes are based on several sources of data this 

helps in adding validity to the research study (Creswell, 2014). The individual interviews 
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consisted of the IDT staff and were digitally recorded along with field notes to capture 

and preserve the true intent of the discussions. 

The process data collected through qualitative approaches was instrumental in 

finding themes and description that supported the findings of the impact data. Not only 

did the impact growth from the pre- and post-assessment provide knowledge of the 

overall effectiveness, but the use of themes throughout the process clearly defined the 

specific growth noted through the intervention design study. The use of impact and 

process data worked congruently to provide a data rich environment to strengthen the 

reliability and validity of the study for future research endeavors. 

Major Findings and Conclusions 

This section provides an integration of the findings derived from the impact and 

process data collected and analyzed from the study and consists of breakdown of the data 

and its impact on the three questions. The following questions guided the design of this 

study.  

1. In what ways can the PLC model help teachers effectively implement RTI? 

2. In what ways can peer coaching and feedback help teachers improve their 

      teaching?  

 

3. What impact does teacher coaching and feedback have on student 

achievement? 

Research Question 1 

In What Ways can the PLC Model Help Teachers Effectively Implement RTI? 

Research Question 1 sought to determine the impact a focused professional 
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learning series had on RTI in an elementary campus in west Texas. The findings that 

emerged during the review of Research Question 1 results included a sound knowledge 

base of a PLC framework and differentiation in instructional strategies to support student 

growth and academic progress.  

Finding One 

 Data suggested the essence of a learning community has a focus on and a 

commitment to the learning of each student at high levels. PLC is an operational structure 

that can support learning for all students since it is based on an “ongoing process in 

which educators work collaboratively, in recurring cycles of collective inquiry and action 

research to achieve better results for the students they serve” (DuFour et al., 2010 p. 9). 

The IDT team designed professional learning activities for the PLC campus that used the 

established PLC framework to continue using the PLC elements of collaboration in order 

to achieve high levels of student learning. The intervention plan consisted of several 

trainings that occurred during the campus work day and required collaboration and 

cooperation of the teachers in order to support the changes in teacher instruction. The 

collaboration sessions were consistent which allowed a systemic process to take place in 

the planning of metacognition skills in reading, activities aligned to this skill, assessments 

that would assess the skill and also data to inform future planning.  The metacognition 

skill that teachers focused on required students to think about one’s thinking and it is a 

prerequisite for other reading comprehension strategies.  The goal was for students to 

continually monitor their own thoughts as they enhance their understanding of the text 

they are engaged in (McGregor, 2007).    
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The data collected solidifies the importance of creating an environment that 

establishes teaching practices, policies, and systems that will be implemented with 

students daily. Through the process the researcher found that collaboration in their PLCs 

not only improved for the participants but it became a crucial part of their planning and 

instruction. Administrators, especially, must understand the context in which they lead so 

they can create and establish an environment of learning for all students, especially 

students who might have been marginalized because of their race, class, or academic 

deficiencies. There are certain behaviors or practices that culturally responsive school 

leaders practice to influence the schooling context, and to address the cultural needs of 

the students, parents, and teachers. Therefore, it is important for the administrator to have 

in place a process that requires teachers to adopt an approach for instructional procedures 

to better serve their students. PLCs have specific elements that are present and make 

them successful. These elements are: a focus on learning, a collaborative culture, 

collective inquiry into best practice and current reality, action orientation, commitment to 

continuous improvement, and results orientation (DuFour, et al., 2010). Through the 

focused professional leaning activities, the researcher focused on peer coaching and 

feedback professional learning that enhanced collaboration for the IDT team and was 

responsive to improving student achievement in the area of metacognition in reading. 

Collaboration had an impact not only on students and teachers, but on the entire school. 

Teacher collaboration is often linked to successful academic achievement schools 

(Cherascaro, Brodersen, Yanoski, Welp, & Reale, 2015; DuFour et al., 2008; Epstein, 

Atkins, Cullinan, Kutash, & Weaver, 2008). When teachers collaborate with each other, 
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they can achieve academic goals, and they are able to collaborate better among 

themselves (Morrissey, 2000), which affects both their behavior and attitude (Da Costa & 

Riordan, 1996). Through this collective inquiry, it also enables the teachers to develop 

new skills and capabilities, which eventually transforms into “fundamental shifts in 

attitudes, beliefs, and habits that over time transform the culture of the school” (DuFour 

et al., 2010, p. 122).  

Summary of Findings for Research Question 1 

Impact data and process data collected for the current research study provided 

evidence to support the importance of school-based focused professional learning has on 

teacher instruction practices. The focus of this study was to improve teacher’s 

instructional practices in the area of metacognition and to support PLC best practices for 

all the staff members at the campus. Through the PLC philosophy and framework, the 

IDT participants collaborated consistently and learned together in an environment that 

was conducive and open to learning, collaborating and inquiry in a professional learning 

school community. The impact data collected from the Teacher pre and post survey 

responses when compared increased from the beginning of the study to the end. Teacher 

observations and interviews also showed their collaboration had an impact on content 

knowledge, data analysis, metacognition strategies and their interdependence with each 

other to improve student achievement in reading.  The area of Collaboration is more than 

merely meeting with other teachers at the school; it requires providing teachers with the 

time to assist and support one another’s work in a sheltered, protective, and supportive 

environment (DuFour et al., 2010; Murray, 2015).  
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Research Question 2 

In what ways can peer coaching and feedback help teachers improve their 

teaching?  

Research Question 2 had the following findings emerge during the collection of 

student data on reading, teacher interviews and teacher observations. The findings related 

to a school-based professional learning series played a role in creating a positive impact 

on instructional planning and teaching practices through the coaching and feedback cycle 

which helped teachers reflect on their instruction.  

The researcher sought to determine if the coaching and feedback professional 

development and practice helped change teacher behaviors and improve instruction. 

Effective professional development is crucial to changing what and how teachers teach, 

and students learn (Odden et al., 2002). Through the metacognition training teachers also 

gained knowledge and strategies that helped with the skill of metacognition in reading.  

Metacognitive strategies refers to methods used to help students understand the way they 

learn; in other words, it means processes designed for students to think about their 

thinking (McGregor, 2007).  Due to the metacognition professional development, 

teachers were required to apply this training throughout their teaching which required 

them to first plan for these skills during their collaboration time. The proposed 

professional learning series consisted of the IDT team trainings and were to support the 

peer coaching and feedback professional development as they applied the metacognition 

knowledge and skills in their teaching. All the training occurred on the campus and each 

teacher selected a coach and met with them several times to receive guidance and 



Texas Tech University, Nancy Parker, August 2019 

 

150 

 

feedback through a pre-selected reading metacognition lesson. During their coaching and 

feedback sessions, teachers went through several of the coaching cycles of pre-

conferencing, observing and post-conferencing with their coaches also using the T-TESS 

Domain II Planning rubric. Professional development is a core of activities that help 

teachers increase their knowledge and skills, which brings about changes in classroom 

practice.  

Finding One 

Teacher-based professional development workshops primarily focus on content 

knowledge, active learning, and best practices on how to teach content (Garet, Porter, 

Desimone, Birman, & Yoon, 2001). During their coaching and feedback professional 

development sessions, teachers went through several of the coaching cycles of pre-

conferencing, observing and post-conferencing with their coaches during the workday. 

This process is very similar to the process that is used in their T-TESS teacher evaluation 

with their administrators. Job-embedded professional development is also best when it is 

grounded in day-to-day teaching (Coggshall et al., 2012; Darling-Hammond & 

McLauglin, 1995). In addition, they used the T-TESS Domain II Planning rubric to 

develop and help them plan their lessons, activities, and assessments for their lessons. 

The teacher pre- and post-survey data showed growth in the T-TESS areas of Domain II 

planning and that the coaching and feedback helped improve their planning, instruction in 

specifically the area of metacognition in reading and also learn new strategies from each 

other. Effective professional development is crucial to changing what and how teachers 

teach, and students learn (Odden et al., 2002). Since teachers selected their metacognition 
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lessons and objectives, they were also able to focus on their needs or areas of interest. 

According to Morrissey (2000), to enhance teacher effectiveness, coaching should 

strategically target the needs of the teacher, with the coaching aligned to the instructional 

goals of metacognition skills of the school.  

Finding Two 

Part of coaching is the time that teachers will take to reflect on skills, teaching 

strategies, planning and content knowledge. The mastery of skills requires opportunities 

to practice, but also the time to think through and reflect on the learning or teaching. In a 

supportive school, teachers receive sufficient evidence-based feedback to guide their 

reflection on their strengths and challenges to improve their practice (Cherascaro et al., 

2015). Teacher interviews also confirmed that as teachers observed each other and also 

planned with each other, they learned several different strategies or reinforced good 

practices.  The area of metacognition in reading is the skill that they had to apply due to 

the training that they had received.  The specific feedback teachers had from their 

coaches helped them reflect not only on how to use the metacognition strategies but also 

why. Metacognition is thinking about one's thinking. More precisely, it refers to the 

processes used to plan, monitor, and assess one's understanding, knowledge, and 

performance as you are learning. Metacognition requires a critical awareness and 

consciousness of one's thinking and learning and oneself as a thinker and learner 

(McGregor, 2007). The same process that teachers were teaching their students was also 

the same process they themselves were going through.  Specific corrective feedback, such 

as specific suggestions, directions, or examples of how to use instructional strategies, are 
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more appropriate and effective for the teachers (Hemmeter, Snyder, Kinder, & Artman, 

2011; Scheeler et al., 2004). Lastly, teacher instruction also improved from the 

metacognition professional development based on student reading achievement 

assessments. Feedback that is specific to instructional strategies also can improve 

classroom management and can also lead to higher student achievement (Cherascaro et 

al., 2015; Epstein et al., 2008). Based on the student MAP reports in reading, all six 

teachers made the recommended national norm mean growth from the beginning of the 

year to the middle of the year.  

Summary of Findings for Research Question 2 

 The current study found that peer coaching and feedback professional 

development had a direct impact on improving teacher instruction of planning, 

metacognition strategies, and content knowledge.  The process data collected during the 

ten-week professional learning series provides evidence to substantially support the key 

factors that changed occurred within the teachers due to the training. During the process 

the teacher used the T-TESS Domain II Planning rubric to develop and help plan lessons, 

metacognition activities, and assessments for their lessons. Teachers became comfortable 

with the process of the pre-conference, observation and post conference as they 

incorporated the feedback they were receiving from their coaches. Observing teachers 

while giving them immediate feedback can make a difference in teacher behavior, 

learning, and effectiveness (Scheeler et al., 2004). The changes in teaching occurred not 

only through planning, observing and collaboration with each other but also the 

opportunity to reflect on their instruction and their instructional impact on student 
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achievement. Through the process, teachers reflected on their practices which also 

allowed them to be open minded and risk takers as they built trust and relationships with 

one another. The mastery of skills requires opportunities to practice, but also the time to 

think through and reflect on the learning or teaching. The consistency of their 

collaboration focus on metacognition skills in reading, and practicing the skill allowed 

them to improve these areas.   In a supportive school, teachers receive sufficient 

evidence-based feedback to guide their reflection on their strengths and challenges to 

improve their practice (Cherascaro et al., 2015). Lastly, the current study found that peer 

coaching and feedback professional development had a direct impact on teacher 

instruction behavior. Teachers learned new strategies, reflected on ones they used, or 

improved their planning which helped improve student achievement in reading since they 

focused on the metacognition skills of higher order thinking.  Map reading scores for all 

six teachers showed improvement from the beginning of the year to the middle. Feedback 

that is specific to instructional strategies also can improve classroom management and 

can also lead to higher student achievement (Cherascaro et al., 2015; Epstein et al., 

2008). 

Research Question 3 

What impact does teacher coaching and feedback have on student achievement? 

Research Question 3 focused on a correlation between a campus-based 

professional learning with student achievement based on reading scores for MAP, 

STAAR interim, and common formative assessments. Part of the PLC process is 

systemically collecting evidence of student learning, developing pedagogical strategies, 
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and ideas to work on student’s strengths and weakness in their learning, implementing the 

strategies and ideas, evaluate the impact of the changes of intervention to analyze what is 

effective and what is not, and apply new knowledge in the next cycle of continuous 

instruction improvement. Members of a PLC understand that the elements of a PLCs 

focus are on learning, collaborative culture, collective inquiry, action orientation, and 

commitment to uninterrupted improvement. It must be also judged based on results and 

data rather than good intentions (DuFour et al., 2010; Eaker et al., 2002).  

Finding One 

What impact does teacher coaching and feedback have on student achievement? 

The researcher sought to determine if the coaching and feedback professional 

development and practice helped improve instruction impacting the improvement of 

metacognition in reading student achievement.  According to Darling-Hammond (2000), 

teacher professional development is the most persistent and highly significant predictor 

of student achievement in reading and mathematics. The researcher sought to determine 

if the coaching and feedback professional development had impacted student 

achievement. Based on data, the school-based professional learning series played a role in 

creating a positive impact on teaching practices which then had an impact on student 

achievement.  A commitment to continuous improvement is another element of PLCs. 

Staff members are in constant search for a better way to achieve goals and accomplish the 

purpose of the school. Through this commitment, each staff member of the school is 

engaged in systematic processes and in an ongoing cycle. They are in a constant process 

of collecting evidence of student learning, developing pedagogical strategies, and ideas to 
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work on student’s strengths and weakness in their learning, implementing the strategies 

and ideas, evaluate the impact of the changes of intervention to analyze what is effective 

and what is not, and apply new knowledge in the next cycle of continuous instruction 

improvement. The goal of the teachers is to create conditions for permanent learning.  

Due to the consistent structure of collaboration that focused on metacognition skills and 

peer coaching and feedback, teachers were in a constant process of learning, applying, 

assessing, and planning.  According to the fourth STAAR English Interim Assessments 

(see Appendix G) show that when all of the three fourth grade teachers English 

assessments were analyzed, 80.6% of the students met the “approaches” grade level, 

69.6% of socio-economic students met the level, 76% of the Hispanic students made the 

level and 90% of the White students scored the “approaches” level. According to the fifth 

Interim STAAR (see Appendix I) scores showed that students also made some growth. 

The fifth STAAR English Interim Assessments showed that 86% of the students met the 

“approaches” grade level for passing, 82% of the economic disadvantage, 88% of the 

Hispanic, and 85% of the White students. MAP was another source of data that was 

analyzed for student progress. According to MAP scores (see Appendices E and F) out of 

the six teachers, all of them made growth from the beginning of the year to the middle of 

the year on MAP reading scores but also made the recommended national norm mean 

level for their grade. For example, Participant 4 had the highest class growth which grew 

from 209.57 to 217.64. Participant 5 had the highest growth in the socio economically 

group which grew from 209.93 to 216.13, Participant 4’s class had the highest growth in 

the Hispanic subgroup which grew from 205 to 216.75, and Participant 2’s class had the 
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highest growth from the White subgroup which grew from 218.33 to 223.33. The average 

growth reading in second grade was 4.9, in fourth grade it was 11.51, and in fifth grade it 

was 7.5. Lastly, common formative assessments for two six weeks were compared for 

second grade and according to the reports (see Appendices J and K) they indicated that 

there was growth from the second six weeks assessments compared to the third six 

weeks. For example, Participant 1’s class increased from 67.47% to 78.15%, as the 

economically disadvantaged students also increased from 66.23% to 81.07%, and 

Hispanic from 67.27% to 77.44%. However, the White student’s scores decreased from 

86.50% to 79.50%. Mastery of skills requires opportunities to practice, but also the time 

to think through and reflect on the learning or teaching. After going through the peer 

coaching cycles several times teachers showed that the process had helped them narrow 

their focus on teaching, align activities and assessments with their reading metacognition 

objective.  The peer coaching systemic process that consistently took place with the 

teachers helped them think through and perfect their planning, teaching and assessing 

sessions.  Teachers then analyzed their data and made adjustments to their lessons or 

instruction. Effective professional development is crucial to changing what and how 

teachers teach, and students learn (Odden et al., 2002).  Transformation should also create 

systems that challenge and motivate a critical number of educators and provide the 

capacity to reinvent the structures, systems, and practices from within. The challenge is to 

build professional identities and learning communities that can adapt and create their own 

ideas and solutions. Some of these features include schools operating collaboratively, a 

teaching force encompassing a wide range of instruction and content expertise, skills, 
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data literacy, use of research knowledge and the ability to adopt and adapt teaching 

strategies for students with diverse needs, and leadership capacity distributed widely 

across schools and community (Groff, 2013).  The coaching professional learning 

development activities aligned well with the campus PLC goals and framework. 

Members of a PLC community also understand that the elements of a PLCs focus are on 

learning, collaborative culture, collective inquiry, action orientation, and commitment to 

uninterrupted improvement. It must be also judged based on results and data rather than 

good intentions (DuFour et al., 2010; Eaker et al., 2002). In a PLC community, teachers 

are consistently gathering evidence or data on student achievement, then developing 

strategies to address problems of practice or teaching for the teachers. They then 

implement the strategies and or ideas and analyzed the impact of the changes to see if it 

was affected or not and applied new knowledge in the next cycle of improvement. 

Student data of MAP, STAAR Interim, and common formative assessments that were 

collected showed growth in reading scores for all teachers with the exception of some 

subgroups such as economically disadvantaged, Hispanic and White students. Student 

growth is also an important part of the T-TESS teacher evaluation system. The T-TESS 

component of student growth is used to measure how much a student progresses 

academically with a certain teacher which considers a student’s entering achievement 

when measuring how much the student grew as opposed to measuring student growth 

based on a single assessment or passing tests (TEA, 2018). Student growth encourages 

teachers to teach to all students focusing on the entire class always working for each 

student to progress appropriately throughout the year, not just students who are proficient 
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or can pass tests. Ultimately, the goal of T-TESS is to also help teachers evaluate their 

teaching as they also focus on student growth which is aligned with the state 

accountability system through results. The peer coaching and feedback also supports 

teachers with their evaluations since it focuses on student achievement. The collective 

inquiry of the teachers into best practices of peer coaching and feedback helped the 

teachers to focus on their present practices which improved student achievement. The 

categories of collaboration, collective accountability, professional development, 

feedback, and coaching encompass the theme of systems within the community of the 

school. In fact, many school reforms require systems that can transform or restructure. 

We need complex systems, frameworks, and designs of organization and provision to be 

able to adapt to new demands and new possibilities (Groff, 2013; Hargreaves, 2003).  The 

PLC framework aids in having structures in place that help schools with consistent 

process that help teachers with their teaching but that ultimately makes a difference in 

student achievement.   

Conclusions of Research Questions 

 The initial focus of the research design study was to develop a targeted 

professional development program for a PLC campus to refine teacher knowledge and 

skills about their instruction to lead to student achievement in reading. The professional 

development focused on teachers implementing research-based strategies, observing each 

other in order to coach and give each other consistent feedback allowing the teachers to 

reflect on their teaching. Through a focused professional learning series developed from 

the change drivers-provide training on PLCs, give teachers time through their PCLs to 
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consistently collaborate, observe each other and provide coaching and feedback training 

to improve teacher instruction. The goal of the current research study was to develop the 

campus leader and teachers’ abilities to design quality school based focused professional 

learning related to improve student achievement in the area of reading. The findings of 

the current research study confirm the importance of designing focused professional 

learning, specific to campus needs, to increase instructional and PLC knowledge, to 

better support the learning needs of all students.  

Discussion 

The discussion section of Chapter V is divided into three parts to support the 

sustainability of the PLC framework and collaboration that helps teachers learn from each 

other to improve their instruction. They are: district level considerations, campus-based 

considerations, and the researcher’s reflection of the design based research project.  

District Level Considerations 

 District level personnel should have a comprehensive plan to support campuses 

that struggle. Through the professional learning plan the district level personnel must 

determine what is hindering progress of students, what is hindering certain population 

groups and what skill set and training is needed to remedy the areas of concern. District 

personnel must know the needs of the campuses since professional development is more 

effective when it is content-specific and specifically tailored to the needs of the particular 

campus, grade-level (Corcoran, 1995). Traditional training exemplified in the form of 

workshops is the most prevalent form of professional development, despite the research 

that shows it has very little impact on student learning (Fullan, 2005). The teachers in this 
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study found the training to be practical and also training that they could actively be 

involved in but also meaningful to the work they do every day. Professional development 

should be job-embedded and directly connected to their teaching (Ancess, 2000). The 

district level personnel should consider professional development that includes different 

multiple modalities of learning and active engagement that can be applied in their 

teaching. Teachers like to be actively involved in learning new strategies, finding 

resources, and creating learning, not sitting passively.  

 Without question this study complements the emerging literature regarding the 

power of PLCs. The role of the district should be that PLCs are also encouraged through 

their staff development and that training is provided especially for new teachers. Lesson 

design for example, is a great way for teachers to learn how to differentiate instruction. It 

would be wise to model differentiation by pre-assessing the teachers first and then tailor 

the training based on their needs instead of a whole group session. Having teachers 

collaborate, model, and dialogue about teaching is another way to differentiate the 

learning for them. The professional development should also provide follow-up activities, 

reflection activities, discussion questions through technology and promote the use of 

social media and blogs as mediums for conversations with each other. The nature of 

schools creates barriers to teacher collaboration that must be deliberately addressed in 

order to create an environment in which teacher’s dialogue about their practices which 

can be supported at the district level as well. Finally, in all professional development that 

the district provides, time for reflection connected to the learning objective should be 

committed. In this study the teachers revealed to themselves that they learn from being 
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self-reflective and made instructional adjustments based on what they garnered from their 

reflection or by comments or suggestions from their coach.  

Lastly, incorporating ongoing support and networking opportunities that extend 

beyond the campus that teachers and campus leaders are assigned to should be a priority 

for the district. Many campuses in the district share similar issues that if they collaborated 

with one another could support and find solutions with each other. Through the help of 

the district, they could bring campuses together and structure ongoing support that allows 

for systemic and constant collaboration by organizing collaborative meetings, develop 

model classrooms where teachers and administrators could observe model teachers teach. 

They could also develop online discussion boards, and a dedication to providing 

resources to the campuses that include workshops, funding, and contact information to 

local resources outside school. Opening up this type of collaboration could support with 

colleagues communicating with each other on problems of practice for leaders and 

teachers. It would also help by providing consistent constructive feedback, a willingness 

to recognize areas in need of improvement in one’s practice, and a safe environment to 

take risks in practice and openness to modifying one’s practices for both leaders and 

teachers.  

Campus Level Considerations/Leaders Responsibility for PLCs 

 The campus leadership team must work to consistently enhance the knowledge 

and increase the knowledge of all members on the campus. The campus leaders must 

make time to review and refine the PLC framework, monitor teacher PLC collaboration 

times, analyze current reading teaching strategies and instruction, and continue the peer 
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coaching and feedback process. Professional Learning Communities is one of the most 

promising tool for the development of teachers (McLaughlin & Talbert, 2001). PLCs 

allow a forum and structure where teachers can discuss student data, brainstorm and 

develop solutions to problems and share instructional practices. The campus leadership 

team needs to find a consistent and innovative scheduling solution to continue having 

time for teachers to pre-conference, observe and post-conference with each other. The 

time must be scheduled during the day and must also be monitored by the administration 

team so that it occurs consistently. Part of the pre-conference process needs to include 

assessments and how they will be used to assess the skills. The post-conference process 

also needs to include analyzing the student data that was collected after teaching the 

lesson. Having the coach begin the process of planning, observing, and analyzing data 

will help the teachers reflect and then make adjustments to their instruction. Professional 

development should promote self-reflection and inquiry, often in the form of action 

research (Loucks-Horsley, Hewson, Love, & Stiles, 1998). This process would also hold 

the teachers accountable for student achievement. The schedule should find time to 

support the PLC framework and support the learning of the campus leadership, support 

staff, grade-level teams and fine arts teachers who work with students at the campus. The 

ultimate goal of the campus leadership team is to create a culture of a shared common 

vision by the staff of reciprocal responsibility for every increment of performance that 

supports all students on the campus.  
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Leaders Responsibility for Teacher Learning 

The campus leaders should also include technology to the coaching and feedback 

process by videoing lessons in order for teachers to reflect on their own lessons or find 

lessons that can serve as model lessons. All of the teachers in the study mentioned that 

they learned by reflecting on their teaching and made adjustments in their instruction in 

order to improve their students learning. The technology process will also include 

discussion boards, blogs or flipping videos and reflection questions based on the 

professional development they receive. The peer coaching and feedback must continue 

with the focus on how to question at different levels and how to provide quality feedback 

to a colleague who is being coached. There also needs to be more training on the T-TESS 

rubric and how it can be used while planning and observing a colleague but also so that 

teachers can better understand the instrument that is being used to evaluate them and 

what they can do to increase teacher effectiveness.  

Leaders Responsibility for Self-learning 

 Ultimately, the campus leadership is the mastermind of the logistics that bridge 

the focus of the campus staff and the current practices, systems, curriculum that are at the 

campus. The leader must stay abreast of situations that can derail the professional 

learning and consistently create opportunities for learning to support the campus 

initiatives along with the PLC framework. A way that a leader can demonstrate trust is by 

empowering teachers through the PLC framework since it is designed to provide teachers 

with a structure for learning and practicing new strategies, assessing the effectiveness of 

those strategies, and collecting input and feedback in an ongoing job-embedded manner. 
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Leaders who create master schedules that make time for collaborative planning send a 

message to  teachers that the professional beliefs, practices, and growth of teachers is 

necessary to improve student learning. The leader must also know the strengths and areas 

of opportunities of the campus. The leader is also responsible for developing the skills of 

the staff in addressing the areas of concerns at the campus. The campus leader should 

develop skills in providing effective staff development, effective feedback, and reflective 

questioning to support the staff of the campus. Part of the process must also include the 

leader’s presence in classrooms. A leader’s time can be easily taken away with the daily 

minutia of school life. Leaders should strategically schedule time for planning and 

learning with teachers, walkthroughs, observations, and that time should be sacred. 

“Exceptional school leaders succeed because of how they uses their time: what they do, 

and how and why they do it (Bambrick-Santoyo, 2012, p. 2). The leader is the facilitator 

of the campus team and helps guide them through the process of creating a focused 

environment where a professional learning community supports and produces learning 

results for all students.  

Reflections as a Researcher 

 As an educator for 26 years, I realize the importance of reflecting on practices to 

enhance future endeavors at my campus. Even though I helped design the 10-week 

professional learning series, I did not take into account the time or the disruptions that 

would create obstacles in the implementing the professional learning activities. I learned 

that PLC days where teachers plan to meet to discuss lessons, observe, and post 

conference must be protected from scheduling conflicts such as Annual Review 
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Decisions (ARDs), Student Success Team (SSTs), and parent conferences. I also learned 

that the focused professional learning should be spread out over the length of an entire 

school year and making sure that the teachers are processing the learning, applying the 

learning, reflecting on the learning and making adjustments to their learning. These 

cycles of learning take time and the staff needed time to process the learning in order to 

ultimately see an effect on their teaching and also student achievement.  

 School culture is a complex and nebulous concept, yet this study reveals the 

importance of relationships and trust and it is also important that I as the leader of the 

campus have specific leadership behaviors to improve the school culture. While being a 

relationship-oriented person is more natural than others, all leaders must recognize the 

trust and recognition are imperative helping teachers improve. The campus leaders must 

be intentional about finding time and opportunities to celebrate successes as they are 

observed. Just like in peer coaching feedback must be specific, targeted specific praise 

reinforces effective teaching practices and increases the chances that teachers will repeat 

those behaviors that are being praised. Recognizing risk-taking, effort, failure, and 

growth cannot be left to chance. In this study, the teachers enjoyed having their coaches 

give them feedback because it was also followed by praise. This ultimately helped with 

teachers trusting each other and also open to consider instructional advice, feel more 

comfortable trying new strategies and asking for assistance when they need it. I did not 

make this a priority with the teachers who participated in the study which I would now 

change. I understand that my praise would have also made a difference in my relationship 

with the teachers and their trust as they ventured into peer coaching with each other.  
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Implications and Direction for Further Research 

This section presents implications to further research the importance of the peer 

coaching and feedback professional learning series. It also provides guidance for further 

research on professional learning communities and the use of peer coaching and 

feedback.  

 With any research study there comes opportunities to suggest new enhancements 

for future research protocols. In response to the design of this study, I outlined five 

potential modifications for future focused professional learning for campus leadership 

teams to improve teacher instruction, student achievement, by using professional learning 

communities as a way to support peer coaching and feedback.  

 The findings of this study supports the notion that professional development is a 

core of activities that can help teachers increase their knowledge and skills, which brings 

about changes in classroom practice. Professional development also cannot be a one-time 

activity that does not allow for breadth or depth and it must be embedded into the daily 

work of a teacher. It must also be ongoing to make a difference and improve the skills of 

the teacher. In this study, the peer coaching and feedback made a difference in teacher 

behavior and also had an impact on student achievement so it would be imperative to 

repeat the implementation of this study for sustainability in districts that might not have a 

focus on teacher collaboration and improving teacher practice and instruction.  

 In addition, in order for collaboration and peer coaching to be practiced in 

the school work day, it is a recommendation that the design include a structured and 

dedicated time for teachers to have the time to pre-conference, observe, and post-
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conference with each other. Collaboration, professional development, feedback, and 

coaching encompass the theme of systems within the community of the school.  School 

reforms require systems that can transform or restructure a setting or environment to be 

able to adapt to the new change that is required (Groff, 2013; Hargreaves, 2003). 

Scheduling will be an important part of making this process work since uninterrupted 

time during the day will be necessary. The leader will not only need to facilitate an 

environment that is flexible and meets the needs of the teachers but also the logistics of 

scheduling the time to monitor the daily schedule, coaching sessions to make sure that 

teachers are going through the consistent process of each stage and also the time to be in 

classrooms to offer feedback as well.  Creating systems and consistent structures that 

challenge and motivate a critical number of educators can also provide the capacity to 

reinvent the structures, systems and practices from the teachers themselves. The 

challenge is to build professional identities and learning communities that can adapt and 

create their own ideas and solutions.  According to Groff (2013) some of these solutions 

include a teaching force encompassing a wide range of instruction and content expertise, 

skills, data literacy, use of research knowledge and the ability to adopt and adapt teaching 

strategies for students with diverse needs, and leadership capacity distributed widely 

across schools and community.  The teachers experiencing the process with their 

principal will also help internalize the process. Modeling consistently the process of 

coaching several times before teachers are asked to do it may put them at ease. There are 

some processes and dispositions that are more difficult to teach (e.g., taking risks, 

openness to critique, questioning, and how to give feedback) that modeling would better 
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prepare the teachers as they go through the process.  

 Another recommendation is incorporating ongoing support and networking 

opportunities that extend beyond the grade-level which will provide teachers with the 

relationships and resources necessary to continue the processes of peer coaching, 

collaboration and improving their instruction from the campus or leader. Ongoing support 

should include access to online courses, videos, or even face-to-face support for the entire 

first year of their teaching and then make adjustments based on their needs. Alternative 

suggestions to achieve this support could include: on-line discussion boards, websites 

dedicated to providing free teaching resources, contact information for district coaches 

and collaboration with other schools and teachers. In addition, providing model 

classrooms where teachers can come together at any time to share knowledge with others, 

provide a safe environment for reflection and dialogue, opportunities to model in order to 

help take risks and practice critiquing/feedback with each other.  

 One modification that I would make is to give teachers more autonomy and 

decision making throughout the year on how the professional development activities will 

take place by using the teacher survey at the beginning, middle and end of the year. This 

would allow the leaders and teachers of the campus to consistently collect data on the 

areas of planning, instruction, PLCs, feedback, and RTI. The team could analyze the data 

together and make adjustments to training, scheduling, and teaching strategies as the 

entire team is allowed to use their creativity, experiences, and resources to design a plan 

of action which would also support the PLC philosophy of a collaborative environment. I 

would also use norms, protocols, and activities that allow all stakeholder’s voices to be 
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heard and respected will help with collaboration and also trust between the leaders and 

the staff.   

 While I was able to collect plentiful data, only six teachers were included in the 

study even though invitations to the entire staff were extended. All of the six teachers had 

more than 10 years of experience and all showed some progress in their coaching and 

student achievement regardless of the grade they taught. Perhaps future research would 

include new teachers to the profession to compare results by experience. Furthermore, a 

longitudinal study of these participants over a longer period of time would provide an 

opportunity to examine the sustainability of the improvement. Exploring the differences 

between teachers who increase their coaching and feedback practices as student 

achievement increases have the potential to provide an enhanced perspective and improve 

the transferability of the study. To truly understand the differences between teachers who 

improve, maintain, or decline would require future studies to explore the commonalities 

and differences among the participants.  

 A final recommendation I would make is to design the professional learning series 

around a specific population of students. The current study focused on several sub groups 

such as socio economic, Hispanic, and White students. However, designing a professional 

development design that focuses on English Language Learners (ELLs), Gifted and 

Talented (GT), Special Education (SpEd) students with disabilities may also be an option 

since the number of these students are growing and are part of the state accountability 

system. Since research shows that teachers have a higher impact on student learning itis 

important that we train teachers to meet the needs of all students (Hattie, 2009). Further 
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studies into teaching practices for several different population groups could make a 

significant impact on student growth for all students.  

Chapter Summary 

 Students deserve a team of leaders and teachers who care about ensuring their 

academic growth is consistently improving and understand the importance of a focused 

professional learning that maintains teaching skills and knowledge to be effective 

instructional teachers and leaders. At the conclusion of the study, the IDT team showed a 

promising understanding and growth towards using PLCs to help them apply a peer 

coaching and feedback process in order to improve student achievement in reading, 

however, the sustainability of the training remains unanswered. The IDT team focused 

professional learning series can provide an evidence based approach for addressing how 

to use PLCs and peer coaching practices to support student learning.  

 Chapter V began with a review of the overall purpose and design of the study. 

Major findings and conclusion of the study were also addressed. A discussion was 

presented in addressing the district and campus administration. This chapter concludes 

with recommendations for professional development, PLC implementation, and further 

testable research considerations. Therefore, as we prepare teachers to enter classroom 

settings we need to provide them with skills to be effective in a variety of contexts, with a 

variety of students, and to address a variety of school goals. Cochran-Smith and Lytle 

(1993) suggest that, “to bring about instructional reform, teachers’ potential to be 

thoughtful and deliberate architects of teaching and learning in their own classroom must 

be tapped and supported” (p. 101). PLCs is a concrete framework that can help teachers 
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implement peer coaching with each other in order to increase effective teaching and 

impact student achievement. Shulman (1987) explains that the goal of education is: 

not to indoctrinate or train teachers to behave in prescribed ways, but to educate 

teachers to reason soundly about their teaching as well as to perform skillfully. 

Sound reasoning requires both a process of thinking about what they are doing 

and an adequate base of facts, principles, and experiences from which to reason. 

Teachers must learn to use their knowledge base to provide the grounds for 

choices and actions. Therefore, teacher education must work with the beliefs that 

guide teacher actions, with the principles and evidence that underlie the choices 

teachers make. (p. 13)   
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APPENDIX A 

RECRUITING EMAIL 

 

September 2018 

 

Dear Teachers:  

 

 Nancy Parker, doctoral candidate at Texas Tech University is conducting a 10-

week dissertation research study and would like to invite you to participate. The study 

focuses on ways to close the achievement gap for elementary students in reading. The 

study will use coaching and feedback to improve instruction for effective Response to 

Intervention (RTI) utilizing the Professional Learning Communities (PLC) framework. 

The study asks teachers to volunteer a total of two hours of their time by participating in 

the following activities: (1) 15-minute pre-survey, (1) 15-minute post-survey, (1) 30-

minute observation, (1) 30-minute teacher interview, and (1) 30 coaching/feedback 

colleague session. All research activities will be scheduled during the school working day 

and will take place within 10 weeks. The pre and post surveys, interviews, observation 

and coaching/feedback data will be collected. If you choose to participate in the study, 

your name and all data or information will be kept confidential. In addition, you may 

choose to discontinue the research at any time by emailing Dr. Irma Almager, Assistant 

Professor at Texas Tech or Damon McCall, Executive Principal for the district at 

damon.mccall@lubbockisd.org. You may also discontinue once the research begins by 

not participating or completing any of the research activities mentioned above.  

 Your participation will aid the study in gaining knowledge on how to effectively 

close student achievement gaps in reading by effectively implementing an RTI plan. If 

you are interested in participating in this study, you may email me at  

mailto:damon.mccall@lubbockisd.org
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irma.almager@ttu.edu or you can call me at xxx-xxx-xxxx if you have any questions.  

Sincerely,  

 

Dr. Irma Almager 

Assistant Professor, Texas Tech University 

Address:  2500 Broadway MS 1071, Lubbock, TX 79401 
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APPENDIX B 

 

ADULT CONSENT FORM 
 

What is the focus of this study?  This study focuses on how to close the achievement 

gap in the area of reading for elementary students using peer coaching and feedback to 

improve teacher instruction and provide effective Response to Intervention (RTI) within 

the Professional Learning Communities (PLC) framework. 

 

What do I have to do as a participant?  You are required to sign a consent form and 

participate in several research activities such as answering a pre-survey and  

post-survey, partaking in an individual recorded interview, submitting two observations, 

and taking part in two peer coaching and feedback sessions. All these activities will be 

scheduled during the school workday. 

 

How will I benefit from participating? Besides providing the project with valuable 

information, you will have the opportunity to learn and utilize new teaching strategies to 

enhance teacher instruction and provide effective Response to Intervention (RTI) to 

further student progress. 

 

What are the risks of participating? The only possible risk is being identified as a 

participant in the study due to the interviews and observations volunteers will participate 

in. There will be no potential risk to a participant’s job performance or teacher 

evaluation.  

 

Is there any compensation to participants?  There is no compensation for anyone 

participating in this study.  

 

Can I quit if I become uncomfortable? Yes, absolutely. Your participation is completely 

voluntary. You may choose to discontinue the study at any time by emailing Dr. Irma 

Almager, Assistant Professor at Texas Tech at irma.almager@ttu.edu. Dr. Irma Almager 

and the Institutional Review Board have reviewed the teacher survey and teacher 

interview questions and responding to the survey or interview questions should not cause 

any discomfort. You may skip any question you do not feel comfortable answering. You 

can also stop answering questions at any time. Participating in this study is your choice. 

We appreciate any help you can provide. 

 

How long will it take to participate in this study? 
We are asking for approximately three hours of your time within the span of 10 weeks for 

the following activities: pre-survey, post survey, interview; two observations, two 

coaching and feedback sessions (time line table below).  

 

How is my privacy protected? 
Your name will not be linked to any documentation. Any use of this material in reports, 

mailto:irma.almager@ttu.edu
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publications or presentations will never be associated with participants in this study 

without permission. Pseudonyms will be used on participants’ surveys, interviews, and 

observations to de-identify those who are participating in the study. No one other than the 

researchers associated with this project will have access to the raw data. All related 

documentation will be stored either in a locked file cabinet in the researcher’s office or on 

a password protected computer. 

 

If I have questions about this study, whom should I ask? 
The study is being run by Dr. Irma Almager from the Department of Educational 

Psychology Leaders at Texas Tech University. If you have questions, you can call her 

at xxx-xxx-xxxx or email her at irma.almager@ttu.edu. TTU also has a Board that 

protects the rights of people who participate in research. You can ask questions at xxx-

xxx-xxxx. You can also mail your questions to the Human Research Protection Program, 

Office of the Vice President for Research, Texas Tech University, Lubbock, Texas 79409 

or email them to hrpp@ttu.edu. 

 

 

 

___________________________________   ____________________ 

 Signature                                                                                             Date 

 

______________________________________ 

Printed Name 

 

This consent form is not valid after October 31, 2019. 
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APPENDIX C 

ORAL SCRIPT FOR SURVEY 

Dear Teachers, 

 

Nancy Parker, doctoral candidate at Texas Tech University, is conducting a research 

study examining how teachers can close the achievement gap in reading for elementary 

students. This study will also utilize peer coaching and feedback strategies to improve 

instruction for effective Response to Intervention (RTI) by utilizing the Professional 

Learning Communities (PLC) framework.  

 
There are no right or wrong answers to the survey questions. This pre-survey and post-

survey will take approximately 15 minutes per survey. You will not be identified 

individually since the survey is through Qualtrics and all responses will be confidential. 

No personal information will be requested or shared from any of the participants. 

Pseudonyms will be used to de-identify all participants. There is no potential risk to those 

participating since their data will not be used as part of their job performance or teacher 

evaluation. If you would prefer not to respond to a question, please leave it blank. Your 

participation is voluntary, and you can stop at any time. If you have any questions about 

this study, please contact Dr. Irma Almager by phone at xxx-xxx-xxxx or email 

at irma.almager@ttu.edu.  
 
Thank you for participating in this research study. Please complete the survey by 

Wednesday, Nov. 28th, 2018   

Follow this link to the Survey: Directions: Using the scale please indicate the extent to 

which you agree or disagree with each of the following statements 

${l://SurveyLink?d=Take the Survey} 

Or copy and paste the URL below into your internet browser: 

${l://SurveyURL} 
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APPENDIX D 

TEACHER SURVEY 

Directions: Using the scale below, please indicate the extent to which you agree or 

disagree with each of the following statements. Please circle the best answer that 

represents your response to each item.  

 = Strongly Disagree (SD)  = Disagree (D)  = Agree (A) 4 = Strongly Agree (SA)  

Instruction 

How well do you feel that you are prepared to support all learners in high levels 

of academic and social emotional success? 

Strongly Disagree             Disagree                        Agree                 Strongly Agree 

           1                                    2                                  3                             4 

How prepared can you design a lesson using your content knowledge and 

pedagogical expertise that are aligned with state standards to meet the needs of 

the students?    

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

How prepared can you clearly and accurately communicate and persist deeper 

learning with students? 

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

Do you feel that you can differentiate instruction and use methods and 

techniques to meet the needs of diverse students?   

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

How well do you feel that you can formally and informally collect, analyze and 

use student data to make necessary lesson adjustments?  

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

Coaching 

I feel that coaching has helped me improve my teaching practice. 

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

I feel that coaching has helped me in my planning of lessons?  

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

I feel that coaching has helped me progress in my teaching?  

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 
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When my coach has observed me teaching, it has been helpful? 

Strongly Disagree             Disagree                        Agree                  Strongly Agree 

            1                                   2                                  3                              4 

Coaching has provided me with useful feedback? 

Strongly Disagree           Disagree                        Agree                  Strongly Agree 

            1                                  2                                 3                              4  

Coaching others has helped me with my planning? 

Strongly Disagree           Disagree                        Agree                  Strongly Agree 

           1                                   2                                 3                              4 

Coaching others has helped me with my teaching?   

Strongly Disagree           Disagree                        Agree                   Strongly Agree 

           1                                   2                                 3                               4      

Collaboration 

We are organized into collaborative teams in which members work 

interdependently to achieve common goals that directly impact student 

achievement? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

            1                                 2                                   3                              4      

Collaboration is embedded in our routine work practice?   

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

            1                                 2                                   3                              4      

We are provided with time to collaborate and observe others? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

            1                                 2                                   3                              4      

We are clear on the critical questions that drive our collaboration? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

            1                                 2                                   3                              4      

Our collaborative work is monitored and supported? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

           1                                  2                                   3                              4      

We have norms that help clarify expectations, open dialogue, and serve as a tool 

for holding our teams accountable?  

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

           1                                  2                                   3                              4      

We have a collective commitment and accountability in our teams to enhance 

student achievement? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

          1                                   2                                   3                              4    

We feel that we can be vulnerable, trust, disagree and voice our opinions in our 

teams?   

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

          1                                   2                                   3                              4    
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Feedback 

I know how to give feedback to others which can enhance teacher instruction? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

           1                                  2                                   3                              4    

Feedback has helped understand the impact of teaching strategies that I use? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

           1                                  2                                   3                              4    

Feedback help teachers think about their own learning? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

            1                                 2                                   3                              4    

I can give feedback to others which can help them adapt their teaching based on 

evidence of student progress?   

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

                1                             2                                   3                              4    

Strategies 

I feel comfortable teaching high levels of reading comprehension at my grade-

level? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

                1                             2                                   3                              4    

I know and use several high levels of reading strategies to teach comprehension? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

                1                             2                                   3                              4    

Based on student evidence the reading strategies I use are successful? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

                1                             2                                   3                              4   

I know how to integrate high level reading comprehension questions with 

different genres? 

Strongly Disagree           Disagree                         Agree                  Strongly Agree 

                1                             2                                   3                              4   

I know the structures of the different genres that I must teach at my grade-

level? 

Strongly Disagree            Disagree                        Agree                  Strongly Agree 

               1                               2                                  3                              4   

I feel comfortable integrating different reading strategies into different 

contents?   

Strongly Disagree            Disagree                        Agree                  Strongly Agree 

                1                              2                                  3                              4   
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APPENDIX E 

MAP READING SCORES BEGINNING OF THE YEAR 

Teacher/Grade 

second 

Date Taken RIT Score Percentile BOY Norm 

174.7 

 Met RIT 

Participant 1 08/23/18 179.17 58.58 +5 Yes 

Economic 

Disadvantage 

08/23/18 179 60.43 +4.3 Yes 

Hispanic 08/23/18 172.63 48.63 -2.07 No 

White 08/23/18 198.5 87 +23.8 Yes 

Teacher/Grade 

fourth 

Date Taken RIT Score Percentile BOY Norm 

Score 198.2 

Met RIT 

Score 

Participant3 08/28/18  202.73 60.55 +4.53 Yes 

Economic 

Disadvantage 

08/28/18 193.42 45.5 -4.78 No 

Hispanic 08/28/18 196.54 48.77 -1.66 No 

White 08/28/18 209 73.4 +10.8 Yes 

Teacher/Grade 

fourth 

Date Taken RIT Score Percentile BOY Norm 

Score 198.2 

Met RIT 

Score 

Participant 2 08/28/18 `205.79 68.57 +7.59 Yes 

Economic 

Disadvantage 

08/28/18 193.2 48.6 -5 No 

Hispanic 08/28/18 200 60.13 +1.8 Yes 

White 08/28/18 218.33 86 +20.13 Yes 

Teacher/Grade 

fourth 

Date Taken RIT Score Percentile BOY Norm 

Score 198.2 

Met RIT 

Score 

Participant 4 08/28/18 `209.57 72 +11.37 Yes 

Economic 

Disadvantage 

08/28/18 208.75 75 +10.55 Yes 

Hispanic 08/28/18 205 64.75 +6.8 Yes 

White 08/28/18 215.6 80.4 +17.4 Yes 
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Teacher/Grade 

fifth 

Date Taken RIT Score Percentile BOY Norm 

Score 205.7 

Met RIT 

Score 

Participant 5 08/23/18 `210.73 62.91 +5.03 Yes 

Economic 

Disadvantage 

08/23/18 209.93 60.93 +4.23 Yes 

Hispanic 08/23/18 210.56 62.5 +4.86 Yes 

White 08/23/18 215 73.5 +9.3 Yes 

Teacher/Grade 

fifth 

Date Taken RIT Score Percentile BOY Norm 

Score 205.7 

Met RIT 

Score 

Participant 6 08/23/18 `210.55 60.68 +4.85 Yes 

Economic 

Disadvantage 

08/23/18 204.87 49.73 -0.83 No 

Asian 08/23/18 212 61 +6.3 Yes 

Hispanic 08/23/18 208.21 56.71 +2.51 Yes 

White 08/23/18 225 90.5 +19.3 Yes 
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APPENDIX F 

MAP READING SCORES MIDDLE OF THE YEAR 

Teacher/Grade 

second 

Date Taken RIT Score Percentile MOY Norm 

184.2 

Met RIT 

Score 

Participant 1 01/11/19 189.1 58.9 +4.9 Yes 

Economic 

Disadvantage 

01/11/19 189.14 60.07 +4.94 Yes 

Hispanic 01/11/19 187.5 56.69 +3.3 Yes 

White 01/11/19 204 78 +19.8 Yes 

Teacher/Grade 

fourth 

Date Taken RIT Score Percentile BOY Norm 

Score 203.6 

  Met RIT 

Score 

Participant 3 01/11/19 `205.14 52.71 +1.54 Yes 

Economic 

Disadvantage 

01/11/19 197.33 39.42 -6.27 No 

Hispanic 01/11/19 201.5 45.08 -2.1 No 

White 01/11/19 214.8 71 +11.2 Yes 

Teacher/Grade 

fourth 

Date Taken RIT Score Percentile BOY Norm 

Score 203.6 

Met RIT 

Score 

Participant 2 01/11/19 `212.58 68.67 +8.98 Yes 

Economic 

Disadvantage 

01/11/19 203 48.75 -0.6 No 

Hispanic 01/11/19 207.43 58.43 +3.83 Yes 

White 01/11/19 223.33 87 +19.73 Yes 

Teacher/Grade 

fourth 

Date Taken RIT Score Percentile BOY Norm 

Score 203.6 

Met RIT 

Score 

Participant 4 01/11/19 `217.64 78.29 +14.04 Yes 

Economic 

Disadvantage 

01/11/19 203 48.75 -0.6 No 

Hispanic 01/11/19 216.75 76.88 +13.15 Yes 

White 01/11/19 219.6 80.6 +16 Yes 

Teacher/Grade 

fifth 

Date  Taken RIT Score Percentile BOY Norm 

Score 209.8 

Met RIT 

Score 

Participant 5 01/16/19 `215.87 64.17 +6.07 Yes 

Economic 

Disadvantage 

01/16/19 216.13 64.6 +6.33 Yes 
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Hispanic 01/16/19 215.35 62.76 +5.55 Yes 

White 01/16/19 220.5 75.5 +10.7 Yes 

Teacher/Grade 

fifth 

Date Taken RIT Score Percentile BOY Norm 

Score 209.8 

Met RIT 

Score 

Participant 6 01/16/19 `218.76 68.57 +8.96 Yes 

Economic 

Disadvantage 

01/16/19 214.57 60.64 +4.77 Yes 

Asian 01/16/19 223.2 75.4 +13.4 Yes 

Hispanic 01/16/19 215.92 62.92 +6.12 Yes 

White 01/16/19 227 88 +17.2 Yes 
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APPENDIX G 

ENGLISH FOURTH INTERIM READING ASSESSMENTS 

Participant 3 Approaches Grade 

Level 

Probability of 

Achieving Meets 

Probability of 

Achieving Masters 

Class 72.70% 44.05% 23.50% 

Economic 

Disadvantage 

59.25% 30.25% 16.08% 

Hispanic 71.33% 27.67% 8.25% 

White 79.80% 76% 54% 

Participant 2 Approaches Grade 

Level 

Probability of 

Achieving Meets 

Probability of 

Achieving Masters 

Class 86% 65.25% 38.13% 

Economic 

Disadvantage 

51% 49% 36.50% 

Hispanic 78.20% 54.80% 37.40% 

White None Tested None Tested None Tested 

Participant 4 Approaches Grade 

Level 

Probability of 

Achieving Meets 

Probability of 

Achieving Masters 

Class 82.60% 60.80% 42.40% 

Economic 

Disadvantage 

99% 90% 63.50% 

Hispanic 78.50% 51.50% 32.25% 

White 99% 98% 83% 
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APPENDIX H 

SPANISH FOURTH INTERIM READING ASSESSMENTS  

Teacher Approaches Grade   

Level 

Meets Grade 

Level 

Masters Grade 

Level 

Participant 2’s class 90.20% 61% 37.60% 

Economic 

Disadvantage  

88% 49% 18.5% 

Hispanic 88% 49% 18.50% 

White 91.67% 69% 50.33% 

Teacher Approaches Grade   

Level 

Meets Grade 

Level 

Masters Grade 

Level 

Participant 4’s class 82.33% 65.89% 50.78% 

Economic 

Disadvantage  

75% 51.50% 48.50% 

Hispanic 87% 69.25% 54.75% 

White 76.75% 73.50% 59.25% 
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APPENDIX I 

FIFTH INTERIM READING ASSESSMENTS 

Teacher Approaches Grade 

Level 

Probability of 

Achieving Meets 

Probability of 

Achieving Masters 

Participant 5’s class 82.73% 47.36% 23% 

Economic 

Disadvantage 

83.86% 42.64% 18.79% 

Hispanic 88.13% 48.56% 19.81% 

White 99% 81.50% 47% 

Teacher Approaches Grade 

Level 

Probability of 

Achieving Meets 

Probability of 

Achieving Masters 

Participant 6’s class 76.05% 47.09% 22.05% 

Economic 

Disadvantage 

70% 36% 14.25% 

Hispanic 71.33% 41.67% 15% 

White 99% 97.50% 77.50% 
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APPENDIX J 

SECOND COMMON FORMATIVE READING ASSESSMENTS FOR SECOND 

SIX WEEKS 

Teacher Raw 

Score 

Percent 

Score 

Approaches GL Master 

GL 

Date 

Taken 

Participant 1 10.11 67.47% 42.11% 10.53% 10/22/18 

Economic 

Disadvantage 

9.92 66.23% 46.15% 7.69% 10/22/18 

Hispanic 10.7 67.27% 33.33% 6.67% 10/22/18 

White 13 86.50% 100% 50% 10/22/18 

 

 

 

 

  



Texas Tech University, Nancy Parker, August 2019 

 

197 

 

APPENDIX K 

SECOND COMMON FORMATIVE READING ASSESSMENTS FOR THIRD SIX 

WEEKS 

Teacher Raw Score Percent 

Score 

Approaches 

GL 

Master GL Date 

Taken 

Participant 1 13.3 78.15 80% 10% 12/14/1

8 

Economic 

Disadvantage 

13.79 81.07% 86.71% 14.29% 12/14/1

8 

Hispanic 13.19 77.44% 77.44% 12.50% 12/14/1

8 

White 13.5 79.50% 79.50% 0% 12/14/1

8 
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APPENDIX L 

OVERIVEW OF SIX PARTICIPANTS 

Teachers Yrs. of 

Experience 

Grade 

Currently Teaching 

Grades 

Taught 

Peer 

Coach 

Years 

at Campus 

Participant 1 36 yrs. second K, first, second, 

fourth 

Participant 4 1.5 yrs. 

Participant 2 8 yrs. fourth  

Dual Language 

second, third, 

fourth 

Participant 3 8 yrs. 

Participant 4 7 yrs. fourth-1yr 

Dual Language 

first, second, fourth Participant 1 6 months 

Participant 3 13 yrs. fourth PK, K, first 

third, fourth, fifth 

Participant 2 1.6 yrs. 

Participant 5 23 yrs. fifth second, third, 

fourth, 

fifth, sixth  

Participant 6 6 months 

Participant 6 12 yrs. fifth PK, K, fourth 

fifth 

Participant 5 6 yrs. 
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APPENDIX M 

TEACHER SURVEY 
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APPENDIX N 

TEACHER SURVEY QUESTIONS FOR TEACHER INTERVIEW 

1. What is the lesson objective? 

 

2. How did you create the objectives to be addressed in the lesson? Where did you 

look? 

 

3. Did any of your colleagues help you design any or all parts of the lesson?  If so, 

how? 

 

4. Has any coaching and feedback your received helped you with your instruction?  

If so, how? 

 

5. What do you expect the students to know and be able to do after the lesson? 

 

6. Briefly describe the varied learning needs of students in this class, including those 

with disabilities and those who are English Language Learners, and how did you 

plan and prepare to meet their needs?  

 

7. How will you differentiate your instruction in order to address the variety of 

learning styles? 

 

8. What specific strategies do you plan to use to teach this objective?  Why did you 

select these?  

 

9. What assessment will you use to assess whether or not students met the objectives 

for the lesson? 

 

10. What are your plans for lesson closure and reflection? 

 

Is there anything else you would like to discuss before the observation? 


