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ABSTRACT 

This qualitative descriptive single case study explored the effects of implementing the 

Practice-Based Coaching model at an Early Head Start center in south Texas to provide 

professional development by three bilingual mentor coaches to three bilingual teachers of 

young children ages 2-3 about emergent biliteracy instruction. The teachers of this study 

are classified as caregivers because they are not certified by the state of Texas. Instead, 

they have a minimum of Child Development Associate credential and have been trained 

or have equivalent coursework in early childhood development with a focus on infant and 

toddler development. Data was collected from mentor coaches and caregivers through 

reflexive journals, focus group interview “platicas”, pre and post observation checklists 

and surveys to get their perceptions and experiences with the Practice-Based Coaching 

model. The findings showed the Practice Based Coaching model created a ripple effect 

that generated a coach-teacher collaboration through social learning that expanded 

caregiver’s knowledge and skills of emergent biliteracy practices. This knowledge 

transformed caregivers’ practices and performance which then increased student 

engagement and led to biliteracy development and learning. The implications are for 

teacher educators interested in using the Practice-Based Coaching model for professional 

development opportunities that support social learning and expands teacher’s knowledge 

and skills of emergent biliteracy practices. 

Keywords: Practice-Based Coaching model, emergent biliteracy, Early Head Start 
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CHAPTER I 

INTRODUCTION 

 Early childhood education can build a solid foundation that guides the growth of 

children in all domains of development. It establishes a sound educational foundation for 

the children of the country (Shughnessy & Kleyn, 2012). Although early education often 

begins at home, early education environments provide children with early learning 

experiences to ensure children begin school "ready to learn." By the time children reach 

age 5 and 6, schools take over much of the responsibility to help children develop the 

knowledge and skills in academic disciplines. It is important that early childhood 

environments facilitate a robust introduction to the basic skills that will be needed for 

entry into school and aim to provide an effective "early head start" for children. With this 

intention, Head Start (HS) programs were established to provide quality early learning 

experiences to children whose parents could not afford to pay for formal early education 

(United States Department of Health and Human Services, 1992). HS is a comprehensive 

program for children between 3 and 5 years old from families living at the poverty level. 

Early Head Start (EHS) serves infants, toddlers and children who turn 3 years old after 

September 1st. Academic readiness is HS and EHS's principal aim.  

 To achieve its primary goal of academic readiness, the Office of Head Start 

partnered with the National Center on Quality Teaching and Learning (NCQTL) as one 

of five National Centers of Early Childhood Excellence funded by the Office of Head 

Start. The lead project team included researchers from the University of Washington, the 

University of Virginia, and Vanderbilt University. These researchers have an array of 
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experience with Head Start and work to develop effective interventions that make a 

difference in the lives of young children and their families (National Center on Quality 

Teaching and Learning, 2011). Together, they developed the Head Start Early Learning 

Outcomes Framework (ELOF): Ages Birth to Five to describe the skills, behaviors, and 

knowledge that HS and EHS programs and teachers must foster in all children. According 

to the Office of Head Start, the framework is composed of five broad areas of early 

learning, referred to as central domains about what young children should know and be 

able to do to succeed in school (Interactive Head Start Early Learning Outcomes 

Framework: Ages Birth to Five, 2018).  

The Head Start Early Learning Outcomes Framework (ELOF) comprises five 

central domains: approaches to learning, social and emotional development, language and 

literacy, cognition, perceptual motor and physical development (Interactive Head Start 

Early Learning Outcomes Framework: Ages Birth to Five, 2018). They specify what 

young children should know and be able to do to succeed in school. Teachers in the HS 

and EHS programs use the ELOF to provide effective learning experiences that support 

early learning outcomes for children and the five central domains of development.  

The Improving Head Start for School Readiness Act of 2007 provided deliberate 

direction to HS programs ensuring that children would be "ready" for school (Garces, 

Thomas & Currie, 2002). One major regulation was to ensure HS programs set goals for 

improving school readiness for all children birth to 5 by aligning school readiness with 

ELOF and state’s standards to support children’s development and learning for later 

school success. Given the high enrollment of emerging bilingual students in HS and EHS 
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programs, considerations for providing effective bilingual education and biliteracy 

development is key. HS had initially fell short in addressing biliteracy domains, goals and 

indicators of specific, observable skills, behaviors and concepts of fundamental skills and 

knowledge needed as the prerequisites for formal biliteracy acquisition and overall 

academic readiness for bilingual young children (Reyes, 2006, 2008, 2012). Reyes (2006) 

added that emergent biliteracy in very young children has hardly been described or 

explored in the literature, and few studies have specifically addressed biliteracy in young 

children. This could lead teachers to have a poor understanding of the development of 

biliteracy, making it hard to support their student’s growth. This calls forth the need of 

high-quality professional development of biliteracy development to provide teachers with 

the pedagogical knowledge, understanding, skills and resources of effective and 

appropriate emerging biliteracy instructional practices and strategies to facilitate formal 

biliteracy acquisition and overall academic readiness for emerging bilingual young 

children.  

Background of the Research 

The Early Head Start teachers of this study are classified as caregivers by their 

school district because they are not certified by the state of Texas. They have a minimum 

of Child Development Associate credential in early childhood development with a focus 

on infant and toddler development. Their knowledge, skills and practices are important 

factors in determining how an emerging bilingual child develops early biliteracy. 

Therefore, for these caregivers, professional development is essential to ensure that they 

improve their skills and knowledge to implement new practices that promote biliteracy 
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development. The Practice-Based Coaching (PBC) model is a cyclical coaching model 

supported by the Office of Head Start and the National Center on Quality Teaching and 

Learning to support teachers as they implement effective practices (Godfrey-Hurrell, 

2015; Howard, Rankin, Fishman, Hawkinson, McGroder, Helsel, 2013; Joyce and 

Showers, 2002; Snyder, Hemmeter, Meeker, Kinder, Pasia, McLaughlin, 2012).  The 

PBC model components are: 1) planning goals and action steps; 2) engaging in focused 

observations; 3) reflecting on and sharing feedback about teaching practices. The PBC 

occurs within the context of a collaborative partnership between an expert coach and a 

teacher (Snyder et al., 2012). 

This study explored the effects of implementing the PBC model used by mentor 

coaches to strengthen caregiver’s knowledge, skills, and pedagogical understanding to 

facilitate emerging bilingual learning in classrooms where students were immersed in 

simultaneous language learning environments. Research studies have shown effective 

professional development is central to enhancing teachers' skills, and when children are 

supported by skilled teachers, their achievement levels improve (Hsieh, Hemmeter, 

Mccollum, & Ostrosky, 2009; Joyce, B., & Showers, B., 2002). Engaging teachers in 

professional development leads to a "deeper knowledge of subject matter, make better 

use of curriculum, refine their instructional repertoire, hone their inquiry skills and 

become critical colleagues" (Freiman-Nemser, 2001, p. 1042). These aspects promise to 

enhance caregiver’s performance and integrate effective practices that can lead to 

children’s outcomes and learning.  
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Lloyd and Modlin (2012) stated that coaching is a method to offer professional 

development in early childhood education programs. Expert coaches provide ongoing 

training, classroom consultation and other support that offer teachers the opportunity to 

improve the classroom experiences of children by strengthening their teaching skills. 

Growing research identifies overall positive effects of coaching on teaching (Dunst & 

Trivette, 2009; Miller, 1994; Neuman & Cunningham, 2009; Villar & Strong, 2007) and 

child outcomes (Biancarosa, Bryk, & Dexter, 2010; Fukkink & Lont, 2007; Powell & 

Diamond, 2011; Powell, Diamond, Burchinal, & Koehler, 2010). In particularly, Hsieh, 

Hemmeter, Mccollum, & Ostrosky’s (2009) findings showed coaching is effective in 

promoting the teacher’s use of emergent literacy teaching strategies, with teachers using 

more strategies during coaching than during baseline. This supports how ongoing 

coaching can influence teachers to use specific emergent literacy teaching strategies. This 

study aimed to extend the literature to determine if the effects of implementing the PBC 

model are beneficial in strengthening the bilingual caregiver’s skills of emerging 

biliteracy instruction in this study. 

Mentoring and coaching have a rich and varied history with the Office of Head 

Start. It has taken many forms, including new teacher induction programs; informal 

relationships between junior and more experienced teaching staff; and formal mentor-

protégé relationships that are more structured in terms of interaction frequency, duration, 

and nature (Howard et al., 2013).  These programs required a formal approach to staff 

training and development. The federal government has funded a variety of initiatives, 

resources, and supports related to mentoring and coaching in Early Head Start settings 
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(Howard et al., 2013). In 2010, the Office of Head Start announced the Early Learning 

Mentor Coach Initiative to fund a coaching initiative. It selected 130 grantees for a 17-

month project period with the goal to improve the teacher's practices. The Office of 

Planning, Research, and Evaluation contracted the American Institutes for Research, and 

its partners MEF Associates and the National Opinion Research Center at the University 

of Chicago to conduct a descriptive case study of the coaching that occurred during the 

Early Learning Mentor Coach Initiative (Howard et al., 2013).  

The finding showed programs that took part in the study reported improvements 

of classroom quality and staff practices by focusing on individual staff needs and 

addressing practices important for teacher-student interactions in the classroom (Howard 

et al., 2013). Grantees, coaches, and staff were asked about their perceptions of the 

coaching. Overall, the grantee administrators were positive about the success of the 

coaching effort. Most of the coaches reported success with increasing staff openness to 

learning and improving the quality of practices. The staff reported changes in both 

instructional and behavior management practices. Coaches and staff reported their 

relationships were supportive and open. Although the findings provided detailed 

information about the design of the PBC model, it could not identify the long duration 

impacts of effects of coaching given its four months of implementation (Howard et al., 

2013). More research is needed to observe the implementation processes of coaching and 

examine changes in the staff over time. This study explored the characteristics and 

dimensions of the PBC model implementation in EHS to examine what transpires during 

coaching sessions to understand the experience of coaching, the progression of coaching 
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and address questions about how coaching works, for whom it works, and under what 

circumstances. 

Statement of the Research Problem  

The cultural and linguistic diversity in HS communities across America has 

increased dramatically in the twenty-first century. The National Center on Culturally and 

Linguistic Responsiveness (2017) reported, “one third of children enrolled in HS and 

EHS are growing up with more than one language.” In 2015, "English Language Learners 

(ELLs) comprised about one-third of children enrolled in HS programs, with over 

320,000 of the one million enrolled children speaking a language other than English at 

home" (McNamara, 2016). This demonstrates the population of ELLs is rapidly growing, 

thus emphasizing the importance of professional development for caregivers to address 

the unique needs of these children. McNamara (2016) suggested improving professional 

development for teachers with targeted training on home language and appropriate 

caregiving practices to meet the developmentally, culturally, linguistically appropriate 

learning experiences in language and biliteracy using both languages.  

Reyes’ (2006) study findings correlated by saying that emergent bilinguals faced 

the task of developing proficiency in two languages. Caregivers face the challenge of 

teaching emergent bilinguals through and about two language systems as they approach 

the process of reading and writing. Caregivers need to understand and learn what the 

emergent literacy process is like for young children who are developing two languages 

simultaneously to provide specific learning experiences that support early biliteracy 
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learning outcomes and skills. 

The need for attention in this area of research is high given the increasing number 

of ELLs in the Rio Grande Valley's (RGV) proximity to the Mexican border. The RGV is 

a geographic area in the southernmost tip of Texas. It lies along the northern bank of the 

Rio Grande River that separates Mexico from the United States. Local school districts 

have high percentages of Hispanics and ELLs in their schools. The participating school 

district for this study was the Borderland Independent School District with 99.31% of 

Hispanic students and 44% of students were considered ELLs with Spanish being the 

language spoken at home (Texas Tribute, 2019). This region has a high need of effective 

emergent biliteracy instruction as there is a hybridization of two languages (English and 

Spanish). An ELL in this region is classified as someone who speaks a native language 

other than English and is in a dynamic process of developing bilingual and biliteracy 

competencies in two languages simultaneous or sequentially (Reyes, 2006). The EHS 

program in this study also has a high percentage of families receiving services that are 

Spanish speaking and classified ELLs (Child Plus, 2019). These demographics show the 

need to better prepare borderland caregivers with the knowledge, skills, and strategies to 

implement effective emergent biliteracy instructional practices for emergent bilingual 

children in this area.   

 The National Center for Educational Statistics (2018) adds by saying that an 

increasing number of ELLs are raised in poverty in the United States. At the Borderland 

ISD, a 76.1% of students are at-risk students and 90.8% are economically disadvantaged 
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(Texas Tribute, 2019). The effect of the limited access to early learning opportunities to 

develop language and literacy skills results in the lack of pre-literacy skills at the 

beginning of kindergarten in their native and second language (Wasik, Bond, Hindman, 

2006). Emergent biliteracy skills are needed to close the gap for young ELLs. Piasta 

(2016) concurred, ELLs from low socioeconomic homes start kindergarten with less than 

optimal emergent literacy skills. Without support, the discrepancies between these 

children and their more affluent peers persist over time and the achievement gap widens. 

Now, more than ever, enhancing early childhood experiences can put emergent bilinguals 

on the path to reading success (U.S. Department of Health and Human Services, 1992).  

A stream of studies has investigated bilingualism, bilingual education and home-

language maintenance, few studies however, have specifically addressed biliteracy 

development in young children (Piasta, 2016; Reyes, 2012). Reyes (2006) defined young 

children (ages 3 to 5) as emergent bilinguals given, they speak a native language other 

than English and are in a constantly changing process of developing bilingual and bi-

literate competencies in English and Spanish. The term biliteracy is described as 

children's competencies in two written languages through simultaneously or sequentially 

acquisition methods (Reyes, 2006). Emergent biliteracy is also described as the "ongoing, 

dynamic development of concepts and expertise for thinking, listening, speaking, reading 

and writing in two languages" (Reyes, 2006, p. 269). 

Emergent biliteracy in very young children has hardly been described or explored 

in the literature, given that these children have yet developed conventional literacy in 
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either language (Reyes, 2006). This causes a poor understanding of the connections 

among bilingualism, bilingual education, and development of biliteracy (Grosjean, 2010). 

It is imperative to meet the student’s biliteracy needs and support their teachers by giving 

them the needed professional development to facilitate the development of emergent 

biliteracy skills.  

 The EHS center in the Borderland ISD has over 100 bilingual caregivers (Child 

Plus, 2019). The caregiver's credentials and teaching experiences vary from a Child 

Development Associate (CDA) certificate to graduate degrees in and outside of the 

education field. Several caregivers received their formal education in Mexico and Puerto 

Rico. Thus, caregivers had various levels of experience, formal education backgrounds, 

knowledge, and skills of emergent biliteracy teaching. To “level the playing field,” the 

PBC model focused professional development on effective emerging biliteracy 

instruction. In this study, professional development followed Reyes & Azuara’s (2008) 

Ecological Model of Emergent Biliteracy to create enriching environments and 

opportunities to enhance emergent biliteracy skills.  

Purpose of the Study 

 Teacher quality matters in determining gains in student achievement and 

outcomes (Guerriero, 2014). Predictors of teacher quality include factors such as class 

size, certification, type of qualifications, degrees earned, years of experience and degree 

of pedagogical knowledge. When children are supported by skilled teachers, their 

achievement levels improve (Godfrey-Hurrell, 2015; Howard et al., 2013; Hsieh et al., 
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2009). Recent literature on professional development has suggested that coaching, 

consultation, mentoring, and communities of practice can help promote change in teacher 

knowledge, skills, and performance (Hsieh et al., 2009; Sheridan et al., 2009; Winton, 

2006). These studies support the importance of implementing the PBC model for 

providing professional development to develop the pedagogical knowledge base of 

caregivers and the knowledge dynamics in teaching emerging biliteracy to emerging 

bilingual students. Reyes (2012) confirmed it by saying that teachers need to be 

knowledgeable, empathetic, and skilled about being bilingual and becoming biliterate to 

support the natural process of first and second language acquisition of their children. The 

caregivers in this study need pedagogical knowledge, understanding, skills and resources 

of effective and appropriate emerging biliteracy instructional practices and strategies to 

facilitate formal biliteracy acquisition and overall academic readiness for emerging 

bilingual young children.  

Given the importance of early childhood caregivers’ professional development, 

this qualitative descriptive case study determined the effects of the PBC model in the 

practice of three mentor coaches and three EHS caregivers concerning knowledge and 

pedagogy of emergent biliteracy instruction. Research has emphasized that it is 

imperative to provide teachers with intensive and focused professional development to 

help them gain better content, pedagogical, skill and knowledge to create a high-quality 

learning environment to meet their student’s needs in emergent biliteracy development 

(Delbridge & Helman, 2016; Reyes, 2012; Reyes & Azuara, 2008). Teachers need the 

pedagogical knowledge to process and evaluate new knowledge to build and update their 
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knowledge base to improve their practice. According to the research of Godfrey-Hurrell 

(2015), Howard et al. (2013), and Hsieh et al. (2009), the PBC model was effective in 

providing professional development to support teachers as they implemented effective 

practices that led to positive student outcomes. This study aimed at expanding the 

literature to determine if the effects of implementing the PBC model are in fact beneficial 

in strengthening the bilingual caregiver’s skills of emerging biliteracy instruction.   

Research Questions 

The overarching question addressed in this study is: What effects does the 

Practice-Based Coaching model have in the practice of three mentor coaches and three 

Early Head Start caregivers concerning knowledge and pedagogy of emergent biliteracy 

instruction? Sub-questions are:   

a. What are the perceptions of three mentor coaches concerning the effectiveness 

and feasibility of the Practice-Based Coaching model in their caregivers’ 

implementation of emergent biliteracy instruction?   

b. What are the perceptions of three Early Head Start caregivers concerning the 

effectiveness and feasibility of the Practice-Based Coaching model in their 

implementation of emergent biliteracy instruction? 

c. How do caregivers grow in implementation of emergent biliteracy practices as 

a result of the Practice-Based Coaching model?  
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Overview of the Research Design  

 This study integrated a qualitative descriptive single case study research design to 

collect, analyze and determine similarities, differences, and patterns across the 

performance of three EHS caregivers to determine the effects of the PBC model in their 

emerging biliteracy instructional practices. The descriptive study used qualitative and 

quantitative data to gain information to check variation among three mentor coaches 

implementing the PBC model and the experiences of three caregivers participating in the 

PBC model. This descriptive case study provided data to determine the effects of the 

PBC model by comparing the caregiver's performance in emergent biliteracy instruction 

in each case. A naturalistic qualitative paradigm was used to examine mentor coaches and 

caregivers in their natural settings without manipulating the phenomenon being studied 

(Seidman, 2006).  

The setting of the study was based on a partnership between an institution of 

higher education in South Texas as the EHS Grantee and the Borderland ISD served as 

the delegate. The location was at the EHS center. This EHS program provided 

comprehensive, high-quality services to 284 infants and toddlers from low-income 

Spanish-speaking Hispanic or Latino origin families (Child Plus, 2019). This partnership 

supported early learning by providing full-day, full-year comprehensive services that met 

the needs of low-income infants and toddlers and their families; it also enhanced access 

to high-quality, full-time childcare for infants and toddlers and supported their 

development through strong relationship-based experiences. One of its goal was to 

develop young children’s readiness for school and facilitate their transition from EHS to 
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HS, to Pre-K and on to Kindergarten, allowing for continuity of education for children 

birth through age five and academic success while integrating a bilingual simultaneous 

language development model to develop bilingual proficiency in English and Spanish. 

Over 100 bilingual caregivers were employed at this EHS center (Child Plus, 2019) 

during the duration of the study. A purposive sampling participant selection was used to 

recruit three early childhood education mentor coaches and three EHS caregivers.  

 The descriptive case study design collected quantitative data of a pre and post 

self-assessment of the PBC model survey for caregivers and mentor coaches and a pre 

and post observation checklist of indicators of emergent biliteracy teaching practices. In 

addition, qualitative data included participants’ reflexive journals and interviews 

identified as "platicas" (conversations). One “platica” was with the caregivers only and 

the other with the mentor coaches only. The data was collected, transcribed, calculated, 

and analyzed to identify central patterns, categories and themes that holistically answered 

the research questions. A combination of data analysis methods included data reduction, 

constant comparison analysis, grounded theory stages of coding and statistical analysis. 

Together, these methods helped explore the effects of the PBC model in this descriptive 

single case study.   

Scope of Research 

 This study had several limitations. One was that it is not representative of all EHS 

programs given that this EHS is one of the few programs that has integrated the 

simultaneous language development model in their day-to-day interactions between 
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caregivers and students. This study also had a small sample size of participants that 

focused on the experiences of three mentor coaches and three caregivers of the EHS 

program. The small sample does not represent the general population of mentor coaches 

and caregivers in other EHS programs. Also, interviewing additional caregivers, mentor 

coaches and administrators to gain their perspectives and experiences with the PBC 

model was beyond the scope of this study. In addition, data collection started in the last 

month of the official program year, thus the study was limited in the data it collected in 

one month. This study did not use children's outcomes data to help determine effects of 

the PBC model in caregiver’s emergent biliteracy instructional practices given the 

timeframe of the research. More research is needed with these considerations to expand 

the findings to understand the effects of the PBC model in relation to emergent biliteracy 

professional development for caregivers of young children.  

Significance of Research 

 The significance of the study was that it contributed to the knowledge base of 

effective teacher education about biliteracy instruction for emerging bilingual children. It 

also informed the early childhood field  of the effects of the PBC model in addressing the 

EHS grantee-level goals of creating and supporting an environment of dual language 

learning. This information contributed to the early childhood program’s quality 

improvement efforts in the EHS center. It provided information on how the PBC model 

assisted bilingual caregivers in gaining knowledge and skills needed to provide effective 

emergent biliteracy instruction and how mentor coaches used the model to provide 

educational support. At a time in the United States when English-only laws and 
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monolingual educational practices in some states restrict options for providing optimal 

teaching to emergent bilingual children in the classrooms, this study also shed light on 

the field of emergent biliteracy in early childhood contexts for emerging bilinguals 

(Reyes, 2012). It generated knowledge of the effective effects of the PBC model to 

provide professional development to enhance caregiver quality and performance in 

providing; additive conditions for children to develop biliteracy in the classroom by 

influencing their early literacy experiences in both languages.  

The findings will be shared with the Office of Head Start, HS, EHS programs and 

the local school district. First, they will be informed about professional development that 

includes coaching and emergent biliteracy training is beneficial in assisting caregivers 

(i.e., teachers) in implementing appropriate and evidence-based practices with fidelity. 

Second, they will learn that the PBC model had a ripple effect of forming a collaborative 

partnership between the coaches and caregivers that equipped them with the knowledge 

and skill to implement effective emergent biliteracy practices to captured student’s active 

response and engagement. This then facilitated children’s emergent biliteracy 

development and learning. Third, the implications are to use the PBC model and integrate 

the following factors; (a) individual needs of the teachers; (b) emergent biliteracy 

practices that align with developmentally appropriate early childhood practices; (c) rapid 

guidance, feedback, and evaluation of practices implemented; (d) high intensity and 

duration of guidance based on the needs of the teachers; and (e) cooperative participation 

between teachers and mentor coaches (Hsieh et al., 2009; Sheridan et al., 2009; Winton, 

2006). Fourth, they will be encouraged to integrate Reyes & Azuara’s (2008) Ecological 
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Model of Emergent Biliteracy to help teachers provide effective instruction for emergent 

biliteracy development to support the biliteracy process as part of the natural 

development of young Spanish-English emergent bilinguals. The PBC model supports 

caregivers in learning new skills and gaining knowledge related to emergent biliteracy 

practices to best support their emergent biliterate students. 

Researcher's Background and Assumptions 

 I, the researcher, was an employee of the EHS program and a mentor coach at this 

center for the duration of the study. Natural affinity towards the results of this study led 

to possible biases. I have used the PBC model activities with several caregivers that did 

not participate in this study, and have observed receptiveness and in-depth reflection, 

participation and changes in my caregivers implementing and refining teaching practices 

over a broad range of topics. This positive experience with the PBC model prior to 

implementing this study may have caused positive expectations for the effects of the PBC 

model in this study. A step to restrict this bias was to follow Nieswiadomy's (2012) 

process of "bracketing." This process involved setting aside personal perspectives and 

taking a naïve position to focus on the participants and the data. Another method to 

restrict possible bias was to do as Renner and Taylor-Powell (2003) suggested, “focus on 

the individual’s own or unique responses and experiences” (p. 9) to provide 

understanding from the respondent’s perspectives and lived experiences. This led to the 

use of grounded theory analysis coding stages to analyze and develop theories grounded 

in the data (Corbin & Strauss, 2015). As I analyzed the data, I adjusted the theories to 

allow for the adequate interpretation based on the data itself (Nieswiadomy, 2012). I let 
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the data “speak” throughout the analysis to reveal an authentic picture of the participants’ 

experiences. Last, I followed the interview and observational protocols and ethical codes 

of conduct to help limit researcher's bias and assumptions.  

 For this qualitative descriptive case study, I assumed that the sample of three 

participating caregivers and three mentor coaches represented the population in this EHS 

center given the use of a purposive sampling participant selection. I also assumed 

implementing the PBC model would have positive effects in caregivers' performance 

given the findings of the descriptive case study of the Head Start Early Learning Mentor 

Coach (ELMC) Initiative by Howard et al. (2013) and the findings from the dissertation 

research of Godfrey-Hurrell (2015) in content-based training with the PBC model. Hsieh 

et al. (2009) also joined the researchers that emphasized coaching with the PBC model 

was effective in promoting five teachers’ use of emergent literacy teaching strategies. 

These studies suggested that the PBC model improves classroom quality by increasing 

teacher’s implementation of specific instructional practices given their improved skills 

and knowledge. 

Definition of Terms  

 The following terms are used throughout the paper and are defined below:    

Caregivers – Individuals who provides direct care and education to children in an Early 

Head Start Center at the Borderland ISD. They are not certified by the state of Texas. 

Instead, they have a minimum of Child Development Associate credential or comparable 

credential and have been trained or have equivalent coursework in early childhood 
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development with a focus on infant and toddler development. 

Coaching – Coaching is a supportive relationship in which the coach serves as a thinking 

partner to the coachee (i.e., caregiver). Through powerful questioning and a focus on the 

caregiver’s skills and knowledge, the coach guides the caregiver to solution-oriented and 

action-driven outcomes (Warren, 2015).  

Mentor Coach – A mentor coach is experienced and knowledgeable in the field of early 

childhood that advises, guides, trains and supports caregivers (Warren, 2015). 

Early Head Start (EHS)- A program that provides comprehensive child development 

and family support services to low-income infants and toddlers (birth to 3) and their 

families. 

Head Start (HS) - A program that promotes school readiness of children under 5 years 

of age from low-income families through education, health, social and other services.  

Early Childhood Education (ECE) – ECE is a branch of education theory that relates to 

the teaching of children from birth up to the age of eight.  

English Language Learners (ELLs) - Learners who are acquiring two languages 

(Spanish and English) simultaneously or sequentially (Reyes, 2006). 

Emergent biliteracy - The knowledge, skills and attitudes related to reading and writing 

prior to formal literacy instruction. It relates to children's competencies in two written 

languages before conventional literacy instruction (Reyes, 2006).   

Emergent bilingual - A young child (birth to five years) who speaks a native language 

other than English (Spanish) and is in a dynamic process of developing bilingual and 

biliteracy competencies in two languages (Spanish and English) simultaneously or 
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sequentially (Reyes, 2006). 

Caregiver performance - An evaluation of a caregiver's effectiveness in the classroom.  

Professional development - Specialized training, formal education, and advanced 

professional learning intended to help improve caregiver’s knowledge, competence, skill, 

and effectiveness. It maintains growth in professional learning (Neuman & Cunningham, 

2009).  

Practice-Based Coaching - A professional development method to improve caregiver's 

skills, knowledge, and practices for working with young children and families (Howard, 

et al., 2013).  

Simultaneous Language Development Model – The development of English and 

Spanish proficiency at the same time.  
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CHAPTER II 

REVIEW OF LITERATURE 

Introduction   

This chapter includes the review of literature of Professional Development (PD), 

overview of the PBC model components for teacher education, the studies related to the 

effects of PBC and emergent biliteracy instructional practices and the study’s theoretical 

framework. Figure 1 shows the organization of this chapter. This chapter included a 

synthesis of topics related to the purpose and significance of the study. The literature 

regarding these topics was read and analyzed to contextualized and optimize the quality 

of the synthesis of the selected works.  

 

Figure 1. Organization of Chapter 2 

Vygotsky Social 
Development Theory, ZPD, 

MKO, & Internalization 

Studies of the PBC and 
Emergent Biliteracy 

Instructional Practices 

PBC Model Components 
for Teacher Education       

and PD

PD
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Professional Development for Teachers in Early Childhood Education 

Given the importance of emergent biliteracy instruction in early childhood 

education, caregivers must be prepared, equipped and knowledgeable of skills, and 

practices to facilitate their students’ emergent biliteracy development. Feiman-Nemser 

(2001) noted that "if schools want to produce more powerful learning on the part of 

students, they must offer more powerful learning opportunities to teachers" (p. 1014). 

The means of learning opportunities is through professional development. Professional 

development is best defined by Freiman-Nemser (2001), "professional development 

means transformations in teacher's knowledge, understanding, skills and commitments, in 

that they know what they are able to do in their individual practice as well as in their 

shared responsibilities" (p. 1038). Teachers are at the heart of education, they are 

"constructors of knowledge and the transformers of culture" (Freiman-Nemser, 2001, p. 

1038). They have the influence to deliver effective instruction that can facilitate 

children’s learning and empower them to be bilingual and biliterate lifelong learners. 

When students are supported by skilled teachers, their achievement levels improve (Hsieh 

et al., 2009; Joyce et al., 2002). Recent literature on professional development has 

suggested that coaching, consultation, mentoring, and communities of practice can help 

promote change in teacher knowledge, skills, and performance (Hsieh et al., 2009; 

Sheridan et al., 2009; Winton, 2006). The PBC model aligns with these factors of PD to 

develop the emergent biliteracy pedagogical knowledge base of caregivers.  
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Coaching with the Practice-Based Coaching Model  

The PBC model is a collaborative coaching partnership between experts in the 

field of education and teachers to improve teacher quality. The goal of this study was to 

use the PBC model to improve caregiver’s emergent biliteracy instruction for emerging 

bilinguals. Each component relies on a continual support for caregivers to reflect and 

receive performance feedback to improve their instructional practices. The first 

component is creating a goal and action steps to meet it. For the initial goal setting and 

action planning, a needs assessment is completed, discussed, and analyzed to determine 

what skill or practice the teacher needs more knowledge on to create an action plan to 

achieve it. As Warford (2011) encouraged, teachers need to have a "choice in 

determining the course of their own growth" (p. 254) by analyzing, planning, designing, 

and reflecting through their narratives. The coaching partnership helps teachers in setting 

goals and action planning by providing cognitive apprenticeship and scaffolding. This 

method strengthens the collaborative partnership to the unique strengths, needs, shared 

understandings and desired outcomes of the teacher and coach.  

The second PBC model component is focused observations. Mentor coaches 

complete these observations to gather and record information about teachers 

implementing teaching practices during ongoing classroom activities, routines, and 

transitions. Focused observations are guided by the goal(s) and action plan steps 

described during component number one. Observations are focused because the 

information the coach is gathering is specific to the shared goal(s) and action plan steps 

rather than a general observation of the class. The coach observes and records 
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information on the agreed targeted actions. In agreement with the teachers, coaches can 

interject during a focused observation to model, provide verbal prompts or offer quick 

suggestions. The strategies are selected based on the action plan steps and discussions 

between the coach and the teacher. The data collected during the focused observations 

entails written notes from the coach to debrief with the teacher.  

 The third PBC model component is reflecting on and sharing feedback about 

teaching practices. It uses the information gathered during focused observations to 

identify successes, challenges, and areas for additional improvement or refinement. This 

occurs in debriefing conversations to communicate about progress, challenges and make 

plans for future meetings and observations about the established goal between teachers 

and coaches. Reflecting on teaching practice involves taking time to think about what 

was effective and what was a barrier to improving or refining implementation of teaching 

practices. These conversations invite the teacher's feedback and reflections in the process 

in a nonthreatening atmosphere. Warford (2011) identified these conversations as 

dialogic partnerships and post-observations conferencing in the internalization of learning 

through social interactions and dialogue. Together, teacher and coach determined if the 

goal was achieved or not. Goals are either refined or new goals are developed as the 

action plan is followed and the PBC model cycle continues. It is through this successive 

cycle that internalization takes effect as teachers give meaning to their experiences, 

observations, performance, and reflections that provoke change in their instructional 

practices.  
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Hsieh’s et al. (2009) study also assessed the effects of in-classroom coaching on 

early childhood teachers’ use of emergent literacy teaching strategies. Teaching strategies 

included three clusters; cluster A was about oral language (vocabulary, information, 

comprehension, narrative structure), cluster B was about alphabetic code (phonological 

awareness and alphabet principle) and cluster C was about print knowledge (concepts of 

print, knowledge of functions of print). The coaching process mirrored the PBC model 

components of meeting with teachers, relating specific teaching strategies and semi-

weekly observations with follow-up discussion using the observation data. They 

represented what Showers and Joyce (2012) defined as a cycle of clinical supervision 

with components of collaborative planning, practice while being observed, reflective 

feedback, and collaborative planning for the next coaching visit. The participants were 

five early childhood teachers, three in childcare programs and two in public school pre-

kindergarten programs in two towns in the Midwest. The coaching cycle had a duration 

of 6 weeks for each teacher. Teachers were asked to select an activity from each cluster 

to practice and be coached on. For each cluster, coaching followed the sequence of 

coaching components and steps. For data collection, a checklist was developed for each 

skill cluster for the purpose of collecting data on teachers’ use of that set of strategies. 

Using the criteria stated for each strategy, the strategy was scored as occurring with a 

“yes” or not occurring with a “no” during the observation.  The data was converted into 

percentages by dividing the number of strategies used by the total number of possible 

strategies in a cluster and multiplying by 100. The data was graphed for feedback to 

teachers and for analysis of the intervention effects. 
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Multiple baseline design was used across the three clusters of teaching strategies 

with each of the five teachers to investigate the effects of intensive, in-classroom 

coaching on teachers’ ability to apply each cluster in the classrooms. The results showed 

an increase in each teacher’s use of each of the three clusters of strategies. The teachers 

used the strategies more during intervention than baseline, and after they discontinued the 

intervention, teachers continued to use the strategies at rates above baseline levels.  

Teachers’ perceptions of the coaching intervention were determined with a 

questionnaire following the completion of the intervention. The questionnaires were 

designed to obtain teachers’ perceptions of the validity, usefulness, and feasibility of the 

coaching intervention. Teachers rated their understanding of emergent literacy, 

satisfaction with the training, and competence in developing a curriculum and arranging a 

literacy-enriched environment using a 5-point Likert scale (1-least; 5- most). All teachers 

reported the content of the training was very useful and they were more confident to 

design literacy activities and arrange a literacy-rich environment. They also reported 

“excellent” on the impact of the intervention on children’s literacy skills, quality of the 

training and the coaching components. The Likert scale scores indicated teachers found 

the training to be useful and valued the coaching format of the training.  

For children’s performance on emerging literacy, two instruments were used to 

measure children’s literacy development before and after the coaching intervention with 

two assessment tools. The first was the preschool Individual Growth Development 

Indicators that measured children’s expressive language and early literacy. The second 
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was the Book Handling Knowledge to assess the children’s mastery of book handling 

skills with a set of 12 questions related to the story, physical features of the book, print 

directionality, book conversations, and print concepts. Four research members tested all 

children prior to starting the coaching intervention and again at the end of the study. A 

paired t-test revealed the children showed higher literacy (i.e., picture naming, 

alliteration, rhyming, and book handling knowledge) scores on all four measures after the 

2 ½ month intervention with the children’s teachers.  

The significance of this study was that it showed coaching using the components 

of sharing knowledge, observation and following up with reflection was effective in 

promoting each teacher’s use of emergent literacy teaching strategies, with teachers using 

more strategies during coaching than during baseline. Such components are also 

integrated into the PBC model. Collaborative partnership and support by an expert coach 

can assist teachers to use specific literacy instructional practices in their classrooms. 

Although this study focused on monolingual emergent literacy skills, this study expanded 

upon this PD framework to find effects in increasing teacher’s biliteracy teaching skills.  

Studies of the Practice-Based Coaching Model 

Guerriero's (2014) research showed teachers quality mattered in determining 

gains in student's achievement and outcomes. Sheridan, Edwards, Marvin and Knoche 

(2009) presented specialized training, coaching/consultation, and communities of practice 

as different professional development strategies. Joyce and Showers’ (2002) extensive 

review of literature concurred with their research. They stated the percentage of 
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participants likely to attain outcomes of knowledge and skills and transfer them into 

action is through a combination of presentation of theory, content, demonstration, 

modeling, practice with feedback and coaching for implementation in practice context 

(Joyce & Showers, 2002). The PBC model meets these characteristics because it presents 

theory, provides modeling, in-class help, practice, and open-ended feedback. Continued 

technical assistance through coaching at the classroom level is essential for adding new 

practices to existing repertoires (Joyce & Showers, 2002). In addition, the PBC model 

components meet the National Association of Education of Young Children's (NAEYC) 

Professional Standard Two for Professional Development to help teachers become 

professionals by engaging in continuous, collaborative learning to inform practice 

(NAEYC, 2009). It is also supported by the National Center on Quality Teaching and 

Learning for the teacher's professional development (Howard et al., 2013).  

 According to Howard et al. (2013), the federal government funded a variety of 

initiatives, resources, and supports related to mentoring and coaching in EHS settings. In 

2010, the Office of Head Start announced the funds to initiate coaching programs in a 

selected number of HS grantees with the goal to improve teacher's practices in HS 

programs. The Early Learning Mentor Coach (ELMC) initiative selected 130 grantees for 

a 17-month project period. The Office of Planning, Research, and Evaluation (OPRE) 

contracted the American Institute for Research and its partners MEF Associates and the 

National Opinion Research Center at the University of Chicago to conduct a descriptive 

study of the ELMC initiative with three goals; 1) describe the implantation of the ELMC 

grants in HS programs; 2) examine the implementation factors of the ELMC efforts, and 
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3) examine the factors that appear to be related to perceptions of successful coaching 

(Howard et al., 2013).  

 The study used a mixed-methods design using both quantitative (survey) and 

qualitative (interview) data collection and descriptive analysis methods. They collected 

data from grantees, coaches, and staff during the last four months of the ELMC initiative. 

There were four data collection instruments in this study. One was the grantee census 

survey to collect information on 121 grantees. The second was coach census survey to 

collect information of 384 coaches. The third was a coach telephone interview with 54 

coaches and the last was staff telephone interview with 80 staff members who received 

coaching. They showed the data with a univariate summary statistic in texts, tables, bar 

charts and pie charts. They used thematic analysis for the coach and staff telephone 

interviews and showed it in tables of major themes and illustrative quotes. The finding of 

the study showed programs that took part in the study reported the improvement of 

classroom quality and staff practices by focusing on individual staff need and addressing 

practices important for the Classroom Assessment Scoring System.  

Grantees, coaches, and staff were asked about their perceptions of the coaching. 

The grantee administrators were positive about the success of the coaching effort. Most 

of the coaches reported success with increasing staff openness to learning and improving 

the quality of practices. The staff reported changes in both instructional and behavior 

management practices. Both coaches and the staff reported that their relationships were 

supportive and open. The findings also developed a conceptual model of coaching to 
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provide a framework to help identify factors to consider when designing and 

implementing the PBC coaching model in HS programs. These findings inspired the 

Office of Head Start to integrate the new Head Start Program Performance Standard 

1302.92 in 2015 for all HS programs. It required HS programs to use the research-based 

professional development practice-based coaching model to support teachers as they 

implement effective practices that lead to positive outcomes for children (Howard et al., 

2013).  

 Godfrey-Hurrell's (2015) research advocated for professional development 

opportunities that include coaching and performance feedback as essential for promoting 

and sustaining high quality professional practices in early childhood settings. Godfrey-

Hurrell's (2015) used the PBC model as an intervention in her dissertation research that 

included content-based training of interactive reading procedures with young Latino 

preschoolers who were dual language learners (DLLs) at risk for language delays. Three 

African American HS teachers within one of the eight local HS early childhood programs 

and nine Spanish-speaking DLLs between 3-5 years of age took part in her study. 

Godfrey-Hurrell (2015) implemented the content-based training on interactive reading 

procedures using the components of the PBC model.  The measures of classroom quality 

were determined from a researcher-designed observation checklist to determine the 

number of interactive procedures used by the teacher. The number of strategies used by 

the adult included prompting, evaluating, expanding, and repeating along with strategies 

of completion, open-ended responses, wh-questions, and distancing. These strategies 

were tallied for each language and literacy session video recorded.  
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The results showed that when teachers were provided with on-site coaching that 

included modeling, prompting, explicit instruction on why and how to use dialogic 

reading and vocabulary instruction, all three teachers could implement the interactive 

reading procedures. The teachers met a criterion level of 80% on the interactive reading 

procedures for 7 out of 8 intervention sessions. This study added to the body of 

knowledge and research findings about the use of coaching and performance feedback to 

increase teacher implementation of specific reading instructional practices. It also 

emphasized that coaching encourages specific teacher behavior and actions that led to 

their usage of interactive reading procedures on targeted children’s oral language skills 

and vocabulary knowledge. This study expanded on Godfrey-Hurrell’s (2015) research 

by describing the effects of using the PBC model as a professional development strategy 

with mentor coaches and EHS caregivers of young children ages 2 to 3 to integrate 

effective emergent biliteracy teaching practices in classrooms.   

Studies of Emergent Biliteracy Instructional Practices for Emergent Bilinguals  

The Report of the National Early Literacy Panel (NELP, 2008) presented the early 

skills and abilities necessary as precursors for conventional literacy skills (e.g., decoding, 

oral reading fluency, reading comprehension, writing, and spelling). The panel identified 

11 variables representing precursor literacy skills that had large to moderate predictive 

relationships with later measures of literacy development and those skills included: 1) 

alphabet knowledge; 2) phonological awareness; 3) rapid automatic naming of letters or 

digit; 4) rapid automatic naming of objects or colors; 5) writing or writing name; 6) 

phonological memory; 7) concepts about print; 8) print knowledge; 9) reading readiness; 
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10) oral language; and 11) visual processing (NELP, 2008). Each of these components 

are predictive of later literacy achievement for both preschool and kindergarten children. 

Although the panel also suggested that additional studies in this area are needed with 

younger and bilingual children, they provide valuable information on what precursor 

literacy skills are necessary for later literacy achievement and what types of interventions 

and supports can assist in the development of those skills. Reyes and Azuara’s (2008) 

research findings correlated with several of these precursors for emerging biliteracy 

development such as concepts of print, phonological awareness, alphabet knowledge, oral 

language and writing development.  

To determine what emergent biliteracy practices are essential to emergent 

biliteracy development, this study relied on the study of Reyes and Azuara (2008). They 

focused on the knowledge of biliteracy preschool children develop in their early years 

and how context and specific language environments influence the development of 

biliteracy in young Mexican Spanish-English bilingual children. In their study, children 

took part in reading assessment tasks and an interview at school to elicit their concepts of 

print and environmental print awareness. They were observed in their home during 

literacy interactions with families and community. They used a multiple-approach 

analysis within an ecological framework. The participants were 12 4-and-5-year-old 

emergent bilingual children whose first language was Spanish, and second language was 

English and who had been exposed to both languages from an early age.  The data 

collection duration was for the first year when children were in preschool.  
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To assess the children’s language development in Spanish and English at the 

beginning of the school year, the English and Spanish versions of the Peabody Picture 

Vocabulary Text were administered to get a basic index of their comprehension ability 

(receptive vocabulary) in each language. The results did not change. They evaluated 

children with reading and writing assessment tasks such as environmental print, book 

handling, and concepts of print. The children showed a general knowledge of book 

handling, concept of directionality of print. None could point word by word as the adult 

read or attend to letter or word order in the text. They also interviewed them about their 

knowledge of print and writing. All children produced different representations when 

asked to write versus draw with actual letters or symbols that represented letters. 

Participation observations were also conducted in all 12 children’s homes and classroom 

and during classroom interactions. From the 12 children, they described three in detailed 

as case studies. A case study approach was used to facilitate the examination and 

interpretations of the literacy events in which children and their families took part during 

daily activities at home.  They interviewed parents to understand their ideologies about 

language and their literacy practices and how these influenced the children’s language 

environments at home. Through a triangulation process, researchers analyzed the field 

notes, interview transcription and coded video data from observations of these children 

participating in different literacy events at home with adults, with peers and on their own. 

They transcribed the conversations for analysis and determined three case-study children 

made remarkable process in terms of their oral language development progress 

throughout the year and developed their bilingual competencies to near native fluency.  
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The case studies provided evidence children’s emergent biliteracy development is 

situated and influenced during peer and family interactions. It is a complex process that 

can be achieved when children are provided with opportunities to use both emerging 

languages in different genres and for different functions while speaking, thinking, 

writing, and reading. They suggested embedding meaningful contexts by everyday 

participation in various literacy events and learning environments at home and at school.  

Besides using the findings of the research presented, this study followed Reyes’ et 

al. (2008) suggestion of adopting an Ecological Model for Emergent Biliteracy to guide 

mentor coaches in helping teachers provide appropriate and effective emerging biliteracy 

instruction. Table 1 displays the components of the Ecological Model for Emergent 

Biliteracy for this study.  I organized this model in accordance to Reyes’ (2006) support 

of the precursors of print, phonological awareness, alphabet knowledge, oral language 

and writing in emergent biliteracy. Together, these emergent biliteracy components 

promise to support the biliteracy process as part of the natural development of young 

Spanish-English emergent bilinguals.  

 

 

 



Texas Tech University, Julia Cuevas Guerra, May 2020 

35 

 

Table 1  

The Ecological Model for Emergent Biliteracy 

 Ecological Model for Emergent Biliteracy (Reyes & Azuara, 2008) 

 

Immerse emergent 

bilinguals in social 

interactions  

Create meaningful and 

authentic biliteracy contexts 

Literacy activities that 

develop biliteracy are:  

-Phonological awareness 

-Concepts of print 

-Alphabet knowledge 

-Oral language 

development 

-Writing development  

 

 

Reyes (2006) identified adults, competent peers and family members as 

interlocutors and as the most significant influences that support and determine children's 

emergent biliteracy because of the guidance they provide in higher levels of 

understanding about written symbols and print in their environment. This makes up the 

first component of the Ecological Model for Emergent Biliteracy (Reyes et al., 2008). For 

emergent bilingual children, their Zone of Proximal Development is expanded because 

they can transact with two overlapping and interacting literature worlds (Moll & Dworin, 

1996). The scaffolding of more competent peers, adults or family members helps young 

bilingual children advance his or her language and literacy development and independent 

thinking in two languages (Reyes et al., 2008). Therefore, emergent bilingual children 

need to be active and be emerged in social interaction, dialogue, and participation in 

everyday literacy activities with others to develop their emerging biliteracy.   

Note. Adapted from, “Emergent biliteracy in young Mexican immigrant children,” by I. 

Reyes and P. Azuara, 2008, Reading Research Quarterly, 43(4), p. 374-398. 
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Besides integrating an interactive biliterate world in the classrooms, teachers need 

to integrate multiple experiences, exposures, and natural interactions to develop biliteracy 

during experiences embedded in meaningful contexts. These meaningful contexts involve 

access to written texts and various literacy activities in both languages. If children have 

access to and opportunities to hear and use both languages in oral and written forms, they 

will be more likely to maintain their bilingualism and biliteracy, giving them skills and 

tools to draw on for various learning activities and social purposes at home and in school 

(Reyes, 2012). An additive context promises to provide an optimal environment by 

validating, using, and seeing children's native language as a resource. Dworin (2003) 

recommended the use of both languages at the same comparable status in the classroom 

to ensure children are developing concepts and expertise for thinking, listening, speaking, 

reading, and writing in two languages. Creating meaningful and authentic biliteracy 

contexts makes up the second component of the Ecological Model for Emergent 

Biliteracy (Reyes et al., 2008). Meaningful contexts work collaboratively to help 

emergent bilinguals construct, organize, and analyze the meaning of print and connect it 

with their personal experiences within specific contexts and social experiences (Reyes, 

2006).  

The third component of the Reyes’ et al., (2008) Ecological Model for Emergent 

Biliteracy is integrating literacy activities that develop the precursors of print; 

phonological awareness, concepts of print, alphabet knowledge, oral language, and 

writing. This model considers not only the 'what' children learn but also 'how' they learn 

their native and second language simultaneously. This model encourages teachers to 
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focus on how various environments and interactions among participants, contexts, and 

sociocultural forces shape children's biliteracy development. Teachers need to expose 

children to meaningful reasons and precursor activities to use print and symbols to 

develop biliteracy knowledge as a natural process that is part of their daily activities. 

Teachers in early child development need to be knowledgeable about emergent biliteracy, 

both as a process and as part of developing competencies as opposed to just “outcomes,” 

to understand what it means to develop biliteracy and the advantages of doing so to 

support the natural process of becoming biliterate (Duran, 2018; Reyes, 2006; Reyes, 

2008; Reyes et al., 2012).  

Theoretical Framework 

The theoretical framework for this study was rooted in Vygotsky's Social 

Development Theory and concept of internalization (Vygotsky, 1978) to influence 

cognitive development for caregivers' professional development. Caregivers, learners in 

this context, constructed their knowledge about emergent biliteracy practices and 

instruction through social interactions with their mentor coaches. In this context, the 

mentor coaches were the More Knowledgeable Others (MKO) that scaffolded and 

provided support to caregivers to move within their Zone of Proximal Development 

(ZPD) (Vygotsky, 1978) throughout the PBC model components. This theoretical 

framework paved way for learning constructivism for mentor coaches and their 

caregivers as they collaborated through social interactions to develop their learning. The 

concept of internalization is fundamental in the process of expert coaching assisting and 

helping caregivers with initial support in implementing effective practices that lead to 
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independent practices without mentor coach support. Figure 2 displays the theoretical 

framework theories for this study used to inform the research design, data collection, 

analysis, and interpretation. They are a) Vygotsky's Social Developmental Theory; b) 

Zone of Proximal Development; c) More Knowledgeable Other; c) Concept of 

Internalization.  

 

Figure 2. Theoretical Framework Theories 

Vygotsky's Social Development Theory. Lev Semyonovich Vygotsky is one of 

the most influential psychologists and contributor to education psychology that explains 

how people learn and retain new information. Often called, "Mozart of psychology" and 

the "pioneer in our field" of education (Leong & Bodrova, 2018). Vygotsky's 

constructivist perspectives of the Social Development Theory encompass many 

components that enhance cognitive development, learning and education, Vygotsky's 

Social Development Theory is rooted in social interaction between children and their 

social environment (Vygotsky,1978). These interactions include those with parents, 

adults, teachers, playmates, siblings, and others around them. Children are active partners 

Vygotsky's 
Social 

Development 
Theory 

Concept of 
Internalization  

ZPD/MKO
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and participants in these interactions, constructing knowledge, skills, and attitudes that 

enhance their cognitive development and learning (McDevitt & Ormrod, 2012). The 

same principle applies to adult learning and professional development for caregivers.   

 While Vygotsky's research was derived from working with and observing 

children, the interrelationship between the social and cognitive processes remains valid in 

adult learning. Fani and Ghaemi (2011), Wang (2007), and Warford (2011) expanded on 

Vygotsky’s research and presented teachers develop and construct their knowledge about 

instructional pedagogy and practices through social interactions. Teachers co-construct 

new knowledge by building on each participant's contribution and adding their own 

through dialogic interactions (Eun, 2010; Vygotsky, 1978; Wang, 2007). This interaction 

is collaborative and provides effective learning opportunities to form connections through 

shared experiences and learner-centered collaborative approaches to learning (Wang, 

2007).  

 The PBC model implements this collaborative coaching partnership with the 

activities of specifying a goal, planning, observing, and reflecting on performance by the 

mentor coaches and caregivers through discussions and dialog. As Vygotsky (1978) 

presented, learning is embedded within social events, and social interaction plays a 

fundamental role in the improvement of learning. It embeds learning within a social and 

cultural context. As learners interact and communicate with others in their environment, 

they become part of other social networks that continue to shape their thinking, learning, 

and development through social interaction (Vygotsky, 1978; Wang, 2007). The Social 
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Development Theory considers learning as a "socially-situated and mediated activity" 

(Smith, 2006, p. 416). It suggested that working collaboratively with peers leads learners 

to higher levels of development through the Zone of Proximal Development (ZPD) and 

the More Knowledgeable Other (MKO) (Vygotsky, 1978).   

Vygotsky's Zone of Proximal Development and More Knowledgeable Other. 

Vygotsky (1978) emphasized that cognitive development stems and social interactions 

guided learning within the ZPD of adults as they co-construct knowledge. It is through 

collaboration and social interactions that adults can perform more challenging tasks when 

assisted by more advanced, competent individuals or MKO (Nyikos & Hashimoto, 1997). 

Isolated learning does not lead to cognitive development as knowledge is best constructed 

in collaboration with over one person through active communication and sharing of 

experiences and knowledge (McDeditt & Ormrod, 2010). The ZPD focuses on the 

potential learning with the use of social interaction to guide and facilitate cognitive 

development through mediated learning experiences, scaffolding, participation in adult 

activities and cognitive apprenticeship (Eun, 2010; McDevitt et al., 2012; Nyikos et al., 

1997; Wang, 2007). These processes are integrated in the PBC model through mediated 

learning activities such as modeled target practices, role-play, deliver side-by-side 

support (verbal or gestural), provide performance feedback and engage in “brief” 

problem-solving discussions or reflective conversations through each component of 

planning, observing, and reflecting. These activities assist caregivers expand their funds 

of knowledge, perspectives, knowledge, and skills with the support of expert coaches and 

participate in gradual learning activities (Nyikos et al., 1997).   
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 The mentor coaches implementing the PBC model in this study are classified as 

MKO. They provide various forms of scaffold to help caregivers perform new or 

challenging tasks and move within their ZPD. For example, the MKO scaffold by 

showing the performance, divide a complex task into smaller and simpler tasks, provide 

guidelines, ask open-ended questions, and give frequent feedback (Tudge, 1990).  

Cognitive apprenticeship also identifies the MKO as an expert adult working together 

with a novice to accomplish a challenging task or solve a difficult problem. During the 

process, both analyze the situation and develop the best approach to take; the expert 

models effective ways of thinking and implementing the practice (McDevitt et al., 2012; 

Nyikos et al., 1997; Wang, 2007). MKO also provide formal and informal cognitive 

apprenticeship by building a one-to-one relationship where they teach the novice 

individual new skills, guide their initial efforts and scaffold until proficiency improves 

(McDevitt et al, 2012; Nyikos et al, 1997). The PBC model components mediate and 

facilitate the use of social practices to enhance caregivers' education and practices by 

providing ongoing, individualized, and contextualized support for the caregivers’ newly 

learned skills. The ongoing training and collaborative nature of the coaching process 

allows the caregiver to become involved in her own learning, making it more likely that 

her behavior changes and improve her teaching practices. The MKO, mentor coach in 

this study, provides the guidance throughout the PBC model activities through social 

interactions to scaffold caregiver’s learning and internalization of the teaching practice to 

release control and allow her to perform it independently.   
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Scholars have emphasized the importance of ZPD and MKO through 

collaborative learning (Eun, 2010; Fani et at., 2011; McDevitt et al., 2012; Nyikos, et al., 

1997; Vygotsky, 1978; Wang, 2007; Warford, 2010;). Thus, this study was founded on 

this foundation for the cognitive development of in-service caregivers by using the PBC 

model, as the PBC model reflects these social interactions and collaborative leaning 

opportunities.  

Concept of Internalization. This study also manifested Vygotsky's concept of 

internalization. The concept of internalization is a mechanism by which socially 

distributed cultural functions (like literacy, language, conventional gestures, etc.) become 

individual psychological tools that provide self-regulation (Matausov, 1998). In 

understanding and acquisition of skills and practice, there is a gradual transformation of 

knowledge and process (e.g., attention, perception) from the interpersonal to the 

intrapersonal realm. Matausov (1998) described internalization as a "transformation of 

participants of joint sociocultural activity into intramental internal functions of individual 

skills, 'the social plane' transforms into 'the psychological plane'" (p. 328).   

 According to Vygotsky (1981), the mental function does not simply move from 

the social plane into the individual's head. It transforms through the process of the 

individual's growing familiarity with roles that other people play in their lives and the 

actions they put into practice. It is best seen as a series of cyclical movements from the 

interpersonal to the intrapersonal with the contribution of cognitive reflection at the 

intrapersonal level increasing in importance and complexity with successive cycles 
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(Rizzo & Corsaro,1998). Internalization works in a procession of steps given the activity 

or concepts being learned. See Figure 3 for the Internalization Model of Development 

presented by Matausov (1998).  

 

Figure 3. Internalization Model of Development Presented by Matausov (1998) 

 

The following scenario provides an example of how the internalization successive 

cycle of social interaction, cognitive reflection and individual performance was 

performed during the implementing of the PBC model. The successive cycle was initiated 

with the coach guiding the caregiver’s learning in emergent biliteracy instruction and 

practice by having a discussion with her. The coach assisted the caregiver to select a goal 

using the needs assessment survey for emergent biliteracy practices. She reviewed the 

Note. Adapted from “When solo activity is not privileged: Participation and 

internalization models of development,” by E. Matusov, 1998, Human 

Development, 41(5/6). 326-349. 
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practices with her and helped the teacher determine if she needed to change her teaching. 

Together, they developed a specific, observable, measurable and achievable goal related 

to promoting phonological awareness by drawing children’s attention to the sounds of 

language in Spanish and English. After, they completed the action steps needed to 

achieve the goal by listing needed resources and modeling by the coach, the coach 

modeled the implementation of the goal while the caregiver observed. Then they 

discussed the performance. These activities involved cognitive reflection from the 

caregiver and coach to internalize the information. Next, the coach engaged in a focused 

observation of the caregiver implementing the phonological awareness activities in the 

classroom. Afterwards, the coach shared feedback with the caregiver about her 

observations related to the caregiver’s performance in promoting phonological 

awareness. Together, they reflected on the practice and decided they met the goal. This 

showed the caregiver achieved mastery and performed the practice independently, thus 

concluding the successive cycle of the concept of internalization.   

This PBC coaching cycle integrated dialog, discussion and conversation about the 

phenomenon using the concepts of ZDP and MKO. It is expected that gradually, the 

caregiver gains the needed support, skills, and knowledge to work independently using 

self-directed and inner direction for their emergent biliteracy practices in their 

classrooms. Rizzo and Corsaro (1979) described it by saying, "in the case of some of the 

strategic steps required here, there [will be] a transition from external social functioning 

to internal individual functioning" (p. 175-176).  The goal of internalization in this study 

was for caregivers to take skills, practices, and knowledge of effective emergent 
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biliteracy practices learned through the PBC model activities and implement (put them to 

action) them independently. The PBC model activity of reflection (component 3) 

facilitated the process of gradual transformation of knowledge and process from the 

interpersonal to the intrapersonal realm. Learning comes about not only by doing, but 

from thinking about what we do. Reflection was a key component that transformed 

caregiver’s practice as they internalize their learning and shared their reactions about the 

instructional practices with their coaches.  

 The PD design for this research was conducted in accordance to the elements of a 

Vygotskian framework; social development, mediated learning experiences, scaffolding 

with MKO and ZPD, guided participation, collaborative learning, and cognitive 

apprenticeship through constant dialog, reflection and the concept of internalization. PD 

was guided by social collaboration and interactions by and from the expert coaches and 

teachers through self-assessments, reflections, feedback, and dialogue. As Wardford 

(2011) stated, "facts are not simply transferred to teachers; rather they take facts and 

appropriate their own meanings by means of cultural tools" (p. 252). Teachers’ 

participation and collaboration were placed at the heart of this study to ensure teaching 

and learning was a "holistic, authentic approach consistent with whole language" 

(Wardford, 2011, p. 252).  
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Chapter Summary  

 The significance of this chapter was that it emphasized the need for this study to 

further expand the body of literature of PD for bilingual caregivers regarding emergent 

biliteracy instructional practices in bilingual classrooms. The PBC model serves as a 

method for preparing caregivers to integrate adequate and effective emergent biliteracy 

practices in their classrooms. A Vygotskian framework was integrated to support and 

guide cognitive development for teacher education and development.  Together, the 

contextualized literature and selected theoretical framework provided the foundation for 

collaborative work to determine the effects of the PBC model in the caregiver's 

performance of emergent biliteracy instruction with young children ages 2-3.   
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CHAPTER III 

METHODOLOGY 

Introduction 

 This chapter provides an explanation of the methods and procedures for this 

research study. The first section presents information concerning the research 

methodology design, description of the research site, recruitment of participants and 

selection, roles of the researcher along with each data source. Then, a summary of data 

collection procedures with a research timeline follows. Last, data analysis, issues of 

ensuring rigor, ethics, trustworthiness is presented. Together, these methodology aspects 

were used to measure and determine the effects of the PBC model in the practice of three 

mentor coaches and three EHS caregivers concerning knowledge and pedagogy of 

emergent biliteracy instruction.  

Research Methodology: Descriptive Case Study  

 This study integrated a qualitative research method to document the perspectives 

and personal experiences of six participants with the PBC model as a method of 

professional development in emergent biliteracy classroom instruction. This study 

integrated a descriptive single case study to study a group of three EHS caregivers of 

young children ages 2-3 and three mentor coaches to describe details about the teacher's 

performance, participation and experiences with the PBC model to determine its effects 

on their emergent biliteracy instruction performance. A descriptive study research design 

in education is one that presents a detailed account of the phenomenon under study (Yin, 
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2003). It presents basic information about areas of education where little research has 

been conducted (Merriam, 1988; Yin, 2003). For this study, a descriptive single case 

study formed a database for theory building that generated knowledge and described the 

effects of the PBC model in the practice of three mentor coaches and three EHS 

caregivers concerning knowledge and pedagogy of emergent biliteracy instruction.  

 A naturalistic qualitative paradigm was used because it correlates with Vygotsky's 

Social Development Theory (1978) and concept of internalization through mentor 

coaches’ guidance and continuous social interactions, discussions and dialogue with 

teachers in their natural settings without manipulating the phenomenon being studied 

(Nieswiadomy, 2012). It also allowed for rigorous interpretation from three caregivers 

and three mentor coaches' multiple realities with the PBC model to develop an 

understanding of how it contributed to emerging biliteracy instructional practices for 

caregivers. This descriptive single case study facilitated the effort to gather individualized 

knowledge by soliciting personal insight, perspectives and experiences from mentor 

coaches and caregivers about the PBC model. It allowed to collect data to check variation 

among three mentor coaches implementing the PBC model and the experiences of three 

caregivers participating in the PBC model. It provided insight to determine the effects of 

the PBC model by comparing the caregiver's performance in emergent biliteracy 

instruction before and after implementing it with four data sources.   
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Research Site  

 The research site for this study was an Early Head Start (EHS) center in the Rio 

Grande Valley (RGV) in south Texas as part of the Borderland ISD.  All trainings, 

coaching sessions and data collection took place at this center. This EHS program was 

selected based on its implementation of the PBC model, the bilingual proficiency of the 

mentor coaches and the teachers, their willingness to participate in the study and the high 

enrollment of emergent bilingual students who are learning two languages 

simultaneously. The RGV is a geographic area located in the southernmost tip of Texas. 

It lies along the northern bank of the Rio Grande River that separates Mexico from the 

United States. Starr County, Hidalgo County, Willacy County, and Cameron County 

make up this region. This EHS program is in Hidalgo County. According to the U.S. 

Census Bureau (2019), the estimated population in Hidalgo county was recorded at 

868,707 with 92% of the population being Hispanic and 30% people were living below 

poverty level. In Hidalgo county, approximately 8.9% of the population is under five 

years of age compared to the entire state of Texas with only 7.1%. See Table 2 for the 

Hidalgo County Demographics Compared to the State.  
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Table 2 

Hidalgo County Demographics Compared to the State 

 Hidalgo County Texas 

Population 868,707 26,538,614 

% of Children under age 5 8.9% 7.1% 

% Hispanic  92% 38.4% 

% Persons living below poverty level 30% 17.3% 

Median Income $38,398 $62,717 

 

The student body of the Borderland ISD is 99.0% Hispanic with an 88% being 

economically disadvantaged. With the district’s proximity to Mexico, 44% of the 

students are considered English Language Learners (ELLs) with Spanish being the 

language spoken at home. See Table 3 for the Borderland ISD demographics compared to 

the state of Texas.  

Table 3  

Borderland ISD Demographics as Compared to the State of Texas 

 

 

 Borderland ISD Percent Statewide Percent 

Hispanic 99.1% 52.4% 

Economically Disadvantaged 90.8% 58.8% 

ELL 42.8% 18.8% 

Note. Adapted from the United States Census Bureau for 2019. 

Note. Adapted from the Texas Tribute, 2019.  
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The high levels of economically disadvantaged and ELL percentages in the 

Borderland ISD service area in Hidalgo County emphasized the economic need and 

language support students need for early childhood education and family support 

services. The EHS program helps the most vulnerable young children to get an “early 

start” in their development and to prepare them to be school ready for Kindergarten. The 

EHS program based the selection of eligible families for this program upon the family 

being homeless, receiving public assistance or by income eligibility. Children from foster 

homes are also a priority for qualifications for enrollment in this center, along with 

children with education, health, nutrition, and social service needs. These demographics 

established the need for an EHS in the region and the importance for caregivers to focus 

on implementing effective emergent biliteracy instruction for their emergent bilingual 

children.   

The EHS center served 284 infants and toddlers with over 100 bilingual 

caregivers (Child Plus, 2019) at the time of the study. The EHS center provided 

comprehensive, high-quality services to low-income Hispanic origin families. A high 

percentage of families receiving services in this center were Spanish speaking (Child 

Plus, 2019). Each classroom's enrollment included 8 children with 2 bilingual caregivers 

working as a team to ensure the highest quality of care and education. Caregiver A spoke 

Spanish all day and caregiver B spoke English all day, thus implementing the 

Simultaneously Language Development Model (Medrano, Azua, & Perez, 2015).  

The Simultaneously Language Development Model (2015) was used at this center 

because it contributes to children’s cognitive development, language and literacy 
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development, social emotional development and assist students in becoming bilingual 

learners (Medrano et al., 2015). It was implemented every day in the classroom to value 

the children’s home language, provide supportive social-rich settings, meaningful and 

purposeful experiences in both languages and equalize the exposure of emerging 

bilinguals to both languages (English and Spanish) with a dual language curriculum and 

practices.  

In this model, there were two caregivers in each classroom. Caregiver A was the 

Spanish teacher that only spoke Spanish in every interaction with all the children 

throughout the day. This caregiver used the curriculum and other instructional resources 

and materials in Spanish. She code-switched as necessary and used important phrases and 

words in the opposite language to ensure children’s understanding. Vice versa with 

caregiver B but in English. The materials and environmental setting were in both 

languages. 

The opportunities for simultaneous language learning involved one-to-one and 

small group interactions, diapering/toileting trainings, arrival and departure activities, 

outdoor learning, and mealtime or feeding learning activities. These opportunities helped 

develop children’s receptive and expressive language with the support of their caregiver 

and a language enrich environment of both languages equally. The program’s vision for 

students was to “graduate” from the EHS program as bilingual and bi-literate 

preschoolers. The mission was for the children to learn English and Spanish 

simultaneously during their first three years of life.  
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The Simultaneous Language Development Model (2015) promoted the vision and 

mission of the EHS program by maximizing opportunities for children to hear both 

languages through a multicultural learning environment that reflected their language and 

culture. Caregivers were fluent bilinguals and had synchronized communication and 

interactions in both languages with the children and through their instruction to ensure 

they provided the needed scaffold and clarification in their assigned language to increase 

children’s comprehension, receptive and expressive language. Examples of enriching 

biliteracy and language activities included interactive read-alouds twice a day that 

involved discussing the illustrations and content of the book and reviewing the parts of 

the book. Students had several learning areas that supported the developmental domains 

and language development through playing with toys, imitating, and pretending, music 

and movement, sand and water play and circle time. Caregivers also implemented word 

play activities like rhyming and clapping syllables and provided them with writing tools 

and opportunities to write inside and outside the classroom.     

Participants 

Mentor coach participants. This study used purposive sampling to seek 

participants based on a selected criterion related to the study’s purpose (Mack, 

Woodsong, MacQueen, Guest, & Namey, 2005). It included three bilingual early 

childhood education mentor coaches employed by the Grantee in the Early Head Start-

Child Care Partnership Program (EHS-CCPP) Grant. The qualifications for this position 

included a required master’s degree in Early Childhood Education, four years of teaching 

experience, familiarity with Head Start Performance Standards and experience observing 
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early childhood education classrooms. Pseudonyms for the mentor coaches were used to 

protect their identity. The exact selection criteria for coaches comprised (a) mentor coach 

was employed and served as  a coach in the EHS-CCPP grant; (b) mentor coach attended 

two of the Practice-Based Coaching Community of Practice Trainings hosted by the 

Office of Head Start; (c) mentor coach provided a written consent to receive training 

about the PBC model by the researcher; (d) mentor coach provided a written consent to 

implement every component of the PBC model with their corresponding caregiver during 

a one-month period; and (e) mentor coach was a fluent bilingual in Spanish and English.  

Mentor coaches were recruited through an informational meeting hosted at the 

EHS center. They were invited to volunteer. The Information Sheet for Mentor Coaches 

(See Appendix A) was read. It informed them about the study’s purpose, the participant's 

roles, responsibilities, and questions were answered. Attendees interested to volunteer 

were asked to email to set up a private meeting to sign the Mentor Coach Informed 

Consent Form (Appendix B), complete the Coach’s Self-Assessment of the Practice-

Based-Coaching Model Survey (See Appendix C), and the Mentor Coach Demographic 

Survey (See Appendix D). The demographic survey asked about their race, ethnicity, age, 

education level, language(s) spoken, years of experience working with teachers and 

professional development history.  Table 4 shows the mentor coaches’ demographics.  
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Note. Information adapted from the Mentor Coach Demographic Survey.  

Table 4  

Demographic Data on Mentor Coach Participants 

 Mentor 

Coach 

Age Language(s) 

Spoken 

Ethnicity Education Years 

with 

Children 

Karla 49 English 

Spanish 

Hispanic Master’s Degree in 

Early Childhood 

Education  

31 years 

Stephanie 31 English 

Spanish 

Latino/Asian Master’s Degree in 

Early Childhood 

Education   

13 years 

Jennifer 30 English 

Spanish 

Latino Master’s Degree in 

Early Childhood 

Education   

8 years 

 

Karla. Karla was a 49-year-old-Hispanic female with a master’s degree in Early 

Childhood Education (ECE) and 31 years of experience working with young children. 

She was a daycare teacher for over 12 years and serviced infants, toddlers, preschool and 

school aged English-only and bilingual children. She also worked in childcare services, 

mentoring over 40 daycare centers in the Hidalgo and Starr counties. She provided 

mentoring and coaching for directors and daycare owners on compliance components and 

provided instructional support for teachers in lesson planning, classroom set up, 

assessment, screening, and individualization. She also provided many trainings and 

professional development in a variety of early childhood topics.  She then worked in 

Children’s Depot, a private-owned daycare as a Director. She supervised teachers, staff, 

personnel and ensured children were receiving high quality care and education. 

Afterwards, she worked for a Head Start agency as a Child Development Advocate 

(CDA) for four years, while also took the role of an Interim Center Manager in several 
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day cares around the Hidalgo County. She assisted teachers and directors on appropriate 

curriculum implementation, screening, assessment, health, and safety, along with many 

other administrative roles and responsibilities. During the research study, she had been an 

Early Childhood Education Mentor Coach for over four years and provided coaching, 

guided reflection, training and technical assistance to 16 EHS classroom teachers on best 

practices related to early learning and supporting the social emotional development of 

infants and toddlers. Karla also planned, implemented, and coordinated mentoring 

activities and procedures to support and advised staff in curricula implementation, 

individualization, screening, and child assessments. 

Stephanie. Stephanie was a 31-year-old-Latina-Asian female with a master’s 

degree in Early Childhood Education (ECE) and 13 years of experience working with 

young children. She was a daycare teacher for three years in a private day care with 

English-speaking children. She then worked in a Montessori private school for two years 

as an English teacher servicing Hispanics, African and Korean children. Following this, 

she worked as a HS Assistant Teacher of 17 bilingual children for 5 years. After that, she 

became an EHS teacher for 2 years servicing 8 bilingual children. Lead teacher was her 

next position providing technical assistance and instructional support, along with other 

administrative support to 18 teachers and over 140 children for one year. During the 

research study, she was an Early Childhood Education Mentor Coach for over a year and 

provided coaching to 10 teachers and over 80 emerging bilingual children while also 

performing the same duties as Karla.   
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Jennifer. Jennifer was a 30-year-old-Latina female with a master’s degree in 

Early Childhood Education (ECE) and 8 years of experience working with young 

children. She was a daycare teacher for 3 years for over 24 Spanish-speaking children. 

She then became an EHS teacher for three years that served over 15 bilingual children 

and later an EHS teacher for 8 bilingual children. Right after, she was the Daycare’s 

Center Manager responsible to oversee 10 teachers and over 40 children. She was 

responsible to plan, organize, implement, and coordinate the daycare’s program and day-

to-day operations, along with compliance to the state of Texas minimum standards for 

child-care centers. During the research, she had been an Early Childhood Education 

Mentor Coach for over a year and oversaw 10 teachers and over 80 emerging bilingual 

children. She performed the same duties as Karla and Stephanie.   

 Caregiver participants. This study used purposive sampling to seek participants 

based on a selected criterion related to the study’s purpose (Mack et al., 2005). It 

included three early childhood bilingual caregivers employed by the Borderland ISD and 

worked at the EHS center. Pseudonyms for the caregivers were used to protect their 

identity. The exact selection criteria for caregivers comprised (a) caregiver taught young 

children ages 2-3 in the EHS center and was employed by the Borderland ISD; (b) 

caregiver provided written consent to receive training, coaching and reflection through 

performance feedback with the PBC model over a one-month period; (c) caregiver 

worked in classrooms that served at least two children who were emergent bilinguals; and 

(d) caregiver was a fluent bilingual in Spanish and English, regardless of language 

assigned to use for instruction. 
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The Head Start Program Performance Standards (2016) requires caregivers to have a 

minimum of a Child Development Associate (CDA) credential or comparable credential 

and have been trained or have equivalent coursework in early childhood development 

with a focus on infant and toddler development. Caregivers of this study completed the 

infant and toddler CDA credentials with 120 hours of formal early childhood education 

training, covering the growth and development of children ages 0 to 36 months, with no 

fewer than 10 training hours in each of the CDA subject areas. The CDA subject areas 

include; planning a safe and healthy learning environment, advancing children's physical 

and intellectual development, supporting children's social and emotional development, 

building productive relationships with families, managing an effective program 

operation, maintaining a commitment to professionalism, observing and recording 

children's behavior and understanding principles of child development and learning 

(ProSolution Training, 2017).   

Caregivers were recruited through an informational meeting hosted at the EHS 

center. They were invited to volunteer. The Information Sheet for Caregivers (see 

Appendix E) was read. It informed them of about the study’s purpose, participant roles, 

responsibilities, and questions were answered. Attendees interested to volunteer were 

asked to email to set up a private meeting to sign the Adult Consent Form for Caregivers  

(see Appendix F), complete the Caregiver’s Self-Assessment of the Practice Based 

Coaching Model Survey (see Appendix G) and a Caregiver Demographic Survey (see 

Appendix H). The demographic survey asked about their race, ethnicity, age, education 

level, language(s) spoken, years of experience working with young children and 
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professional development history. Table 5 shows the caregivers’ demographics.  

Table 5  

Demographic Data on Caregiver Participants 

Caregiver  Age Language(s) 

Spoken 

Ethnicity Education Years with 

Children 

Maria  27 English 

Spanish 

Latino Some 

college     

(2-year)  

 

5 years  

Teresa  40 English 

Spanish 

Latino  Master’s 

degree in 

Spanish  

 

15 years  

Marta  40 English  

Spanish  

Hispanic  Some 

college  

(2-year) 

 

3 years  

 

Maria. Maria was a 27-year-old-bilingual Latina female with 2 years of college 

education in early childhood education and her CDA certification. She had 5 years of 

experience working with young children. She was a bilingual HS teacher for over three 

years and serviced 17 bilingual children with the assistance of a co-teacher. She then was 

a support staff at the EHS center and later became a caregiver. During the research, she 

was the designated Spanish caregiver and serviced 8 emerging bilingual three-year-old 

children. 

Teresa. Teresa was a 40-year-old-bilingual Latino female with a master’s degree 

in Spanish, CDA certification and 15 years of experience working with young children. 

Teresa started her career as a HS teacher for 5 years, servicing over 20 bilingual children 

Note. Information adapted from the Caregiver Demographic Survey.  

 



Texas Tech University, Julia Cuevas Guerra, May 2020 

60 

 

with a co-teacher. She then taught over 16 Spanish children with a co-teacher for 6 years 

ages 0-3. During the research, she had been an EHS caregiver the EHS center for over 5 

years servicing emerging bilingual mobile infants, toddlers and three-year-old with an 

assistant caregiver. She was designated as the Spanish caregiver.  

Marta. Marta was a 40-year-old-bilingual Latino female with 2 years of college 

education in a field outside of education. Marta had a CDA certification and 3 years of 

experience working with young children. She had been working at the EHS center for 

over three years. She was the designated English caregiver and serviced 8 emerging 

bilingual three-year-old. Prior to being an EHS teacher, she was in a career outside of the 

education field.  

The roles and responsibilities of the participants varied. Mentor coaches’ roles 

included signing the consent form, completing all surveys, implementing the PBC model 

coaching sessions, completing weekly reflexive journals, and taking part in the focus 

group interview “platicas”. Caregivers’ roles were the same except they participated in 

the PBC model coaching sessions instead of implemented them.   

Role of the Researcher  

 It is important to clarify my position as the researcher, the PBC trainer, and an 

observer of the mentor coaches implementing the PBC model. Frist, I was the researcher 

and ensured the research followed Texas Tech University’s Institutional Review Board 

Approval (Appendix I). As the researcher, my activities included (a) holding individual 

meetings with participants to acquire consent forms and completion of surveys; (b) 
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completing observation checklist of indicators for emergent biliteracy teaching practices 

before and after the enactment of the PBC model with each caregiver; (c) collecting 

participants’ reflexive journals weekly; and (d) facilitating the “platicas” with mentor 

coaches and caregivers. I was also the mentor coaches’ PBC model trainer for three hours 

to ensure they implemented each component effectively using the corresponding forms 

and procedures. This led me to be an observer and document the effects of mentor 

coached implementing the PBC model with their caregivers. I also monitored the 

completion of the fidelity checklist by mentor coaches on a weekly basis to control for 

procedural fidelity. I hold no evaluative role of the mentor coaches or caregivers and did 

not report evaluative performance feedback to them or their administrators. These defined 

roles delineate my roles and responsibilities throughout the research study.   

Data Sources 

This study sought to determine the effects of the PBC model in the practice of 

three mentor coaches and three EHS caregivers concerning knowledge and pedagogy of 

emergent biliteracy instruction. In answering the research questions, the following data 

sources were used: caregivers' and mentor coaches' self-assessment of the PBC Model 

surveys, pre and post observation checklist of indicators of emergent biliteracy teaching 

practices, observations of fidelity to the PBC model procedures, researcher's and 

participants’ reflexive journals, and focus group structured interviews refer to as 

"platicas."  
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Caregivers' and Mentor Coaches' Self-Assessment of the PBC Model Survey. 

This study required participants to complete a ten-question pre and post self-assessment 

survey of the PBC model regarding their knowledge, perceptions, and experiences with 

the model and emergent biliteracy practices. Caregivers completed the pre-survey (see 

Appendix G) when they met with the researcher to sign the consent form before they 

participated in the PBC model. They completed the post survey after they completed the 

“platica”. The surveys were collected and saved under lock and key. Mentor coaches 

followed the same procedure but with a different form (see Appendix C). Participants 

rated statements concerning the importance of emergent biliteracy training and 

professional development to classroom performance and the helpfulness of the PBC 

model in improving caregiver skills in emergent biliteracy practices for emergent 

biliterate children. The survey had a 5-point Likert scale (from “Strongly Disagree” to 

“Strongly Agree”) for eight questions and two open-ended statements that participants 

had to answer using their own words. These surveys were calculated to determine 

whether there was a significant difference between the means of the two surveys to 

answer the research questions regarding the effects of the PBC model on the caregiver's 

performance in emergent biliteracy instruction. It also helped determined the participants’ 

perceptions concerning the effectiveness and feasibility of the PBC model in emergent 

biliteracy instruction and performance.  

Observation Checklist of Indicators of Emergent Biliteracy Teaching 

Practices. This study used a researcher-created observation checklist of indicators of 

emergent biliteracy teaching practices (see Appendix K) to determine if caregivers 
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implemented effective emergent biliteracy practices in their classrooms before and after 

implementing the PBC model. I completed the observation checklist before and after the 

study. It was developed based on Reyes & Azuara's (2008) Ecological Model of 

Emergent Biliteracy and its components (See Table 1: The Ecological Model for 

Emergent Biliteracy). The practices are aligned to the Head Start's ELOF central 

developmental domains of language and literacy; the language modeling dimension of 

instructional support from the Classroom Assessment Scoring System (Teaching Stone, 

2019) and the teacher-child interaction fidelity to curriculum checklist (Baker, Seagraves 

& Mosley, 2015). These emergent biliteracy practices are instructional skills that could 

be implemented in English and Spanish. They are mediated by sociocultural contexts and 

through social interactions between teachers, students, and peer-to-peer. Together these 

practices provide opportunities to use both emerging languages in different genres and for 

different functions while speaking, thinking, writing, and reading embedded in 

meaningful contexts (Reyes et al., 2008).  

The observation checklist comprised three major indicators; language interaction, 

literacy learning and developmental writing with specific teaching practices that were 

both child-initiated and teacher-planned experiences to effectively immerse children in 

emerging biliteracy experiences. The total number of specific teaching practices was 30. 

They were rated to which extend each indicator was observed with a (√) or not observed 

with a (X) by the caregiver in an agreed scheduled time during the language and literacy 

block for one hour. The pre-observation checklist served as a baseline to determine the 

caregiver’s performance in implementing emergent biliteracy practices prior to her 
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participation in the PBC model. The same process occurred for the post observation. 

First, the observed indicators were calculated by tallying them. Then, their percentages 

were calculated based on how many indicators each caregiver implemented for each of 

the three major indicators (i.e., language interaction, literacy learning and developmental 

writing) and then for all indicators (see Figure 7 and 8). A sample paired t-test was used 

to determine if implementing the PBC model had a statistically significant difference in 

the caregiver’s emergent biliteracy instruction in the classroom (see Figure 9).  The 

purpose of the checklists was to compare the means and percentages of practices 

performed by the caregiver before and after implementing the PBC model to determine 

changes in performance.  

Observations of Fidelity to the Practice Based Coach Model and Procedures. 

To control for procedural fidelity, a fidelity checklist was used. Mentor coaches 

completed the Fidelity Checklist for the Practice Based Coach Model (See Appendix J). 

This checklist ensured they implemented each component of the PBC model with fidelity 

and the caregivers experienced each component as intended. They checked off each 

component as they completed them with a (√) or not completed with a (X). This 

observation ensured treatment integrity, procedural reliability, treatment adherence, 

treatment implementation and delivery (Ledford & Gast, 2014). The checklist had four 

major activities (i.e., goal creation, planning, focus observation and performance 

reflection) and 18 specific steps to complete them. The percentage was calculated by 

adding the number of completed (√) steps by 18, then multiplied by 100. I reviewed the 

fidelity checklist for each mentor coach weekly during the study to ensure their 
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completion. At the end of the study, the fidelity checklist from each mentor coach was 

collected and final calculations of the fidelity percentage were made.  

Mentor coach training. Before implementing the PBC model, I trained the 

mentor coaches to use the PBC model as intended by the National Center on Quality 

Teaching and Learning to ensure they had the knowledge, skills and efficiency to 

implement it effectively. This training occurred once at the beginning of the study prior 

to implementing the model. The Practiced-Based Coaching Model Training Manual 

(Appendix L) shows the content of the training. It summarized the PBC model, 

components, procedures and how to complete the fidelity checklist and reflexive journals. 

It also gave them an overview of the Ecological Model for Emergent Biliteracy (Reyes & 

Azuara, 2008) and navigation of the Early Childhood Learning and Knowledge Center 

for effective practice guides.  The duration of the training was three hours at the EHS 

center’s conference room from 8:30AM to 11:30AM.  The conference room set up was a 

U-shaped to allow for open dialogue with each other. The presentation was projected to 

facilitate visibility. A binder was provided with the training materials, resources and 

forms needed for each component of the PBC model that explained what each form 

entailed and the process to complete them. The language of the training and the resources 

was in English, as per mentor coaches’ request. Mentor coaches could use English or 

Spanish with their caregivers while implementing the PBC model, they all used English.  

Caregiver’s coaching. Once the mentor coaches were trained, they scheduled a 

meeting with their caregivers to review and sign the Coaching Agreement (see Appendix 
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M). After; they completed the Needs Assessment for Emergent Biliteracy Practices 

Survey (see Appendix M) to help their caregivers create a goal and complete the Action 

Plan Form (Appendix O). Then they scheduled an observation date. The duration of this 

session was from 1 to 2 hours. Mentor coaches then completed a focused observation 

using the Focused Observation Form (Appendix P) for 1 to 2 hours. The coach observed 

and recorded information on the caregiver’s performance. Then another session was 

scheduled for reflection. The mentor coach provided feedback using the Observation 

Form to guide the discussion for 1 to 2 hours. Mentor coaches completed the PBC model 

cycle in a three-week period and provided from 4 to 5 hours of coaching with their 

caregiver.  

Researcher’s and Participants’ Reflexive Journal. The participants and I 

maintained a reflexive journal throughout the study to record our thoughts, feelings, 

experiences, and ideas for various purposes. I used the reflexive journal to document my 

decisions, choices and rationale why implementing them to keep an audit trail. Mruck 

and Breuer (2003) defined a researcher's reflexive journal as a recoding mechanism to 

relate "the various choices and decisions researcher undertake during the process of 

researching" (p. 3).  It also ensured high reflexivity to critically inspect the research 

process and product. The participants maintained a reflexive journal to document their 

experiences with the PBC model. I provided a reflexive journal template (see Appendix 

Q) to participants to write a weekly entry about their experiences with each component of 

the PBC model (goal/action plan, focused observation, and reflection/feedback). They 

completed three journals, one for each PBC model component and coaching session that 
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were collected weekly.  

"Platicas." “Platicas” (conversations) were used in this study to provide explicit, in 

depth and personal information in a friendly, intimate, and authentic manner from the 

mentor coaches and caregivers about the effects of the PBC model in emergent biliteracy 

instruction. They were 30 minutes in duration and audio recorded for transcription. 

Francisco and Miguel Guajardo (2013) defined “platicas” as an “expressive cultural form 

shaped by listening, inquiry, storytelling, and story making that is akin to a nuanced, 

multi-dimensional conversation” (p. 160). “Platicas” are personal, relational, provocative, 

and dynamic. They provide opportunities to co-construct and generate knowledge and 

understanding of different concepts based on individualized perspectives and 

experiences. They are a tool for collecting data as forms of stories, cuentos or narrative 

forms that generate inquiry, pedagogy and community building and development 

(Guahardo et al., 2013).  

For this study, a “platica” was used to invite participants to communicate in a safe 

environment and invited them to share their experiences, perspectives, and reflections of 

the PBC model and its process. These “platicas” brought forth the narratives from the 

caregivers’ experiences relating the effects of the PBC model on their performance in 

implementing emergent biliteracy instruction in their classrooms. For mentor coaches, it 

brought to light their narratives of the effects they observed in their caregiver’s 

performance after implementing the PBC model. As Francisco and Miguel Guajardo 

(2013) shared, “platicas” manifest themselves in the generation of knowledge that yields 
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action that leads to student support and community building and development.  

The “platicas” in this study were a casual, trusting, and personal conversations 

shaped by Hispanic cultural storytelling, story-making and everyday social gatherings 

and interactions given the proximity to Mexico and the Hispanic culture in the area and 

of the participants. The selection of “platicas” was contextualized to the Rio Grande 

Valley and classified as “Hispanic focused research” because of the high demographics 

of Hispanics in the area that use “platicas” as everyday conversations with their families, 

friends, and community. “Platicas” are natural conversations that transfer cultural 

knowledge and expectations. They also allow individuals to share memories, experiences, 

stories, ambiguities, and interpretations that impart with knowledge connected to 

personal, familiar, and cultural history. The participants openly and respectfully 

interacted with each other during the “platicas” while enjoying sweet bread, coffee, and 

water. 

The “platicas” had a semi-structured interview protocol similar to a traditional focus 

group structured interview for its exploratory component to "develop an understanding of 

the issue that individuals perceive as important in relation to a phenomenon or topic" 

(Hesse-Biber, 2016, pg. 151). This interview protocol welcomed participants to interact 

and contribute to each other's conversations and integrate multiple voices to help create a 

narrative that brought to surface key components and in-depth information about the 

effects of the PBC model for each participant. The function was to facilitate the order of 

discussion from all participants for each question and prevent participants from driving 



Texas Tech University, Julia Cuevas Guerra, May 2020 

69 

 

off topic or one participant overpowering the interview. I served as the facilitator during 

the interview and ensured each participant had time to respond and asked for expansion 

and clarifications based on each participant's responses.  

The interviews occurred at the end of the study with the mentor coaches together for 

thirty minutes and the other with caregivers following the same format. The interview 

questions were related to the teachers’ experiences with the PBC model and how it 

affected their teaching using emergent biliteracy instruction (see Appendix R for 

questions). The emphasis of the questions for mentor coaches was in relation to the 

effects of the PBC model in their caregivers’ emergent biliteracy practices and what 

changes they noticed (see Appendix S for questions).  

Summary of Data Collection Procedures  

The procedures for data collection for this study were for four weeks. Table 6 

presents a timeline of the data collection procedures for this study. First, a recruitment 

flyer was posted around the EHS center to invite caregivers and mentor coaches to an 

information meeting to invite them to participate in the study. An information meeting 

was conducted to invite participants to volunteer. Interested participants set up a private 

meeting through email to sign the consent form and complete a demographic survey and 

a ten-question pre self-assessment survey of the PBC model.    

Then, mentor coaches were trained to use the PBC model as intended by the 

National Center on Quality Teaching and Learning for three hours. They received a 

binder with the training materials, including the forms they needed for each component of 
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the model. They learned how to complete each form, the fidelity checklist, reflexive 

journals and received an overview of Reyes and Azuara’s (2008) Ecological Model for 

Emergent Biliteracy to ensure its implementation.  

Next, I completed the pre observation checklist of indicators of emergent 

biliteracy teaching practices in the caregiver’s classrooms during the language and 

literacy block for an hour. Following, mentor coaches began using the PBC model by 

completing its three components. The first component was creating a goal and an action 

plan with their caregiver using a needs assessment survey of Emergent Biliteracy 

Practices. Based on the results of the survey and caregiver’s perceived need, they created 

a goal and completed an action plan with steps to achieve it. Then, they completed 

component two of scheduling a focused observation. The coach completed the 

observation and documented her observations on the observation form. Component three 

was a discussion between the coach and caregiver to discuss the reflections and feedback 

based on the caregiver’s performance. Caregivers and coaches completed a weekly 

reflexive journal after participating in each of the three components of the PBC model to 

record their thoughts, feelings, and experiences for each coaching session. They received 

a reflexive journal templates and submitted them to me on a weekly basis.   

After the enactment of the PBC model, I completed the post observation using the 

same checklist as in the pre observation of indicators of emergent biliteracy teaching 

practices in the caregiver’s classrooms. Then, all caregivers participated in an audio 

recorded 30-minute “platicas” facilitated by me. Mentor coaches also competed one at a 
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different time. Last, they completed the post self-assessment survey of the PBC Model.  

Table 6   

Timeline for Data Collection: 4 Weeks 

 

Data Analysis  

This study used data reduction, constant comparison analysis, grounded theory 

stages of coding and statistical analysis techniques. Four distinct (i.e., surveys, 

observation checklist, reflexive journals, and interviews), yet interrelated data sources 

Week Activities  

1 • Start of recruitment  

• Information meeting   

• Initial meeting with participants; presentation of consent forms, 

completion of demographic survey and pre self-assessment survey 

• Trained mentor coaches about the PBC model   

• Completed the pre observation of caregivers using the Observation 

Checklist of Indicators of Emergent Biliteracy Teaching Practices 

2-4 PBC model implementation by mentor coaches. Mentor coaches:   

1. Met with caregivers to create a goal and complete the Action Plan 

Form   

2. Observed caregivers using the Focused Observation Form 

3. Reflected and gave feedback to caregivers    

 

• Mentor coaches completed the fidelity checklist  

• Researcher monitored coaches by reviewing the fidelity checklist weekly 

• Participants completed one reflexive journal weekly for 3 weeks   

• Researcher collected reflexive journals 

 

4 

 

• Researcher completed the post-observation using the Observation 

Checklist of Indicators of Emergent Biliteracy Teaching Practices 

• Participants completed the post self-assessment survey  

• Participants participated in a 30-minute audio recorded “platicas”.  

Note. The implementation of the research study was during the last four weeks of the 

program year. Participants were informed of the research timeline.  



Texas Tech University, Julia Cuevas Guerra, May 2020 

72 

 

were collected, observed, transcribed, and analyzed to identify central categories, themes 

and results that answered the research questions. Known as data reduction, the data was 

brought into manageable chunks to facilitate constant comparison analysis and grounded 

theory interpretations. It helped to identify "underlying patterns, generating categories 

and coding data" (Anfara, Brown & Mangione, 2002, p. 32) and established relationships 

between the information. The following sections provide details for each data source and 

its corresponding analysis.  

The first data source analyzed was the procedural fidelity with a checklist (see 

Appendix J).  Each mentor coach checked off as they completed (√) or not completed (X) 

each component of the model. The percentages were calculated by adding the number of 

completed (√) steps by 18, then multiplied by 100. The fidelity checklists were reviewed 

on a weekly basis to ensure their completion. This controlled for procedural fidelity and 

ensured caregivers experienced the PBC model to determine its effects.   

The pre and post Caregiver and Mentor Coach Self-Assessment Survey (see 

Appendix C for the coaches’ survey and Appendix G for caregivers’ surveys) were 

inputted into the Statistical Package for the Social Sciences (SPSS) software to calculate 

the means. The SPSS is a statistical software that offers advanced statistical analysis used 

to generate reports, charts, and descriptive statistics (Field, 2015). A paired sample t-test 

was used to determine whether there was a significant difference between the means of 

the two surveys to answer the research questions regarding the effects of the PBC model 

on the caregiver's performance (Field, 2015). The surveys also shared the perceptions of 
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the participants concerning the effectiveness and feasibility of the PBC model in 

emergent biliteracy instruction. The observation checklists of indicators of emergent 

biliteracy teaching practices followed the same procedure. The pre and post observation 

checklists were inputted into SPSS to calculate the means. A paired sample t-test was 

used to determine whether there was a significant difference between the means of the 

two checklists in caregivers’ biliteracy practices and performance (Field, 2015).   

The participant’s reflexive journals were read for each participant and went through 

the grounded theory analysis coding stages. It involved three coding analysis: open, axial 

and selective coding (Corbin & Strauss, 2015). For the first round of analysis, salient and 

relevant patterns that emerged from the data were examined using open coding to identify 

major ideas, topics, and codes by examining, comparing, and categorizing the data as it 

emerged. This entailed reading and rereading the data to identify patterns and categories 

of expression by each participant using examples of participant’s words. For instance, 

one category that emerged from the open coding was “increased knowledge”. Participants 

wrote indicators of an enhanced knowledge of their practice with the following keywords 

and phrases; “I feel more confident,” “I finally understood the meaning of phonological 

awareness,” “My coach taught me how to implement the activity…” and “I learned to 

integrate sounds…”   

A web organizer was also created with the participants’ name in the middle and three 

rectangles attached to the center with lines (See Figure 4 for an example) to represent 

each component of the PBC model. This helped determine categories and commonalities 
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amongst participants using keywords and phrases for each participant for each 

component of the PBC model. Participants’ direct quotes and phrases were used to create 

codes and categories.  

  

Figure 4. Reflexive Journal Web Organizer Example 

Afterwards, axial coding was completed. Examination for links and connections 

between the codes and categories for each participant to merge into themes was 

completed (Corbin et al., 2015). Axial codes are related to grounded theory as it helps 

classify or look for categories of meaning from the data which helps identify 

relationships among the open codes (Corbin et al., 2015).  For example, all caregivers 

used the word “learned” to note their experience with the PBC model. Because of the 

high frequency of the word and the link it had with all the participants and their 

experiences with the PBC model, it was determined that a commonality among all 

participants existed. This became a category identified as “increased knowledge”. It was 

coded using the letter K and using a yellow highlighter to highlight it in the web 

Marta 

Componet #1  Responses

-"Learned about 
phonological awareness" 

-"I have a higher knowledge 
of phonological awarenss."

Component #3 Response

-"Looking foward to grow and 
learn more about phonological  

awareness."

Component #2 Responses

-"I feel confident in 
implementing my activity." 
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organizer for each participant and in the reflexive journals. The same process with the 

other categories was implemented using a different color of highlighter for each. Renner 

and Taylor-Powell (2003) described this as relative importance for identifying patterns 

and connections within and between categories in qualitative data. They said that to show 

which categories appear more important, you may wish to count the number of times a 

word or category appears. These counts revealed patterns in the data that showed a 

relative importance and helped create categories and themes.  

Last, selective coding, the final process whereby all codes and themes from the 

open and axial coding figure out the core variables that identify themes, was used (Corbin 

et al., 2015). This step helped create a story line for each participant that helped answer 

each research question by validating the relationship between the themes in the data. It 

also unified all “core” categories into themes, using the categories already identified to 

explain the major themes. After developing the selective coding, the journals were reread 

and ensured the data was related to the themes.  

The framework of Onwuegbuzie, Leech ad Collins (2008) of constant comparison 

analysis to analyze the interview data was used. This analysis systematically reduced data 

to code inductively, and then help develop themes from the codes (Onwuegbuzie et al., 

2012). First, the “platicas” were transcribed manually by me right after they were 

completed. As suggested by Boomberg and Volpe (2016), transcribing the “platicas” 

verbatim allows to immerse in the data and become familiar with it. Each transcript was 

read line by line twice before coding. First impression notes were written on the margins 
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by summarizing general information that could answer the research questions. Then, the 

same grounded theory analysis coding stages process as in the reflexive journals was 

followed (Corbin, et al., 2015).   

The codes, categories and themes from the reflexive journals were compared to 

the interview transcripts and vise versa. This process helped determine commonality 

categories and themes amongst the reflexive journals and interviews to ensure 

triangulation of data. The interview transcripts had similar codes, categories and themes. 

Codes from the reflexive journals and their corresponding highlighter color were used to 

highlight the codes as they appeared in the transcribed data. Data saturation was reached 

when no new data could add to the emerged themes (Aldiabat & Navenec, 2018). The 

data from the journals and interviews repeated and build on each other. The journals 

provided participants’ experiences for each component that emerged into the categories 

and themes. The interview data added to them by providing descriptive and explicit 

examples and perceptions for each theme. These analysis procedures allowed for 

inductive analysis and creative synthesis to uncover the themes of collaboration between 

mentor coach and caregiver, ownership of learning and reflective thinking, increased 

knowledge of implementing emergent biliteracy practices and higher student 

engagement. It also facilitated the emergence of the details and specifics of the data that 

discovered the themes, and interrelationships guided by ground theory analytical 

principles (Corbin et al., 2015).   
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Issues for Ensuring Rigor, Ethics, and Trustworthiness 

 To ensure rigor, trustworthiness and meet ethic regulations, this study addressed 

the trustworthiness criteria of credibility, transferability, dependability, and 

confirmability by integrating various strategies to legitimize the data collected (Anfara, et 

al., 2002; Shenton, 2004). First, this study met credibility by the researcher having a 

prolonged engagement at the site of two years prior to implementing the research study. 

This prolonged duration helped gained an adequate understanding of the organization of 

the EHS program and establish a relationship of trust between caregivers and mentor 

coaches. Second, this study was structured and framed based on the research of Jessica 

Godfrey-Hurrell, Howard et al., (2013) and Hsieh et al., (2009). It replicates and extends 

on their research to generate knowledge of the effects of PBC model as a method of 

professional development for caregivers. This dependability on other academic research 

and guidance provided credibility for this study. Third, the participants were presented 

with a copy of their transcribed interview to ensure adequacy of data by checking and 

correcting errors, misunderstanding and provide clarification. This allowed them the 

opportunity to retract or add comments to clarify their statements. This contributed to 

credibility by member checking (Shenton, 2004).  

For confirmability, this study integrated reflexive practices throughout the process 

with the reflexive journals. I used high levels of reflexivity in decisions concerning the 

study to assess beliefs and assumptions (Shenton, 2004). It was also used to record 

important notes that emerged during the process of the study. These reflexive notes 

served as an audit trail to trace my decision-making and thinking process throughout the 
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study. I was aware of my preexistence possible expectations for the effects of the PBC 

model in this study based on my own positive experiences implementing it with other 

teachers. A step to restrict this possible bias was to rely on ground theory and let the data 

speak for itself. Renner and Taylor-Powell (2003) said to “focus on the individual’s own 

or unique responses and experiences” (p. 9) to provide understanding from the 

respondent’s perspectives and lived experiences.   

Next, dependability with the triangulation of different data sources was used. See 

Table 7 for the triangulation process of the different data sources and how the research 

questions were answered by the different data sources. Also, the thick descriptors of the 

components of the methodology for this study (i.e., participants, research site, data 

sources, data collection procedures, etc.) contributed to this research's transferability as it 

provided in-depth descriptors of the study’s components to be duplicated and applied to 

other situations and contexts (Shenton, 2004). Credibility through thick and rich 

description of the study for readers and reviewers was achieved. As Creswell and Miller 

(2000) stated, “the purpose of a thick descriptions is that it creates verisimilitude, 

statements that produce for the readers the feeling that they have experienced, or could 

experience, the events being described in a study” (p. 129).   
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Table 7  

Triangulation Process of Different Data Sources 

 Research Questions Data Sources 

Overarching Question  

 

What effects does the Practice-Based Coaching 

model have in the practice of three mentor 

coaches and three Early Head Start caregivers 

concerning knowledge and pedagogy of emergent 

biliteracy instruction? 

 

 

 

 

 

 

1. Pre/Post Self-Assessment 

of the PBC Model Survey 

  

2. Reflexive Journals   

 

3. “Platicas”  

 

4. Pre/Post Observation 

Checklist of Indicators 

for Emergent Biliteracy 

Teaching Practices 

Sub questions  

 

a. What are the perceptions of three mentor 

coaches concerning the effectiveness and 

feasibility of the Practice-Based Coaching model 

in their caregiver’ implementation of emergent 

biliteracy instruction?   

b. What are the perceptions of three Early Head 

Start caregivers concerning the effectiveness and 

feasibility of the Practice-Based Coaching model 

in their implementation of emergent biliteracy 

instruction? 

 

c. How do caregivers grow in implementation of 

emergent biliteracy practices as a result of the 

Practice-Based Coaching model?  

 

Chapter Summary  

 This chapter explained the methodology, methods, and procedures for this study. 

It described how it integrated a descriptive single case study to collect and analyzed 

similarities, differences, and patterns across three caregivers and three mentor coaches to 

determine the effects of the PBC model in their emergent biliteracy instructional EHS 

classroom performance. The data sources were explained and included mentor coaches’ 

and caregivers’ pre and post self-assessment of the PBC model surveys, "platicas" with 
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mentor coaches and caregivers, a pre and post observation checklist of indicators of 

emergent biliteracy teaching practices and the participants’ reflexive journals. It 

explained the researcher’s and participants’ roles and responsibilities. It also described 

the data collection methods, procedures, and data analysis for each data source. The data 

analysis methods included data reduction, constant comparison analysis, grounded theory 

stages of coding, and statistical analysis. Together, it informed how it ensures rigor, 

ethics, transferability, and trustworthiness. Last, this chapter provided a detailed timeline 

of the research study duration and data collection procedures.   
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CHAPTER IV 

FINDINGS  

Introduction 

This study sought to determine the effects of the PBC model on the practice of 

three mentor coaches and three EHS caregivers concerning knowledge and pedagogy of 

emergent biliteracy instruction. In answering the research questions, results from four 

data sources: pre and post surveys, pre and post observation checklists, reflexive journals 

and “platicas” are presented. First, this chapter presents the procedural fidelity checklist 

results to determine the effects of the PBC model. Next, the context of the delivery of the 

PD from the mentor coaches to their caregivers for each PBC model component follows 

explaining how they implemented the PBC model and what caregivers experienced. They 

also shared their perceptions concerning the effectiveness and feasibility of the PBC 

model. Then, the alignment of the PBC model components, the resulting effects of 

enacting the PBC model and the conditions the PBC model was effective are also 

presented.  

Fidelity of the Enactment of the PBC Model 

A procedural fidelity checklist was used to control for procedural fidelity and to 

determine the effectiveness of the PBC model on caregivers’ emergent biliteracy 

practices. Using a procedural fidelity checklist ensured treatment integrity, procedural 

reliability, treatment adherence, treatment implementation and delivery (Ledford & Gast, 

2014). Each mentor coach completed the Fidelity Checklist for Practice-Based Coaching 

Model (see Appendix J) throughout the PBC model cycle with their caregiver. They used 
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it to self-monitor and guarantee that they implemented each component of the PBC 

model. The procedural fidelity was 100% for all documented sessions for all mentor 

coaches showing they implemented the PBC model components and steps.  

Context of Professional Development Delivery from Mentor Coaches to Caregivers  

Each mentor coach implemented the three components of the PBC model: 1) 

create a shared goal and an action plan, 2) conduct a focused observation and 3) provide 

performance reflection and feedback, in accordance to their caregivers’ needs and at 

different times depending on the availability of time to collaborate with each other. 

Mentor coaches perceived the PBC model was easy to use to guide their coaching in 

helping their caregivers develop their emergent biliteracy instruction. To describe the 

specific context of PD delivery for each caregiver, see Table 8. A description of each 

case follows.    
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Table 8  

Caregivers' Participation Time in the PBC Model 

 

Maria and Jennifer. Maria participated in one session for each component of the 

PBC model and collaborated with her mentor coach, Jennifer, for over 1 hour per session, 

totaling 4 hours over three weeks on face-to-face coaching sessions (see Table 8). First, 

Maria and Jennifer met for 1 hour to complete the Needs Assessment for Emergent 

Biliteracy Practices Survey (See Appendix N) to identity a goal. Maria’s goal was 

identified during the completion of the survey with the assistance of Jennifer and was 

based on her perceived need for enhancing her instruction to implement phonological 

  PBC Model 

Component 

1 

PBC Model 

Component 

2 

PBC Model 

Component  

3 

 

Participants Emergent 

Biliteracy 

Coaching 

Topic 

Creating 

Goal and 

Action Plan 

Focused 

Observation 

Performance 

Feedback 

Total  

Caregiver -

Maria 

 

Coach- 

Jennifer 

Phonological 

Awareness-

Segmenting 

Syllables 

1 hr & 30 

min 

1 hr 1 hr & 30 min 4 hrs  

Caregiver -

Teresa 

 

Coach- 

Karla 

Developmental 

Writing 

1 hr & 30 

min 

2 hr 1 hr & 30 min 5 hrs  

Caregiver -

Marta 

 

Coach-

Stephanie 

Phonological 

Awareness- 

Rhyming  

1 hr & 30 

min 

1 hr  1 hr & 30 min 4 hrs 

Note. It depicts the number of hours and minutes of practice-based coaching 

per caregiver during the PBC model professional development.  
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awareness skills. Together, they developed a goal and completed the Action Plan Form 

(see Appendix O) by writing Maria’s specific goal and steps to achieve this goal, 

including the activity, the resources needed, and by when these steps needed to be 

completed.  The goal was to promote phonological awareness by drawing children’s 

attention to the sounds of language in Spanish and English by clapping syllables.  

Once the goal was established, Jennifer met with Maria to provide coaching 

regarding what phonological awareness was by reading the following articles, “What is 

Phonological Awareness?” by Emma Farrell and “Effective Practice Guides for 

Phonological Awareness, Language Interactions and Literacy Learning” by the National 

Center on Early Childhood Development, Teaching, and Learning (NCECDTL). They sat 

side by side and read the information together while discussing the content of the articles 

and shared comments. See Table 9 for the information and topics Jennifer covered during 

her coaching with Maria. For additional support, Jennifer modeled different segmenting 

syllables activities in Maria’s classroom as she requested. Afterwards, they met and 

discussed the implementation of the activity.   
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Table 9 

Professional Development Reviewed by Jennifer with Maria 

Goal To promote phonological awareness by drawing children’s attention to the sounds 

of language in Spanish and English by clapping syllables. 

Articles  “What is Phonological Awareness?”  

“Effective Practice Guides for Phonological Awareness, Language Interactions and 

Literacy Learning.” 

Topics 

covered  

Interactions  

- Play games and sing 

songs throughout the 

day that build 

phonological  

awareness 

- Read aloud books 

and poetry that play 

with sounds and words 

-Watch and listen for 

children’s spontaneous 

play with sounds of 

language 

-Respond by 

encouraging and 

extending 

conversations 

-Use similar phonemes 

in English and Spanish 

to rhyme  

-Read books and 

poetry that have 

rhyming words 

-Play word-combining 

games to make 

compound words 

using pictures  

-Invite children to fill 

in rhyming words 

-Encourage children to 

make up their own 

rhymes  

Environment 

-Promote 

listening 

activities and 

conversations 

that include 

language play  

- Provide 

puppets and 

props that go 

with rhyming 

and word play 

books to 

encourage 

children to 

revisit the 

books on their 

own 

 

 

Individualization  

- Use children’s 

names often and 

highlight the 

sounds found in 

them 

- Incorporate word 

play naturally 

when holding 

individual 

conversations with 

children 

-Clap the syllables 

in a child’s name 

to identify them 

during transitions 

or in a sentence 

 

 

Skills for 

phonological 

awareness  

-Sing rhyming 

words with 

students 

-Separate 

sentence into 

individual words 

-Clap syllabus  

-Blend sounds to 

make a word 

-Ask students to 

identity 

beginning sound 

in a word 

-Ask students to 

identify ending 

sound in a word 

 

 

 

 

Note. The data was acquired from the mentor coach’s reflexive journal entries, the 

articles she used to coach and discussions from her “platica”.   
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Based on an analysis of the articles Jennifer reviewed with Maria, her reflexive 

journals entries and “platica”, she coached Maria on several teaching practices related to 

her goal. Table 14 presents the topics Jennifer directly and indirectly taught Maria. For 

language interactions in Spanish and English, Jennifer reviewed the importance of 

integrating language interactions and conversations with caregiver to students, student to 

caregiver and students to students to acquire basic listening and speaking needed to 

develop phonological awareness. She taught about incorporating word play naturally, 

watching and listening to children’s spontaneous play with the sounds of language, also 

to have individual conversations with children and using children’s names to highlight 

the sounds found in them. Literacy learning activities such as using songs, stories, games, 

rhymes that play with language to promote phonological awareness by drawing 

children’s attention to the sounds of language were integrated.  

Next, Jennifer scheduled a focused observation with Maria and completed a 1-

hour live focused observation. There were two caregivers and six children present. 

During the observation, Jennifer saw Maria implement the segmenting of syllables 

activity by clapping children’s names. She documented how Maria “expanded” on the 

activity by segmenting caregiver’ names and incorporated vocabulary words from the 

book they were reading. She also noted a high level of student engagement and response 

during Maria’s activity. After, Jennifer conducted the performance reflection and 

provided Jennifer with constructive and supportive feedback for 1 hour and 30 minutes. 

Together, they reviewed the Action Plan Form (see Appendix O) and the Focused 

Observation Form (see Appendix P) with explicit examples of what Jennifer observed in 
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relation to the agreed activity. They concluded that Maria met the goal as she 

implemented a Spanish and English syllable clapping activity using the children’s and 

caregiver’s names during circle time. Jennifer shared that the children were engaged and 

able to implement the activity independently. Last, Jennifer provided additional activities 

Maria could implement to continue to promote phonological awareness by drawing 

children’s attention to the sounds of language in Spanish and English by snapping and 

tapping.  

Teresa and Karla. Teresa participated in one session for each component of the 

PBC model and collaborated with her mentor coach, Karla, for over 1 hour per session, 

totaling 5 hours over three weeks on face-to-face weekly coaching sessions (see Table 8). 

First, Teresa and Karla met for 1 hour and 30 minutes to complete the shared goals and 

action plan. They used the Needs Assessment for Emergent Biliteracy Practices Survey 

(see Appendix N) to identity a goal. Karla sat side-by-side with Teresa to read and review 

each emergent biliteracy practice on the survey to help her assess her knowledge of each 

practice. Together, they prioritized the goal Teresa wanted to work on based on her 

perceived need to integrate practices to expand her student’s writing. They completed the 

Action Plan Form (see Appendix O) with the steps to achieve this goal, along with the 

suggested activities to implement and the resources needed. The goal they created was to 

encourage the children’s developmental writing (in their native and second language) and 

to draw attention to writing during morning activities.   

Karla provided side-by-side coaching with Teresa and reviewed videos about 



Texas Tech University, Julia Cuevas Guerra, May 2020 

88 

 

developmental writing. Together they read the following article, “Effective Practice 

Guides About Writing, Print and Alphabet Knowledge” by NCECDTL. Table 10 

describes the different topics Karla reviewed with Teresa during the shared goal and 

planning coaching component.  

Table 10 

Professional Development Reviewed by Karla with Teresa 

Goal To encourage the children’s developmental writing (in their native and secondary 

language) and to draw attention to writing during morning activities. 

Articles   

Videos  

“Effective Practice Guides for Writing and Print & Alphabet Knowledge” and  

videos related to developmental writing 

Topics 

covered  

 

 

Writing  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Interactions 

- Encourage 

children to write or 

dictate stories or 

explanations to go 

with their work 

- Model the many 

purposes for print 

and encourage 

children to write as 

part of their play 

and other activities 

- Offer to take 

dictation to provide 

captions for 

children’s art or 

describe what’s 

happening in a 

photo 

- Encourage 

children to explore, 

practice, and enjoy 

their writing 

experience 

Environment  

- Offer writing 

materials in all 

learning centers and 

outdoors 

- Provide the 

materials needed to 

write, illustrate, and 

bind books 

- Provide a variety 

of tools to write 

with and materials 

to write on and 

opportunities to 

write for a purpose  

 

 

 

 

Individualization  

- Adapt writing tools so children who 

have difficulty with fine motor skills 

will be able to grasp them 

- Observe and support individual 

children’s writing skills; respond with 

the tools, opportunities, and 

encouragement each child to write 

- Offer opportunities for children to 

draw pictures 

- Help emergent writers form words by 

demonstrating on a separate piece of 

paper, segmenting the sounds, and 

discussing the letters needed 

- Offer ways for children to write with 

their fingers (e.g., with finger paint or 

trays of sand) or use “found” objects 

such as sticks to write in sand or dirt 

- Encourage children to write their 

names during everyday routines and 

play  

-Encourage children to explore, 

practice, and enjoy their writing 
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Table 10. Continued.  

 

 

 

 

Print & 

Alphabet 

Knowledge 

 

 

 

 

Interactions  

- Point out and name 

letters in the 

environment; 

associate correct 

letter sounds with 

known words 

- Lead children in 

writing about a 

shared experience; 

demonstrate 

functions and 

conventions of print 

while writing 

 

 

 

 

Environment  

- Offer alphabet 

props, games, 

puzzles, stamps, 

charts, and books 

that encourage 

children to learn the 

alphabet in English 

and in their home 

languages 

- Provide a variety 

of paper and writing 

tools children can 

use in their learning 

centers  

- Provide different 

kinds of print in the 

environment 

- Draw children’s 

attention to different 

features of print in 

books and other 

materials in the 

environment 

 

 

 

Individualization  

- Use words to review letters of the 

alphabet in the children’s home 

languages and in English 

- Encourage children to write or dictate 

stories or explanations to go with their 

work 

-Focus on letters and letter sounds 

through alphabet songs, chants, stories, 

etc.   

 

 

Based on an analysis of the articles Karla reviewed with Teresa, her reflexive 

journal entries and “platica”, she coached her on different activities she could integrate 

based on her goal of developmental writing. Table 15 presents the topics Karla directly and 

indirectly taught Teresa. Karla shared she felt the need to review practices related to writing 

and alphabet knowledge because they are all integrated in the student’s emergent biliteracy 

development. For language interactions in Spanish and English, Karla reviewed the 

Note. The data was acquired from the mentor coach’s reflexive journal entries, the articles she used to 

coach and discussions from her “platica”.   
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importance of interactions for oral development to develop imaginative, creative and 

effective writers. She motivated Teresa to encourage students to talk and explain their 

writing through dictation by asking open-ended questions that encouraged over one-word 

responses, provide wait time, repeating and elaborating student’s responses, and using a 

variety of words to map own actions and students’ actions.  

For integrating literacy learning, Karla encouraged Teresa to integrate different 

alphabet songs to expose students to alphabet knowledge. She also encouraged Teresa to 

read a variety of books to draw the student’s attention to different features of print in 

books (i.e., point to the pictures, label part of a book, use facial expressions, use varied 

tones and gestures). Through the reading, Karla emphasized the importance of 

introducing new vocabulary, associate reading with pleasure and have a constant 

interaction with students during the read aloud. For developmental writing, Karla 

emphasized the importance of encouraging children to write, dictate and explain their 

products. Karla also explained to point out print in the environment by modeling different 

purposes for print and point out and name letters in the environment. Last, Karla 

encouraged Teresa to provide a variety of paper and writing tools for children to use as 

part of their play.    

After, Karla scheduled a focused observation with Teresa. Karla completed a 2-

hour live focused observation because of the transition duration from indoors to outdoors 

for the intended outdoor activity and other daily routines like brushing teeth, potty 

training and washing hands procedures. During the observation, there was two caregivers 
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and eight children present. Karla observed Teresa drawing children’s attention to the 

alphabet, she reviewed letter names and sounds for each child’s name, read the story of 

Brown Bear, Brown Bear, What do You See? by Eric Carle and Bill Martin. She asked 

questions about the story, pointed to the parts of the book, practiced writing with 

children, and guided children to write their names outside with paint brushes. Karla and 

Teresa saw a high level of student engagement and response during these activities as 

students were eager to participate, responded to questions, “role-played” to read and write 

during independent centers and shared what they had learn with their parents and peers.    

 After, Karla conducted the performance reflection and provided Teresa with 

constructive and supportive feedback for over an hour. Together, Karla and Teresa 

reviewed the Action Plan Form (see Appendix O) and the Focused Observation Form 

(see Appendix P). Karla provided additional strategies to expand on children’s 

developmental writing while also focusing on print. Based on the reflective conversations 

and observations, they concluded Teresa met her goal.  

Marta and Stephanie. Marta participated in one session for each component of 

the PBC model and collaborated with her mentor coach, Stephanie, for over one hour per 

session, totaling 4 hours over three weeks on face-to-face weekly coaching sessions (see 

Table 8). First, Marta and Stephanie met for one hour and 30 minutes of coaching to 

complete the shared goal and action plan. They used the Needs Assessment for Emergent 

Biliteracy Practices Survey (see Appendix N) to identify a goal. Stephanie assisted Marta 

to reflect on each emergent biliteracy practice and provided examples of each practice to 
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help Marta identify which one to focus on. Marta created her goal based on her perceived 

need for enhancing her instruction in phonological awareness. Together, they 

collaborated and completed the Action Plan Form (see Appendix O) with the steps to 

achieve this goal along with the suggested activities to implement and the resources 

needed. The goal they created was to promote phonological awareness by drawing 

children’s attention to the sounds of language in English and Spanish by using songs and 

finger plays to model rhyming.  

Once the goal was created, Stephanie reviewed the articles, “Effective Practice 

Guide for Phonological Awareness?” by NCECDTL and “What is Phonological 

Awareness?” by Emma Farrell with Marta. They also watched videos of lessons that used 

finger play songs with rhyming. See Table 11 for the different topics Stephanie reviewed 

during the coaching with Marta. In addition, Stephanie modeled the “5 Little Monkeys” 

finger play activity for Marta during circle time and provided additional materials to 

assist her in implementing the activity.  
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Table 11 

Professional Development Reviewed by Stephanie with Marta 

Goal To promote phonological awareness by drawing children’s attention to the sounds of 

language in English and Spanish by using songs and finger plays to model rhyming. 

Articles & 

Video   

“Effective Practice Guide for Phonological Awareness?” and “What is Phonological 

Awareness?”  

Video- “Rhyming with Finger Puppets”  

Topics 

covered  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Topics 

covered 

Interactions  

- Play games and sing 

songs throughout the 

day that build 

phonological  

awareness 

- Read aloud books and 

poetry that play with 

sounds and words 

Interactions 

-Watch and listen for 

children’s spontaneous 

play with sounds of 

language 

-Respond by 

encouraging and 

extending conversations 

-Use similar phonemes 

in English and Spanish 

to rhyme  

-Read books and poetry 

that have rhyming 

words 

-Play word-combining 

games to make 

compound words and 

use pictures.  

-Invite children to fill in 

rhyming words 

-Encourage children to 

make up their own 

rhymes  

 

Environment 

-Promote 

listening 

activities and 

conversations 

that include 

language play  

 

 

 

 

 

Environment 

- Provide 

puppets and 

props that go 

with rhyming 

and word play 

books to 

encourage 

children to 

revisit the 

books on their 

own 

 

Individualization  

- Use children’s 

names often and 

highlight the 

sounds found in 

them 

- Incorporate 

word play 

naturally when 

holding individual 

conversations 

with children 

Individualization 

-Clap the syllables 

in a child’s name 

to identify them 

during transitions 

or in a sentence 

 

 

“What is 

phonological 

awareness?” 

(article)  

-Integrate listening 

activities 

-Listen to the sounds 

of the classroom 

-Be sound spotters 

“What is 

phonological 

awareness?” 

(article)  

-Ask “What can you 

spot with your ears? 

-Play a listening 

game- “Moo-Moo, 

where are you?” 

- Be enthusiastic 

-Use exaggeration to 

get kids’ interest 

-Use word play with 

rhyming  

-Read lots of fun 

rhyming books, poem 

and songs 

-Act silly and have 

fun 

-Exaggerate the 

silliness of the rhyme 

-Play “in the box” 

game” 

-Play “Bippity 

Boppity Bumble 

Bee” game to expose 

students to breaking 

syllables 

 

Note. The data was acquired from the mentor coach’s reflexive journal entries, the 

articles she used to coach and discussions from her “platica”.   
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Based on an analysis of the articles and video Stephanie reviewed with Marta, her 

reflexive journal entries and “platica,” she coached Marta on different activities she could 

integrate based on her goal. Table 16 presents the topics Stephanie directly and indirectly 

taught Marta. For language interactions in Spanish and English, Stephanie emphasized 

the importance of oral language development in the development of phonological 

awareness. She coached Marta in the importance of integrating interaction activities to 

support the student’s listening and speaking skills by integrating various listening and 

speaking activities that involve frequent conversations to respond and extend them. Also, 

to integrate various conversations that include language and word play naturally when 

holding conversations with students. For literacy learning, Stephanie modeled and 

provided resources to Marta about ways to use songs, stories and finger plays to develop 

rhyming. She taught Marta to provide rhyming word play books that play with sounds 

and words with students to build phonological awareness. She also coached Marta about 

interacting with students during the book reading and finger play activities by using facial 

expressions, connecting words with children’s real-life experiences at home, using songs 

and finger plays to model rhyming and introducing new vocabulary.  

After, Stephanie scheduled a focused observation with Marta. She completed 1-

hour and 30 minutes live focused observation. During her observation, Stephanie and 

another caregiver with eight children were in attendance. Stephanie observed Marta 

singing the “5 Little Monkeys” song and encouraged the students to act it out with her. 

Marta emphasized rhyming words, repeated them and invited children to repeat them 

with her. Marta also involved Max, the classroom puppet, to model how to hold the 



Texas Tech University, Julia Cuevas Guerra, May 2020 

95 

 

finger puppets and say the rhyming words. Stephanie noted Marta asked open-ended 

questions about the song to involve students in the activity. Marta “expanded” the activity 

by asking children if their names rhymed with “banana”. She used Max to call out each 

child to the center of the carpet and say their names to determine if they rhymed with 

“banana”. The names of Mariana, Diana, Nana were called out by the students that 

rhymed. Marta completed this activity in English only.    

After, Stephanie conducted the performance reflection and provided Marta 

constructive and supportive reflection for 1-hour and 30 minutes. Together, Stephanie 

and Marta reviewed the Action Plan Form (see Appendix O) and the Focused 

Observation Form (see Appendix P). Based on the reflective conversations and 

observations, they concluded Marta achieved her goal and implemented the activity in 

English. Stephanie shared Marta’s strengths on her integration of the activity and 

provided additional recommendations of activities she can integrate to expand children’s 

awareness of rhyming in Spanish for her native Spanish speakers.  

Alignment of the PBC Model Components 

Mentor Coaches’ perceptions of the effectiveness of the PBC model prior to 

its enactment. The pre-self -assessment survey of the PBC model showed mentor 

coaches were confident in using the PBC model. They believed coaching would make 

caregivers more comfortable and fluent in conducting activities/lessons regarding 

phonological awareness, concepts of print, alphabet knowledge and oral language. The 

coaches believed in the benefits of weekly coaching sessions to provide appropriate, 
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evidence-based emergent biliteracy instruction. Yet, these coaches felt less confident in 

proving emergent biliteracy training and feeling confident in coaching teachers about 

implementing emerging bilingual reading and writing instruction out of fear of providing 

irrelevant and wrong information. They also noted in their open-ended responses (see 

Table 12 for survey results) that creating shared goals and an action plan were 

challenging aspects.  In her journal, Stephanie added the component of creating a goal 

and an action plan was the most challenging because she didn’t want to give Marta wrong 

information, strategies or resources that would not help her reach her goal. For Jennifer, 

she perceived time restrictions as the challenge to meet with Maria to create the shared 

goal and action plan given the large number of caregivers she had to coach. For Karla, the 

most challenging aspect was “teacher buy-in” to motivate them to take part and be 

receptive of her coaching. For the second statement of the benefits of taking part in the 

PBC model, all mentor coaches agreed the PBC model would benefit their caregiver’s 

performance to improve student outcomes.   
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Table 12 

Mentor Coaches' Pre-Self-Assessment of the PBC Model Survey Results 

Survey Question 1 

Strongly  

Disagree 

2 

Disagree 

3 

Neutral 

4 

Agree 

5 

Strongly 

Agree 

1. Proving emergent biliteracy training is 

useful for caregivers' performance in the 

classroom. 

   1 2 

2. I am knowledgeable in coaching caregivers 

on emergent biliteracy practices. 

  1 2  

3. I feel confident in coaching caregivers 

about implementing bilingual reading and 

writing instruction.  

  1 2  

4.  I feel confident in using the PBC model to 

coach caregivers on creating meaningful and 

authentic biliteracy contexts.  

   3  

5. Training and coaching would make 

caregivers more comfortable and fluent in 

conducting activities/lessons regarding 

phonological awareness, concepts of print, 

alphabet knowledge and oral language.  

    3 

6. I feel practice-based coaching model 

improves teaching skills, knowledge, and 

practices for immersing students in social 

interactions. 

    3 

7. Having weekly coaching sessions will 

benefit caregivers’ ability to provide 

appropriate, evidence-based emergent 

biliteracy instruction. 

    3 

8. Coaching could address caregivers’ 

professional development needs. 

    3 

 

9. The most challenging component of the 

PBC model is: 

Karla – “Teacher buy-in.” 

Stephanie - “Creating shared goals.” 

Jennifer - “Creating a shared goal and an action 

plan.” 

10. I think this would be beneficial because: Karla – “Coaching increases teacher performance in 

the classroom and overall student outcomes.” 

Stephanie – “I want to ensure I can help teachers 

reach a goal they will implement in the classroom.” 

Jennifer – “It could be beneficial in teachers’ 

performance and have great student outcomes.” 

 

 

Note. The data was acquired from the mentor coach participants.  
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Mentor coaches’ perceptions of the effectiveness of the PBC Model after its 

enactment. The post-self-assessment survey results showed changes in mentor coaches’ 

perceptions for several questions from the pre to the post survey (see Table 13). For 

question one, Karla changed her rating from “Agree” to “Strongly Agree” for the 

statement of “providing emergent biliteracy training is useful for teacher’s performance 

in the classroom.” Karla changed her perception after she observed Teresa improved 

performance in implementing emergent biliteracy practices. During the “platica,” she 

shared, “Teresa was implementing developmental writing skills. Providing the resources 

and activities helped her run with them and implement them. I noticed the kids were 

asking to be read to. They wanted to continue reading and be read to” (Lines 370-373).    

For question two, there was a change in Stephanie’s perception of being 

“knowledgeable in coaching teachers on emergent biliteracy practices” as she changed 

her rating from “Neutral” to “Agree.” Stephanie noted in her journal she felt comfortable 

and confident using the PBC model and working with Marta to help her achieve her goal. 

She felt “at ease” with the action plan she created with Marta to provide the needed 

coaching. She also shared the PBC process, helped them learn from each other, thus 

increasing her knowledge and familiarity with the model and emergent biliteracy 

practices. Karla also changed her response to “Strongly Agree” for an increased 

knowledge in coaching caregivers on emergent biliteracy practices because she had a 

“good experience” implementing the model. She noted in her journal that “coaching 

really works, following the PBC model, helped me work with Teresa to enhance her 

teaching practices in the classroom” (p. 3).  
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For statement three, all mentor coaches’ level of confidence in coaching 

caregivers about implementing emerging bilingual reading and writing instruction 

increased. Stephanie changed her ratings from “Neutral” to “Agree” while Jennifer and 

Karla went from “Agree” to “Strongly Agree.” Also, their confidence in using the PBC 

model to coach caregivers on creating meaningful and authentic biliteracy contexts 

changed. Jennifer and Karla showed growth as they went from “Agree” to “Strongly 

Agree.”  

All mentor coaches responded to two open-ended statements. For the most 

challenging component of the PBC model, Karla responded, “not challenging just time 

consuming to create a shared goal and action plan.” Stephanie reported, “creating a 

shared goal and an action plan.” Jennifer stated, “none.” Both Stephanie and Karla agreed 

that creating a shared goal and action plan with their caregivers was a time-consuming 

process and subjective to each caregiver’s needs. They later added that although the 

process was time consuming, it was a beneficial process to “learn from each other” and 

assist their caregivers to meet their goals. Stephanie identified her experience with the 

model as “rewarding” to see her recommendations and coaching helped Marta achieved 

her goal.  It also gave her “assurance” and increased her confidence for future coaching. 

Karla also added, “the model is good, it’s self-explanatory, it’s easy to follow, and it’s 

short-lived” (Lines 352-355).  

   For the second statement of the benefits of the PBC model, Karla said, “the 

children have greater learning outcomes.” Stephanie reported, “as a teacher you need to 

know what you would like to work on to improve.” Last, Jennifer responded, “we need to 
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provide the best learning opportunities to children. Coach and teacher need to work 

together to achieve it.”  Mentor coaches agreed the benefit of the PBC model is 

enhancing their caregiver’s performance to improve student learning.  

The means of the pre and post self-assessment survey results were also analyzed 

using a paired-sample t-test to determine if implementing the model had a significant 

difference in coaches’ self-assessment (see Figure 5). The results showed a significant 

difference in the mentor coaches’ scores of the pre (M=4.5000, SD= .12500) and post 

(M=4.8333, SD=.19094) survey; t(2)=-4.000, p=.057. This showed an increase in the 

means of the mentor coaches’ pre and post surveys after the enactment of the PBC model. 

Implementing the PBC model had a significant difference in mentor coaches’ perceptions 

of knowledge, confidence, and experiences after they implemented it with their 

caregivers. The open-ended survey responses concurred that mentor coaches changed in 

their understanding of the PBC model. Before implementing it, they listed the PBC 

component one of shared goals and action planning as a challenging component. Yet, 

after the enactment of the model, they agreed completing the PBC model was time 

consuming, not challenging. They agreed each step was necessary to target specific goals 

and actions from the caregivers to help them provide effective learning opportunities for 

greater learning outcomes.  
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Table 13  

Mentor Coaches' Post-Self-Assessment of the PBC Model Survey Results 

 Survey Question 1 

Strongly  

Disagree 

2 

Disagree 

3 

Neutral 

4 

Agree 

5 

Strongly 

Agree 

1. Proving emergent biliteracy training is 

useful for caregivers' performance in the 

classroom. 

    3 

2. I am knowledgeable in coaching 

caregivers on emergent biliteracy practices. 

   2 1 

3. I feel confident in coaching caregivers 

about implementing bilingual reading and 

writing instruction.  

   2 1 

4.  I feel confident in using the PBC model to 

coach caregivers on creating meaningful and 

authentic biliteracy contexts.  

   1 2 

5. Training and coaching would make 

caregivers more comfortable and fluent in 

conducting activities/lessons regarding 

phonological awareness, concepts of print, 

alphabet knowledge and oral language.  

    3 

6. I feel practice-based coaching model 

improves teaching skills, knowledge, and 

practices for immersing students in social 

interactions. 

    3 

7. Having weekly coaching sessions will 

benefit caregivers’ ability to provide 

appropriate, evidence-based emergent 

biliteracy instruction. 

    3 

8. Coaching could address caregivers’ 

professional development needs. 

    3 

 

9. The most challenging component of the 

PBC model is: 

Karla – “Not challenging just time consuming to create 

a shared goal and action plan.” 

Stephanie – “Creating a shared goal and an action 

plan.” 

Jennifer – “None.” 

10. I think this would be beneficial because: Karla – “The children will have greater learning 

outcomes at the end.” 

Stephanie - “As a teacher you need to know what you 

would like to work on to improve.” 

Jennifer - “We need to provide the best learning 

opportunities to children. Coach and coachee (teacher) 

need to work together to achieve it.”  
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Figure 5. SPSS Output Report for the Mentor Coaches' Pre and Post Self-Assessment of 

the PBC Model Survey 

Note. Adapted from the IBM SPSS statistics software output 

 

Effectiveness of the PBC model components based on mentor coaches’ and 

caregivers’ perspectives. The results from the surveys, interview and reflective journals 

established that all mentor coaches believed each PBC component (shared goal/planning, 

observation, and feedback) are needed to deliver PD. Each component is needed to have 

consequences of collaboration, reflective thinking, higher knowledge of emergent 

biliteracy instruction, enhanced performance, and student engagement. Karla described 

the PBC model components as,  

The components are aligned, and without one, you cannot do the other one 

without having a goal, you won’t be able to do an observation, and without an 

observation you won’t be able to give reflection and feedback, so the teacher 

won’t know how she did and you won’t be able to provide those resources and 
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strategies. So, they are all aligned to have successful results. You must have all 

three. (Lines 159-164)     

 

Although the PBC model components of a shared goal and action plan was 

initially conceived as challenging by the mentor coaches they clarified it was only time 

consuming. The mentor coaches came to understand its usefulness because it emphasized 

collaboration, reflective thinking and enhanced caregiver performance and student 

engagement.  

For Karla, it fostered collaboration with her caregiver and motivated Teresa to 

own her learning and transform her practice to improve student engagement.  Karla 

described the component of a shared goal and action planning as “a good first step 

because it helps to focus on a targeted goal to work on and to observe based on what 

Teresa wants to enhance” (Lines 89-90). In her journal, she noted it was an easy step-by-

step plan to follow because it got broken down into simple steps to help her achieve her 

goal. She shared,   

I think it was easy since it was a collaborative effort with Teresa and me. The 

shared goal was a discussion between both of us. She reflected on and thought 

about what she wanted to work on. So, working on the shared goal being a part of 

her action plan made it easy for her to follow since she contributed to it. (Lines 

50-54) 

 

The focused observation also served as a “lens” to observe the specific goal and 

action plan agreed by Karla and Teresa. Karla said this component, “made it easier to 

target” what she needed to observe. Karla referred to the PBC model components as a 

personalized working plan to guide the teacher’s own actions, implementing each step in 

her classroom and guide the coach to provide the needed support.  
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For Karla, the feasibility of the PBC model was “user friendly” and easy to follow 

because the goal was broken down with an intentional focus and an action plan to help as 

a guide for coaches and caregivers. She emphasized, “the PBC model helps simplify this 

entire process of assisting the teacher achieve her goal” (p. 2). Karla referred to the PBC 

model as a personalized working plan to guide the teacher’s own actions to implement 

each step. It also guided her to provide the needed support.  Karla described the model as, 

“self-explanatory, it’s easy to follow, and it’s short-lived. The goals are short, brief and to 

the point and easy to target and reflect on to provide specific feedback. I think it’s a good 

combination of the three components” (Lines 352-355).  

Stephanie agreed with Karla about the PBC model being an easy process to guide 

professional development for her and Marta. She added it made it possible for her to 

work with Marta to expand her knowledge of the practice and different ways to 

implement it in the classroom. Stephanie noted the PBC model component one of the 

shared goals and action plan provoked Marta to reflect on what she wanted to work on to 

improve her practice. Stephanie perceived the shared goal and action plan as a guide to 

help them work together to develop Marta’s growth. Stephanie said, “I didn’t want to 

give something that was not going to help Marta reach her goal and the action plan was 

my guide” (Lines 83-86). She added, “the shared goal and action plan was a guide for the 

focused observation, reflection and feedback. It showed what Marta wanted to improve. 

It came from her own goals, so it was most useful” (Lines 148-153). She shared, 

I felt very comfortable implementing the model because I could make that time 

and plan that time with Marta and so I could work with her. I felt comfortable 

working with her and planning with her. It helped me come out with the resources 
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and strategies and then gather my information and go back and share it with her 

and model for her. And then getting the feedback from her I was able to know 

what else she needed more work on or help with. So, that’s when I went back and 

looked at my notes to know what I need to get for her or do for her. So, for me I 

felt comfortable working with her and implement the three components of the 

model because it was easy steps of 1, 2 and 3 and that’s it. (Lines 30-38) 

 

Jennifer concurred. For her, the PBC model feasibility was an easy process to 

guide the professional development for her and Maria. Jennifer described the PBC model 

process as “easy because it’s only about following the steps. Just follow the steps and 

that’s it. Create an action plan, scheduled an observation and provide feedback” (Lines 

229-231). Jennifer’s perception of the PBC component one of shared goals and an action 

plan was that it was “easy to follow” and it was the most valuable because the goal came 

from Maria, thus validating her desire to change her instruction to improve her student’s 

learning. For the focused observation, Jennifer described it as an easier component after 

completing the action plan because she knew what she needed to observe and take notes 

on that specific practice and provide specific feedback to Maria.    

The results showed the three components of the PBC model (shared 

goal/planning, observation, and feedback) are collaborative and are also part of a social 

constructivism framework of how caregivers and coaches learn. Because of this PD 

method, coaches perceived caregivers had a high ownership to their learning that lead to 

receptiveness and reflective thinking to improve their performance. They also had an 

increased knowledge that transformed their practice with new ways to implement 

emergent biliteracy instruction practices and activities in their classrooms. As an effect, 

mentor coaches observed a higher student engagement and responses during their 
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caregiver’s instruction. 

Caregivers agreed with mentor coaches’ perceptions of the PBC model being 

effective in improving their emergent biliteracy knowledge, practices, and confidence in 

teaching them to enhance student engagement. Teresa described the feasibility of the 

PBC model as easy to follow. She said: “Karla provided activities for my goal. She 

provided resources to help me understand the activity better and do it better for the kids. 

It had a timeline of dates when to do each step. It helped me” (Lines 468-470). For her, 

the component of shared goals and action plan was “beneficial” because it helped her 

learn different aspects of developmental writing and helped her target her goal and 

expand her knowledge. She believed the PBC model needs to be practiced more with 

other caregivers to help them learn from each other and make their practice better to help 

the students learn.  

For Marta, the feasibility of the PBC model was an easy to follow process. She 

also shared the coaching components, helped her feel “confident” as she observed how to 

integrate the activity and felt prepared to implement it independently. Marta shared, 

Stephanie broke the process into steps which made it easy for her to follow and meet her 

goal. Marta confirmed every PBC component was effective, detailed, and helpful. She 

praised Stephanie for explaining each step and guiding her. She described it as, 

“Stephanie broke the process into steps and helped me achieve it a step at a time” (Line 

461). Marta also concurred with Teresa about implementing the model with other 

teachers to make them “feel like a team” as she felt when she collaborated with 

Stephanie. She suggested to “use it more with all teachers” to help them develop their 
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teaching.  

For Maria, the feasibility of the PBC model was “great and easy to follow”. In her 

reflexive journal and during the “platica,” Maria described each coaching session as 

“informative” and a step-by-step process that mentor coaches can use to help the 

caregivers in whatever she needs. She suggested the model “should be practiced more…” 

and  

To get more teachers on board to learning and using the model to learn new things 

because it helps. Like it helped Marta and Teresa, and it helped me a lot. It’s a 

good idea to try it with other teachers so they can think about teaching and realize 

that it could work for them as it did for me. (Lines 690-694)  

Maria emphasized that caregivers need to set their own professional development goals to 

meet them with the support of their coaches using the model.  

All caregivers agreed the components of the model were effective, detailed, and 

helpful. Together, they worked collaboratively with their mentor coaches to improve their 

emergent biliteracy knowledge, practice, and confidence in teaching them with an ending 

result of higher student engagement during emergent biliteracy instruction.   

Resulting Effects of Enacting the PBC Model  

Four primary themes were generated from the results of the data collected in this 

study to determine the effects of enacting the PBC model based on mentor coaches’ and 

caregivers’ perceptions. They were: (a) the PBC model increased collaboration between 

coach and caregiver; (b) the PBC model increased coaches’ and caregivers’ knowledge of 
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emergent biliteracy practices that lead to the transformation of practice; (c) the PBC 

model led caregivers and coaches to own their own learning and engage in reflective 

thinking; and (d) the PBC model enhanced student’s engagement in emergent biliteracy 

learning.  

The PBC model increased collaboration between coach and caregiver. Jennifer 

noted in her journal that Maria’s receptiveness to her suggestions was a key contributor to 

the collaboration they developed during the shared goal, action planning, focused 

observation, and feedback components of the PBC model. Maria also noted in her 

journal, and during the “platica” she also felt comfortable to reach out to Jennifer for 

clarification and help. Karla described her collaboration with Teresa as open, receptive 

and reflective as she and Teresa worked together and elaborated on her goal and plan of 

action. Karla mentioned they had constant reflecting conversations for each step of the 

model, thus making it easy for Teresa to see her progress with her goal. Karla refer to the 

model process as two great minds working alongside with one goal in mind. She 

described it as, “ONE MISSION, ONE VISION.”  In addition, Karla emphasized the 

model was a collaborative effort between them that also enhanced Teresa’s motivation 

and confidence in achieving her goal.  It was through this collaboration that Teresa “felt 

safe” and “learned new techniques and different activities” to implement in the classroom 

to help her students develop their biliteracy. She credited Karla’s guidance to her 

increased confidence, “Karla provided resources to help me understand the activity better 

and do it better for the kids” (Lines 468-469) and “when she observed me, she explained 
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what I did good and also what I could do better. She explained it very well and expanded 

on what else I can do to make it better” (Lines 480-482).  

Stephanie explained her collaboration with Marta as “continuous and through a 

respectful dialect.” She added this collaboration served as a guide to help them both work 

together to develop their growth in emergent biliteracy knowledge. Marta concurred. She 

said her collaboration with Stephanie made her “feel like a team” because Stephanie 

explained each step and guided her. In her journal, she added that Stephanie was very 

detailed and patient with her and did not judge her for not knowing. Instead, they 

collaborated and talked about ideas to help her achieve her goal.  Through this 

collaboration, Marta felt comfortable to ask questions and not intimidated or sacred. All 

mentor coaches and caregivers perceived the PBC model increased their collaboration.  

The PBC model increased coaches’ and caregivers’ knowledge of emergent 

biliteracy practices, which lead to their transformation of practice. The enactment of 

the PBC model increased coaches’ and caregivers’ knowledge of emergent biliteracy 

practices, which lead to their transformation of practice. The results from the pre and post 

observation checklist of indicators of emergent biliteracy teaching practices validated 

this. The means of the pre and post observation checklists were compared using a paired-

sample t-test to determine if implementing the PBC model had a statistically significant 

difference in the caregiver’s emergent biliteracy instruction in the classroom.  There was 

a significant difference in the scores of the pre (M=.3867, SD= .08083) and post 

(M=.8633, SD=.03512) observation checklist of indicators of emergent biliteracy 

teaching practice conditions; t(.2)=-74460, p=.0174. The results in Figure 6 show there 
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was an increase in the mean of the pre and post observation checklist after implementing 

the PBC model. Figure 7 also shows the difference in percentages of each caregivers’ 

implementation of emerging biliteracy practices before and after they received PD with 

the PBC model. Both sets of data show implementing the PBC model made a significant 

difference in the caregiver’s emergent biliteracy instruction in their classrooms. The 

following sections present each caregiver’s level of skill and performance in their 

emergent biliteracy instruction before and after their participation in the PBC model and 

how the PD given influenced the difference.   

 

Figure 6. SPSS Output Report for the Caregivers' Observation Checklist 

 

I completed the pre-observation checklist of 30 indicators of emergent biliteracy 

Note. Adapted from the IBM SPSS statistics software output report. 
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teaching practices on an agreed scheduled time during the caregivers’ language and 

literacy block for one hour. The checklist is broken down into three sections to observe: 

language interactions, literacy learning, and writing. They are all executed through social 

cultural contexts and social interactions between the caregiver and students that provided 

opportunities for equal exposure to both emerging languages for different functions while 

speaking, thinking, writing, and reading. This checklist served as a baseline to determine 

caregivers’ performance in implementing emergent biliteracy practices prior to their 

participation in the emerging biliteracy PD using the PBC model.  

Figures 7 and 8 show Maria’s, Teresa’s, and Marta’s growth in their knowledge 

of emergent biliteracy teaching practices and the indicators they performed during the pre 

and post observations. According to Figure 7, Maria integrated a 47% of emergent 

biliteracy teaching practices before she took part in the PBC model and an 87% after she 

received coaching from Jennifer. She implemented 12 more emerging biliteracy teaching 

practices in the post observation and showed a high level of performance by meeting the 

criterion level of 26 out of 30 emergent biliteracy teaching practices. In addition, Teresa 

integrated a 40% of emergent biliteracy teaching practices before she participated in the 

PBC model and an 83% after she received coaching from Karla. She implemented 13 

more emerging biliteracy teaching practices in the post observation and showed a high 

level of performance by meeting the criterion level of 25 out of 30 emergent biliteracy 

teaching practices. Also, Marta integrated a 30% of emergent biliteracy teaching 

practices before she participated in the PBC model and a 90% after she received coaching 

from Stephanie. She implemented 18 more emergent biliteracy teaching practices in the 



Texas Tech University, Julia Cuevas Guerra, May 2020 

112 

 

post observation and showed a high level of performance by meeting the criterion level of 

27 out of 30 emergent biliteracy teaching practices.  

Figure 8 specifies the indicators Maria, Teresa, and Marta implemented in their 

pre and post observation for language interaction practices, literacy learning practices, 

and developmental writing practices. It shows a growth of implementation of emergent 

biliteracy practices for each caregiver from the pre to the post observation. Tables 14, 15 

and 16 also shows the teaching practices observed, and it specifies if those practices were 

directly or indirectly taught by their mentor coach during the coaching sessions. The data 

shows the PBC had an effect in the caregiver’s practices by increasing their knowledge of 

emergent biliteracy practices that lead them to implement them and enhance their 

performance.    
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Figure 7. Caregivers' Pre and Post Observation Checklist Percentages 

 

 

Figure 8. Caregivers' Pre and Post Observation Checklist of Indicators of Emergent 

Biliteracy Teaching Practices 
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Table 14 

Maria's Pre and Post Teaching Practices in Relation to the PD Received 

 

Teaching Practices Observed Comments  

 Pre 

PBC 

Post 

PBC 

Directly/Indirectly 

Taught by Coach  

Language Interactions in Spanish and English 

Frequent conversations Yes Yes Yes- directly  

Back and forth exchanges  Yes Yes Yes – directly 

Congruent responding No Yes Yes – directly 

Encourage peer conversations No Yes Yes – directly 

Asks open-ended questions Yes Yes Yes – directly 

Questions are more than one-word responses Yes Yes Yes – directly   

Allow time for students to respond Yes Yes Yes – directly  

Repeats  No Yes Yes – indirectly  

Extends/elaborate  Yes Yes Yes – directly  

Self-and Parallel Talk  No Yes Yes - indirectly 

Maps own actions with language  No Yes Yes-indirectly  

Maps students’ actions with language  No Yes Yes-indirectly 

Uses a variety of words Yes Yes Yes-indirectly 

Connects familiar words and ideas No Yes Yes-indirectly  

Code-switches during the dialogue/conversations  No Yes Not covered 

Literacy Learning in Spanish and English 

Uses songs, stories, games, and rhymes that play with language Yes Yes Yes – directly  

Reads to individual children and to very small group of children 

2-3 times daily  

No Yes Yes-directly  

Interacts with children while reading  Yes Yes Yes – directly  

Associates reading with pleasure Yes Yes Yes- indirectly  

Point to the pictures in a book  Yes Yes Yes-directly 

Label parts of a book No No Not covered  

Uses facial expressions Yes Yes Not covered 

Varied vocal tones and gestures  Yes Yes Not covered 

Connects words with children's real-life experiences at home No Yes Not covered 

Uses songs and finger plays to model rhyming  No No Yes- directly 

Introduces new vocabulary No Yes Not covered  

Writing in Spanish and English 

Encourages development of writing skills No Yes Not covered 

Draws attention to writing No Yes Not covered 

Points out print in the environment Yes Yes Not covered 

Offers experiences with writing and drawing tools  No No Not covered  

Note. Data adapted from Maria’s pre and post observation checklist data, reflexive 

journals and “platica.” Along with Jennifer’s reflexive journals and “platica.”  
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Table 15 

Teresa's Pre and Post Teaching Practices in Relation to the PD Received 

Teaching Practices Observed Comments  

 Pre 

PBC 

Post 

PBC  

Directly/Indirectly 

Taught by Coach  

Language Interactions in Spanish and English 

Frequent conversations Yes Yes Yes - indirectly  

Back and forth exchanges  No Yes Yes – indirectly   

Congruent responding No Yes Yes – indirectly  

Encourage peer conversations No Yes Yes – indirectly  

Asks open-ended questions Yes Yes Yes – indirectly  

Questions are more than one-word responses Yes Yes Yes – indirectly  

Allow time for students to respond No Yes Yes – indirectly  

Repeats  Yes Yes Yes – indirectly  

Extends/elaborate  No No Yes – directly  

Self-and Parallel Talk  No No Yes – directly  

Maps own actions with language  Yes Yes Yes – directly  

Maps students’ actions with language  No Yes Yes – directly  

Uses a variety of words No Yes Yes – directly  

Connects familiar words and ideas No Yes Yes – directly  

Code-switches during the dialogue/conversations  No No Not covered  

Literacy Learning in Spanish and English 

Uses songs, stories, games, and rhymes that play with language Yes Yes Yes – indirectly  

Reads to individual children and to very small group of children 

2-3 times daily  

No Yes Yes – directly  

Interacts with children while reading  Yes Yes Yes – directly  

Associates reading with pleasure Yes Yes Yes – directly  

Point to the pictures in a book  Yes Yes Yes – directly  

Label parts of a book Yes Yes Yes – directly  

Uses facial expressions Yes Yes Yes – indirectly  

Varied vocal tones and gestures  Yes Yes Yes – indirectly  

Connects words with children's real-life experiences at home No Yes Not covered  

Uses songs and finger plays to model rhyming  No No Not covered 

Introduces new vocabulary No No Yes – indirectly  

Writing in Spanish and English 

Encourages development of writing skills No Yes Yes – directly  

Draws attention to writing No Yes Yes – directly  

Points out print in the environment Yes Yes Yes – directly  

Offers experiences with writing and drawing tools  No Yes Yes – directly  

 

 

Note. Data adapted from Teresa’s pre and post observation checklist data, reflexive 

journals and “platica.” Along with Karla’s reflexive journals and “platica.”  
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Table 16 

Marta's Pre and Post Teaching Practices in Relation to the PD Received 

 Teaching Practices Observed Comments  

 Pre 

PBC 

Post 

PBC 

Directly/Indirectly 

Taught by Coach  

Language Interactions in Spanish and English 

Frequent conversations Yes Yes Yes - directly  

Back and forth exchanges  Yes Yes Yes – directly  

Congruent responding No Yes Yes-directly  

Encourage peer conversations No Yes Yes -directly   

Asks open-ended questions Yes Yes Yes – directly  

Questions are more than one-word responses No Yes Yes – directly  

Allow time for students to respond No Yes Yes – directly  

Repeats  No Yes Yes – indirectly  

Extends/elaborate  No No Yes – directly  

Self-and Parallel Talk  No Yes Yes – indirectly  

Maps own actions with language  No Yes Yes – indirectly  

Maps students’ actions with language  No No Yes – indirectly  

Uses a variety of words No Yes Yes – indirectly  

Connects familiar words and ideas No No Yes – indirectly  

Code-switches during the dialogue/conversations  No Yes Not covered  

Literacy Learning in Spanish and English 

Uses songs, stories, games, and rhymes that play with language Yes Yes Yes – directly  

Reads to individual children and to very small group of children 

2-3 times daily  

No Yes Yes – directly  

Interacts with children while reading  Yes Yes Yes – directly  

Associates reading with pleasure Yes Yes Yes – directly  

Point to the pictures in a book  No Yes Yes – directly  

Label parts of a book Yes Yes Not covered  

Uses facial expressions Yes Yes Yes – directly  

Varied vocal tones and gestures  No Yes Yes- directly  

Connects words with children's real-life experiences at home No No Yes – directly   

Uses songs and finger plays to model rhyming  No Yes Yes – directly  

Introduces new vocabulary No Yes Yes - directly 

Writing in Spanish and English 

Encourages development of writing skills No Yes Not covered 

Draws attention to writing No Yes Not covered 

Points out print in the environment No Yes Not covered 

Offers experiences with writing and drawing tools  Yes Yes Not covered 

 Note. Data adapted from Marta’s pre and post observation checklist data, reflexive 

journals and “platica. Along with Stephanie’s reflexive journals and “platica.”   
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Besides the growth shown in the observation checklists of the caregivers’ 

knowledge of biliteracy instruction and transformation of practice, they listed several 

“aha moments” that validate the PBC model had an effective effect in their biliteracy 

practices and performance. Maria noted she learned what phonological awareness is, the 

need of it for English and Spanish speakers and different ways to teach it in the 

classroom. She clarified her initial misunderstanding of having to involve print for 

phonological awareness. She now understood that exposing students to “sounds” is 

important before involving print. She said, “we should start using sounds instead of print, 

like make sure students can distinguish the sounds before seeing it on print” (Lines 159-

160). Through the coaching, she learned to focus on sounds first with songs, rhyming 

songs and using names by breaking them down into syllables with clapping. She also 

realized she needs to explain to students “why we read, talk and write” to engage them in 

their own learning. Maria credited Jennifer’s coaching and modeling to help her “open up 

more” on how to help her students learn about phonological awareness and how to use 

different activities to break down words into syllables.  

Jennifer also noticed an increased in Maria’s knowledge that transformed her 

practice when she applied the clapping syllables activity not only with random words but 

with students’ and caregivers’ names. She confirmed this with the following example,  

The activity we planned together was to clap the syllables of different words 

around the room. Maria expanded on it by using the names of the students and 

teachers in both languages. She expanded it even more by using the vocabulary 

words on the book they were reading during circle time. (Lines 274-279) 
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This example shows Maria transformed her practice and took ownership of her 

learning by expanding on what she had learned about phonological awareness. Jennifer 

classified these additional activities as “extra besides the specific activity for her goal.” 

This showed Maria took ownership of her learning by extending on the original activity 

and using other words and opportunities to promote phonological awareness. She also 

explained the rational why we read to her students during the read aloud. Initially, she did 

not consider the importance of explaining the rationale to her three-year-old students. 

However, as she reflected during the enactment of the PBC mode, she realized the 

importance of explaining to her students “the why” to help them see the relevance of 

reading in their lives. Additionally, Jennifer noticed Maria asked follow-up questions 

during the reflection and feedback coaching session in relation to her performance and 

asked for additional recommendations of how she could improve with other emergent 

biliteracy practices. Maria reflected, “I learned there is a lot more research for what I 

need, and I need to continue to develop and grow” (p. 1). Similarly, Jennifer continuously 

reflected on how she could assist Maria achieve her goal by providing the needed 

coaching. She described it as, “I had to reflect on the resources and strategies Maria 

needed to share it with her and model to help her learn and implement the practice” 

(Lines 30-38). 

For Teresa, her “aha moment” was when she gained knowledge of children’s 

developmental writing, alphabet knowledge and how to incorporate more writing 

activities. She added during the “platica” that Karla shared research and resources to help 

her expand her knowledge about developmental writing and different ways to teach it. 
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Teresa confirmed that Karla showed her how to access and research effective practice 

guides from the Early Childhood Learning and Knowledge Center (ECLKC) website to 

continue expanding her knowledge and skills for developmental writing. Teresa affirmed 

she will use it in the future. Teresa developed her understanding of integrating read-

alouds and phonological awareness activities besides writing activities to develop 

students’ emerging biliteracy skills. She added, “I need to tell the students about the 

sounds and names of the letters, so they will read and write. First, they need to recognize 

different sounds to learn to read and write” (Lines 184-186). She continued, “Karla 

taught me, showed me, how to read and explain the book to the students before reading it 

to explain about the words, letters and sounds” (Lines 571-573). This shows how the 

PBC model guided coaches to break biliteracy development into systematic steps for the 

teachers, which then influenced how teachers taught biliteracy skills into systematic steps 

to their students.  

Teresa and Karla achieved a deeper understanding of the emergent biliteracy 

practice of writing by looking at the purpose for writing and encourage the children’s 

developmental writing at different occasions. When asked what effect the PBC had in 

Teresa’s emergent biliteracy practices in the classroom, Karla responded, 

It gave Teresa a clear definition of “developmental writing.” That was a big word 

at the beginning. Once we dug into what it meant and saw videos related to it, she 

understood it. Initially, Karla was only having children practice tracing their 

names as busy work. Once she realized the meaning of developmental writing and 

its purpose, she integrated meaningful and fun writing activities. (Lines 173-180)  
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Teresa learned the purpose and rationale of developmental writing which 

influenced her to own what she learned through the enactment of the PBC model and 

create meaningful activities that helped children achieve their writing learning outcomes. 

Karla observed Teresa implementing more developmental writing skills and encouraging 

students to want to read and be read to. Karla credited this increase of knowledge to 

“awareness.” She said, “Teresa was more aware, so she concentrated on writing skills 

needed to practice with the children and purposefully making them available so the 

children could write for different purposes” (Lines 252- 254). Karla noted in her journal 

that “coaching works, following the PBC model helps the coach and teacher work 

together to enhance teaching practices in the classroom” (p. 3). Teresa also stated the 

research and websites she reviewed with Karla helped her learn other ways of 

implementing developmental writing and helped her plan her teaching. She mentioned 

she will continue to use them for future planning and implementation. This suggests the 

collaboration she experienced with Karla during the PBC model enactment influenced 

her to take ownership of her learning and aspired her to continue to reflect and enhance 

her practice.  

For Marta, her “aha moment” was when she understood what phonological 

awareness is. She said, “the PBC model opened my little brain and turned on that little 

switch that was off about knowledge” (Lines 256). She added, “I finally understood the 

meaning of phonological awareness and how to draw student’s attention to it” (p. 1). 

During the “platica,” Marta cleared her misconception of what she thought phonological 

awareness meant, “I thought it was like phonics. No, phonological awareness is about 
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sounds, and does not involve print” (Lines 119-121). She clarified that sounds come first, 

then letters are associated to these sounds by adding, “it’s about listening to sounds. The 

focus is on the sounds.” (Lines 135-136). Marta also shared,  

The PBC model made me feel confident. It made me grasp my goal, understand it, 

and practice it. I didn’t know how to teach rhyming. I thought the kids were too 

small, that they wouldn’t understand. Stephanie helped me, she gathered 

resources, and we talked about how I could teach it. It gave me confidence 

because I was afraid the students would not get it. When Stephanie gave me the 

resources and modeled for me, I learned how to teach it. (Lines 41-55) 

Marta credits Stephanie’s coaching to her expansion of knowledge and 

transformation of practice when she educated her on how to integrate phonological 

awareness activities. 

Stephanie also noted that she observed Marta’s growth in her knowledge and 

transformation of practice of phonological awareness through her implementation of the 

activities during the observation. In her journal, Stephanie wrote, “after I guided her and 

modeled for Marta, she understood what phonological awareness is and how to 

implement it with her students” (p. 1). Stephanie observed Marta’s ownership and 

increased knowledge of the rhyming activity in the classroom by implementing it with 

her students, but also by modeling the practice to other teachers in the classroom. 

Stephanie observed Marta and her co-teacher working together and expanding the 

rhyming activities with additional songs in both languages. This demonstrates Marta had 

a high level of ownership that led to reflective thinking and gave her confidence to 

implement it with students and colleagues.  

Stephanie also observed, “more reading, more singing, and more enthusiasm” in 
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Marta’s teaching and instruction (Line 366). For example, Marta used children’s names 

and items in the classroom to expose children to rhyming. This showed Marta increased 

her knowledge of emergent biliteracy practice and applied it to new contexts and 

opportunities to enhance children’s learning of phonological awareness. Stephanie 

credited this increased of knowledge and transformation of practices to the enactment of 

the PBC model because it helped her explain to Marta the “why,” the rationale and what 

phonological awareness is and what entails. Therefore, this helped Marta understand why 

certain practices are necessary for emergent biliteracy development in the classroom. All 

mentor coaches and caregivers agreed the PBC model increased their knowledge of 

emergent biliteracy practices that transformed their practice and influenced them to own 

their learning and engage in reflective thinking.  

The pre-self-assessment survey of the PBC model (see appendix G) also showed 

the caregivers strongly agreed on the benefits of having emergent biliteracy trainings to 

enhance their performance in implementing bilingual reading and writing instruction. 

They also shared how it helped them feel comfortable and fluent in conducting activities 

regarding phonological awareness, concepts of print, alphabet knowledge and oral 

language. They strongly agreed the PBC model could improve their teaching skills, 

knowledge, and practices for immersing students in social interactions. And having 

weekly coaching sessions could benefit their ability to provide appropriate, evidence-

based emergent biliteracy instruction and address their PD needs. They all noted in the 

open-ended responses they were not familiarized with the PBC model components when 

asked what the most challenging component of the PBC model was. This was to be 
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expected because they have not experienced the PBC model before this study. For the 

second statement of the benefits of participating in the PBC model, all caregivers noted 

the PBC model could benefit their teaching performance by expanding their knowledge 

and skills of emergent biliteracy practices.  

To further analyze the pre and post self-assessment survey results, a paired-

sample t-test was used to determine if implementing the PBC model had a significant 

difference in the caregiver’s self-assessment. The results showed there was not a 

significant difference in the scores of the pre (M=4.8750, SD= .12500) and post 

(M=4.9167, SD=.14434) self-assessment of the PBC model; t (2) =-1.000, p=.423 (see 

Figure 9). It confirmed the null hypothesis. The means of the pre and post caregiver’s 

self-assessment surveys do not differ because the p-value is greater than 0.05. The 

findings showed the means of the caregiver’s pre self-assessment of the PBC model do 

not differ from the means of the post self-assessment survey. Thus, there was no 

significant difference because of the enactment of the PBC model in the caregiver’s 

knowledge. This may be due to the caregiver’s preexisting strong beliefs towards 

emergent biliteracy instruction and the effectiveness of the PBC from the beginning of 

the study.  

Although there was no statistical difference in the paired sample T-Test results, a 

comparison of the open-ended survey responses (see appendix G) from the pre and post 

surveys validate there was a change of belief and an increase of knowledge of the PBC 

model components for the caregivers. Maria noted the most challenging component of 

the PBC model was creating a shared goal, but added she understands the importance of 
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it and how it needs to be self-initiated to create an action plan and further develop her 

practice. Teresa listed nothing as challenging, instead she shared, “every component is 

detailed, structured and easy to understand.” For Marta, she wrote, all components are 

challenging but effective to help her grow in her practice. During the “platica” she added 

“the shared goal was kind of tricky at first because I had never done one before, but 

Stephanie explained it and helped me decide on my goal” (Lines 457-549).  

The caregivers went from not knowing the PBC model components to seeing 

them as stepping stones to expand their learning and increase their performance. They 

agreed that through their participation in each of the components; they received the 

guidance and support in a detailed way by their mentor coach to learn new practices and 

how to implement them in their classrooms. This process helped them become more 

confident and knowledgeable about the practices which then transformed their emergent 

biliteracy practices.   
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Figure 9. SPSS Output Report for the Caregivers' Pre-Post Self-Assessment of the PBC 

Model Surveys 

The PBC model enhanced students’ engagement in emergent biliteracy 

learning. Mentor coaches and caregivers agreed the PBC model enhanced students’ 

engagement in emergent biliteracy learning. Maria credited her student’s high 

engagement during her implementation of the clapping syllables activity to the support 

she received from Jennifer because she gained knowledge to plan, design, and instruct 

students using developmentally appropriate instructional strategies to motivate them to 

participate and learn. Through her instruction, Maria facilitated student learning by using 

student-centered activities that motivated students to respond by independently 

segmenting the syllables of other students’ names and their teachers throughout the day. 

She gave the following example,  

Today, when we were going over the syllables in each other’s names, several 

children compared their syllables to other children’s’ syllables. One said, “she has 

two and I have two so we both have two in our names” and another said, “she has 
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two and she has three.” We also reviewed teacher’s names. They would shout out, 

“teacher has three” and “I have two.” They were comparing who had more 

syllables in their names. They would clap them to see. This activity encouraged 

social interaction. (Lines 358-361) 

 

Maria’s students actively responded during her activity, but also implemented the 

skill throughout the day. They continued to break down more words into syllables by 

clapping. Maria shared the activity triggered their conversations as they would discuss 

how many syllables were in each child’s and teacher’s names. Maria credited Jennifer’s 

coaching to giving her new ideas to implement the activity to engage her students. She 

said, “the information Jennifer gave was good because children want to learn new things 

and new ways to learn” (Lines 81-88).  

Jennifer also observed an increase in student’s engagement during Maria’s 

observation, she said,   

During my observation, the children were very engaged in the activity, and they 

were listening to Maria. They loved when Maria would invite them to clap their 

names. Children would automatically respond by saying the name and began 

clapping the syllables. During the activity, all the children were engaged. (Lines 

323-328)  

 

She added,  

What I observed was that children knew what they were doing. I could tell the 

students knew the routine. They knew how to respond and responded correctly. 

The children felt very comfortable working and listening to the teacher during the 

activity. There was a change and improvement in Maria’s teaching because the 

children were excited and engaged when they clapped the syllables. The children 

participated throughout the activity and were not disengaged or bored. (Lines 376-

382)  

 

Jennifer added that during the observation when Maria was guiding the students 

to clap the syllables, the children wanted to clap the syllables of the teachers’ names as 
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well by saying, “teachers too!” Jennifer noted there was a lot of social interaction 

between children and teachers. She credited the high student engagement to the coaching 

she gave Maria because it gave Maria ideas to scaffold and facilitate children’s learning 

during the activity. She noted these strategies helped Maria gained the needed skills and 

knowledge to “plan with intention” to engage her students in the activity. This intentional 

planning led her to appeal to her students by using their names to clap them into 

syllables.  Maria was aware of how using this activity would increase her student’s 

interest, motivation and stimulate their curiosity to break words into syllables and learn 

the skill.  

Teresa also noticed her students had a high level of engagement when she took 

them outside to write their names on the sidewalk with paint brushes and when they 

reviewed the letter names of themselves and their friend’s names. She said,  

They were very excited when we were on the carpet. I reviewed the alphabet on 

the wall, they would say, “look, this is my letter.” One said, “look, it has my letter 

and two ‘l’s. It was good because during the day I was asking them about their 

letter name, and they didn’t forget.  When we went outside again to do the writing 

activity with water and paint brushes, they were pretending to write their names 

on the sidewalk. We had a pleasant time, the children liked it, and we had fun. 

(Lines 101-110)  

 

Teresa also shared her students would identify the letters of their friend’s names 

while pointing at them throughout the course of the day. Teresa credited Karla’s 

suggestions of explaining to students the rationale and importance of learning the letter 

names and sounds besides writing to give them a purpose for learning. She said she didn’t 

think this was important to explain to young children, but after talking to students about 

it; they were more engaged in identifying their letter on the alphabet wall and helping 
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their friends identify theirs. Teresa also shared her students were imitating her during 

independent centers, by pretending to be her, and pointed to the letters on the wall. She 

also noticed several of her students told their parents their letter name as they picked 

them up while also pointing to them on the alphabet wall. This shows there was an 

increase in student’s engagement. The PBC model enactment, like Maria, prepared 

Teresa to “plan with intention” by creating an authentic context for students to identify 

the first letter of their name, write it and provoke their interest and learn.  

Karla also emphasized that her coaching enhanced Teresa’s knowledge of 

integrating different activities to engage students. She shared that the activities Maria 

implemented involved many social interactions that allowed students to write with 

paintbrushes and water on the sidewalk but also talk to their peers about what they were 

doing. Students discussed each other’s names and attempted to write them on the 

sidewalk. They played with alphabet games that allowed them to match their names with 

each other’s names while dialoguing and assisting each other. The social interaction was 

high with these activities. Karla added, “the children were very engaged. They didn’t 

realize they were learning. They were socializing, playing, having fun but also learning 

by following the teacher’s lead” (Lines 331). Karla also stated the PBC model helped 

break down the steps needed to implement an activity that resulted in higher student 

engagement.  

Marta also shared how her students were engaged during her activity. She said her 

students “looked forward to the experiences and were excited because it was fun” (Lines 

336-339).  She used Max, the puppet of the classroom, to sing the “Five Little Monkeys” 
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rhyming song. During the rhyming song, the students would pretend to be the main 

characters of the story and role played their actions. This motivated the children to sing 

along and participate in the rhyming activity. Through it, Marta emphasized the rhyming 

words by saying, “bed and head rhyme”. She would also say them louder and invite 

students to repeat them with her. Marta shared the following example,  

Students were role playing, pretending to be me. Elizabeth pretended to be me 

when she “read” the book of the Five Little Monkeys at the library center and 

emphasized the rhyming words. During circle time, the students wanted to act out 

the story again and again. They all had a chance to role play being the monkeys, 

the doctor and the mom. They were excited and engaged with the props we 

included for the story and song. I wished I could have done that since the 

beginning. The students were engaged with the book, song and the activity (Lines 

423-427).   

 

Marla also noticed students were more involved with reading because they 

requested to be read to. They wanted to be “teachers” and review the parts of a book to 

the class. Marta noticed her students were eager to “pretend to read” to the class. Alike, 

Maria and Teresa, for Marta the coaching she received from Stephanie gave her the 

needed knowledge to implement meaningful and exciting activities to engage students in 

the lesson. Stephanie also concurred that, “a lot of engagement and involvement was 

evident with the students. They all wanted to participate, and Marta involved everyone 

throughout the lesson” (Lines 337-339). Stephanie credited this effect to her coaching 

because she provided resources, guidance and modeling to help her understand the 

practice and implement it in a calm and easy way. All mentor coaches and caregivers 

agreed the PBC model enhanced student’s engagement in their emergent biliteracy 

learning.  
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Conditions of the PBC Model to be Effective  

Mentor coaches and caregivers perceived the PBC model was only effective because 

of the trusting relationship they had with each other as coach and coachee. For Jennifer, a 

trusting relationship between a coach and a caregiver is crucial to make the PBC model 

successful because the caregiver must feel comfortable in reaching out to the coach for 

guidance and the coach needs to be respectful to provide supportive and constructive 

support. Jennifer reinstated that the coach and caregiver must work together and have a 

positive relationship to implement the PBC model. Stephanie also highlighted that it is 

crucial to build a trusting relationship with the caregiver to successfully complete the 

PBC model and achieve the caregiver’s goals. She added, “it takes a lot of trust with each 

other, time planning and opportunities to be open and be ok with constructive criticism” 

(p.3). For Karla, a relationship of trust and respect between a coach and a caregiver needs 

to be developed to get positive results. She said, “when the approach is done respectfully, 

the teacher is more receptive and feels less intimidated by this process” (p. 1) and 

“working in partnership with the teacher helps simplify the components of the PBC 

model” (p. 4). All caregivers had a trusting relationship with their coaches which helped 

established a trusting collaborative partnership between their coach and themselves. They 

stated they felt confident, safe, and motivated to work with their coaches to receive 

constructive and supportive feedback. It was through this trusting relationship between 

caregivers and coaches that increased their collaboration, ownership of learning that lead 

to reflective thinking, an increased knowledge of emergent biliteracy practices that lead 

to a transformation of practice and led to enhanced student engagement. 
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Chapter Summary 

This chapter presented the results from the four data sources of this study: pre and 

post surveys, pre and post observation checklists, reflexive journals and “platicas.” It 

presented the effects of the PBC model in the practice of three mentor coaches and three 

EHS caregivers concerning knowledge and pedagogy of emergent biliteracy instruction. 

The results were, the PBC model increased collaboration between coach and caregiver, 

led them to own their own learning and engage in reflective thinking, increased their 

knowledge of emergent biliteracy practices that lead to the transformation of their 

practice, and enhanced students’ engagement in emergent biliteracy learning. Mentor 

coaches and caregivers also perceived a trusting relationship was crucial to make the 

PBC model successful.   
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CHAPTER V 

DISCUSSIONS, IMPLICATIONS AND CONCLUSION 

Introduction  

There is a need of high-quality professional development about emergent 

biliteracy development and instruction for classrooms with children that are 

simultaneously developing two languages (Grosjean, 2010; Piasta, 2016; Reyes, 2012, 

Reyes, 2006) given the high enrollment of ELLs in EHS and HS programs in the Rio 

Grande Valley and the nation. This study sought to determine the effects of the PBC 

model as a PD method in the practice of three mentor coaches and three EHS caregivers 

concerning knowledge and pedagogy of emergent biliteracy instruction. The results 

supported the PBC model as an effective professional development method to strengthen 

teachers’ skills and knowledge of emerging biliteracy instruction. This chapter uses the 

data findings from this study to, (a) answer the research questions, (b) discuss specific 

contributions to literature and theoretical implications, (c) list contributions to practice, 

(d) present limitations of the study and recommendations for future research, and (e) 

conclusions.      

Discussions 

 

Effects of the PBC Model in the Practice of Three Mentor Coaches and 

Three EHS Caregivers. The results from the different data sources of this study from 

the perspectives of three mentor coaches and three EHs caregivers showed a ripple effect 

that the PBC model creates. See Figure 10. The PBC model components of creating a 

shared goal and a plan of action, conducting a focused observation, and discussing 
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reflections and feedback based on performance developed a collaborative partnership 

between the caregiver and coach. It was this collaboration that started a ripple effect by 

influencing caregivers and coaches to own their learning and reflect on it to improve it. 

For mentor coaches, they owned their learning by reflecting on what and how they would 

deliver their coaching based on the caregiver’s goal and needs. Caregivers owned their 

learning by internalizing the PD their coaches provided and putting it into practice in 

their classrooms. Every caregiver collaborated with their mentor coach through reflective 

and specific conversations during each component of the PBC model.  

Mentor coaches guided caregivers’ learning by providing information, resources, 

modeling, and side-to-side coaching based on their caregiver’s goal. Together, they 

analyzed and learned in-depth information related to what, why, and how implementing 

emergent biliteracy instruction is important. They planned intentional and meaningful 

activities that sparked the student’s engagement. It was through this social interaction and 

collaboration that led teachers to have different epiphanies (“aha moments”), gave them 

in-depth understanding of their practice and changed their perceptions and performance 

in the classroom. Marta understood the meaning of phonological awareness. This 

realization corrected her misconception of what phonological awareness entails and how 

to effectively teach it to her 3-year-old students. Maria also understood what 

phonological awareness is, the need of it for English and Spanish speakers and different 

ways to teach it in the classroom. Teresa also learned how to incorporate developmental 

writing activities, read-alouds and phonological awareness activities to develop students’ 

emerging biliteracy skills.  
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The PBC model initiated a ripple effect that started with a teacher-coach 

collaboration. It was this collaboration that increased caregiver’s knowledge and skills of 

effective emergent biliteracy practices, which then transformed their practice and 

performance and increased student engagement. This supports Howard et al. (2013) and 

Guerriero (2014) studies that showed the PBC model produces a change in teacher 

practice by increasing their knowledge and skills for how to effectively implement 

emerging biliteracy practices to engage students’ interest and motivation to learn.  

 

Figure 10. The Ripple Effect of the PBC Model 
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Theoretical Implications  

The PBC Model and Vygotsky's Theories. Mentor coaches’ and caregivers’ 

perceptions showed the three components of the PBC model are part of a social 

constructivism framework of how teachers learn. The PBC model reflects Vygotsky's 

Social Development Theory and concept of internalization (Vygotsky, 1978). Mentor 

coaches and teachers collaborated through social interactions, to develop their cognitive 

development and learning through professional development guided by the PBC model. 

The mentor coaches were the More Knowledgeable Others (MKO) with a higher level of 

expertise of emergent biliteracy practices. They scaffolded and provided support to their 

teachers to move within their Zone of Proximal Development (Vygotsky, 1978) and gain 

the needed skills and knowledge to effectively teach emergent biliteracy practices 

independently and effectively.  

The process began with the first component of the PBC model of shared goals, 

action planning, and continued to the reflection and feedback component. This face-to-

face collaboration and discussions allowed caregivers and mentor coaches to reflect on an 

individual and personalized goal to target specific action to help the teacher implement a 

practice. This approach is consistent with Vygotsky's Social Development Theory 

(Vygotsky, 1978) because cognitive development stems from social interactions from 

guided learning within the ZPD of adults as they co-construct knowledge. It is through 

collaboration and social interactions that adults perform more challenging tasks when 

assisted by more advanced, competent individuals or MKO (Nyikos & Hashimoto, 1997). 

Mentor coaches served as MKOs and provided mediated learning activities with their 
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teachers through side-by-side support (vernal and gestural), modeling and performance 

feedback and reflection. These activities helped teachers expand their funds of 

knowledge, attitudes, perspectives, and skills of emergent biliteracy practices that lead 

them to implement them independently. The coaches provided explicit guidance 

throughout the PBC model through social interactions to scaffold teacher’s learning and 

internalization of the teaching practice to gradually release control and allow the teacher 

to perform it independently.   

The successive cycle continued when mentor coaches met with the caregivers to 

reflect and share feedback about their observations of their performance. Together, they 

reflected on the caregiver’s performance through dialog, discussion, and social 

conversations. Mentor coaches shared constructive and supportive feedback and gave 

caregivers time to comment and ask follow-up questions. Together, they discussed the 

observations and performance and determined they had achieved their goal. This process 

reflects Vygotsky’s concept of internalization that gradually, the teachers gained new 

attitudes, skills, practices, and knowledge about emergent biliteracy practices and 

implemented them independently using self-directed and inner direction (Vygotsky, 

1978). This is in part to the reflective and collaborative conversations they had with their 

mentor coaches, along with the guidance the coaches provided throughout the process.  

This study validates the PBC model components are rooted in Vygotsky's theories 

of Social Development Theory and work collaboratively with the concept of 

internalization to form collaborative coaching partnerships between coaches and 
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caregivers to provide quality emergent biliteracy learning for emerging bilinguals to be 

"ready" for school (Matausov, 1998; Vygotskly, 1978, 1981, 1987).  Each component 

relies on continual support for caregivers by their mentor coaches to reflect and receive 

performance feedback to improve their emergent biliteracy instructional practice in their 

classrooms. The components also reflect the Vygotskian framework of social 

development, mediated learning experiences, scaffolding with MKO and ZPD, guided 

participation, collaborative learning, and cognitive apprenticeship through constant 

dialog, reflection and internalization in the caregiver’s cognitive development to enhance 

student learning (Matausov, 1998; Nyikos et al., 1997; Vygotskly, 1978, 1981, 1987). 

This supports the growing research that identifies overall positive effects of coaching on 

teaching by increasing teacher’s knowledge and confidence in teaching emergent 

biliteracy instruction that leads to higher performance and children outcomes (Powell et 

al., 2010; Reyes, 2006; Reyes et al., 2008; Neuman et al., 2009).  

Literature Implications  

The PBC Model in Professional Development. The PBC model reflects not only 

Vygotsky’s Social Development theories, it also incorporates to the literature of 

professional development of how teachers learn and have positive effects in teachers’ PD. 

The results validate that professional development through coaching, consultation, 

mentoring, and communities of practice can help promote change in teacher’s 

knowledge, skills, and performance (Hsieh et al., 2009; Sheridan et al., 2009; Winton, 

2006;). The PBC model is an effective method of providing professional development 

through coaching to develop the pedagogical knowledge base of teachers in emerging 
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biliteracy. It also adds to Godfrey-Hurrell's (2015) research findings that coaching 

increases teacher implementation of specific instructional practices and encourages 

specific teacher behavior and actions that lead to their usage of them. Like in Hsieh’s et 

al. (2009) research, it shows that given the needed support and coaching, teachers felt 

confident to integrate newly learned strategies to design, use and create a biliteracy-rich 

environment.    

The enactment of the PBC model created a ripple effect that created a coach-

caregiver collaboration through social learning that expanded caregiver’s knowledge and 

skills of emergent biliteracy practices. This knowledge transformed caregivers’ practices 

and performance that led to an increased student engagement and biliteracy learning. 

These findings support Howard’s et al., (2013) study that coaches reported success with 

increasing staff openness to learning and improving the quality of practices because of a 

trusting relationship they had with each other. Their teachers were open to hearing their 

suggestions, show effort to implement changes and observed visible changes in their 

classroom. The coaches reported their teachers took an active role in the coaching 

sessions by asking questions, reflecting, raising classroom issues, and active problem 

solving.  They formed a collaborative and supportive coaching partnership that invited 

the teachers to reflect in a nonthreatening atmosphere to improve their practice. Warford 

(2011) identified these conversations as dialogic partnerships that support internalization 

of learning, which also supports Vygotsky's (1978) concept of internalization. The PBC 

model facilitated a successive cycle that guided learning of caregivers and motivated 

them to take ownership of their professional growth and learning.  
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Mentor coaches agreed the PBC model helped their caregivers gained knowledge 

of the rationale of specific emergent biliteracy practices, and it transformed their practice 

by learning a variety of different ways to implement them in their classrooms. These 

findings support Godfrey-Hurrell's (2015) research that when teachers are provided with 

on-site coaching that includes modeling, prompting, explicit instruction on why and how 

to use practices, teachers implement them adequately. Similarly, the results validate 

Hsieh’s et al. (2009) research that coaching increases the teacher’s use of instructional 

strategies. Together, they validated the PBC model components by supporting that 

collaborative partnership and support by an expert coach assisted caregiver to use specific 

biliteracy instructional practices in their classrooms.  Each component was 

interconnected to develop the caregiver’s knowledge and skill to implement effective 

teaching strategies.  

The PBC Model in Emergent Biliteracy Professional Development. The PBC 

model also equipped caregivers to plan effective emergent biliteracy practices to enhance 

student engagement and learning. Caregivers and coaches observed a high level of 

student engagement when implementing their emergent biliteracy practice. This 

correlates with Godfrey-Hurrell's (2015) research findings that when teachers are 

provided with practice-based coaching, they learn how to provide children with language 

and literacy opportunities that prompts them to engage and extend language and literacy 

skills and experiences. Caregivers in this study provided opportunities for students to 

engage in literacy and language experiences (i.e., segmenting syllables, writing activities, 
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and rhyming activities) that motivated them to interact with language and literacy 

activities.  

Maria’s students were engaged during her implementation of the activity of 

segmenting syllables while clapping, but also implemented the skill throughout the day 

with students’ and caregivers’ names. Students performed this activity independently 

amongst their peers and teachers. For Teresa, her students were engaged in writing their 

names with paint brushes and would also say the letter name of their first letter of their 

names and their classmates. The students later practiced their developmental writing and 

reviewed letter names during their independent learning center activities. For Marta, her 

students were engaged during her activity of promoting phonological awareness, using 

songs and finger plays to model rhyming. Her students pretended to be the characters of 

the story, and role played their actions. This motivated students to sing along and take 

part in the rhyming activity during their independent learning center activities. Caregivers 

implemented meaningful, authentic, enriching contexts and specific language and literacy 

environments that increased student engagement.  

Although this study did not include student outcomes to determine the effect of 

the PBC in their caregiver’s performance, the data provided evidence that there was an 

increase of student engagement during the emergent biliteracy activities their caregivers 

used. This supports the importance of sociocultural contexts and social interactions to 

assist students’ development of emergent biliteracy skills and knowledge. Each caregiver 

integrated Reyes & Azuara’s (2008) Ecological Model for Emergent Biliteracy by 
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immersing students in social interactions, exposing them to meaningful and authentic 

biliteracy contexts and integrating biliteracy activities. The students had various 

opportunities to use both emerging languages and literacy skills in different activities 

through speaking, thinking, writing and reading.  Caregivers in this study gained the 

needed knowledge and skills through the professional development delivery of the PBC 

model to integrate meaningful biliteracy activities which heighten the student’s 

engagement, response and learning. This supports Howard’s et al. (2013) and Guerriero’s 

(2014) research findings that the PBC model produces a change in teacher practice by 

increasing their knowledge and skills for how to effectively implement teaching practices 

to engage students’ interest and motivation to learn.  

This study contributes to other research as it emphasized that it is imperative to 

provide teachers with intensive and focused professional development to help them gain 

better content, pedagogical, skill and knowledge to create a high-quality learning 

environment to meet their children's needs in emergent biliteracy development 

(Delbridge et al., 2016; Reyes, 2012; Reyes et al., 2008;). Given the proximity to the 

Mexican border and high demographics of ELLs in the area, now more than ever, do 

teachers need professional development to provide enriching bilingual linguistic and 

literacy environments and instruction to facilitate their students’ developing proficiency 

in two languages. Disseminating the results of this study could bring about effective 

professional development programs for other EHS programs, or for bilingual teachers 

working near the United States and Mexico border.  
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Methodological Implications  

In this study, a descriptive single case study was vital in illuminating the 

consequences of the PBC model by getting details about the caregiver's performance, 

participation, and experiences with the PBC model to determine its effects on their 

emergent biliteracy instruction performance. Implementing “platicas” as a research 

method to seek information from the participants was most effective for this program that 

was close to the United States and Mexico border. “Platicas” were used as a form of 

communication between the participants and the researcher during the focus group 

interview. They were casual, trusting, and personal conversations that invited participants 

to communicate openly in a safe environment and share their experiences, perspectives 

and reflections of the PBC model and its process. Participants provided in-depth 

information about the effects of the PBC model in their own practice and performance in 

a safe, culturally relevant environment. Initially, several caregivers expressed they were 

nervous about the recorded interview because they “didn’t want to say the wrong thing.” 

I reminded them of the format of the interview being a “platica” and reminded them it 

was a like an “everyday social gathering conversation” about their experiences with the 

PBC model. I also emphasized “platicas” were a relational practice that would honor their 

perspectives and experiences with the PBC model without receiving criticism from me as 

the researcher. I stressed the “platicas” were to share, teach and learn from each other’s 

experiences, stories and consejos (suggestions) to understand the effects the PBC model 

had in their practice. Caregivers relaxed and were highly engaged during the “platica” by 

agreeing with each other and extending on each other’s comments with their own 
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examples and perspectives.  

This study adds to Guajardo’s’ (2013) and Fierros and Delgado Bernal’s (2016) 

literature that “platicas” can be a research method that generates knowledge and 

understanding of phenomenon related to Hispanic/Latinx education. This is in part to 

“platicas” being a culturally relevant appropriate form of engaging with Hispanic 

populations as they are “friendly and intimate” (Fierro et al., 2016). Given the culturally 

relevant significance of “platicas” with the Hispanic participants in the borderland area of 

this study, I would suggest labeling and formatting each coaching session of the PBC 

model as “platicas” with specific purposes. The first component of the PBC model of 

creating a shared goal and an action plan can be called, “platicando para crecer” 

(conversing to grow). This can invite teachers to collaboratively share with the mentor 

coach their needs and acknowledge their teaching vulnerabilities and areas of need. For 

the focused observation, it can be identified as “observando para platicar” (observing to 

converse). For the component of reflection and feedback, it can be called, “platicando y 

reflexionando” (conversing and reflecting). These labeling can reduce the affective filters 

of participants and invite them to see each component as opportunities of conversations 

and growth in a trusting atmosphere.  

Although “platicas” are contextualized to Hispanic populations and for Hispanic-

focused research, they can play a significant role to researchers of other ethnicities to 

seek information of Hispanic participants. I concur with Fierros et al. (2016) that 

“platicas” are missing from the research literature. It is crucial to continue to add to this 
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body of knowledge to provide how-to-implement “platicas” guides for researchers to use 

them as research methods and methodologies to generate knowledge that yields to action 

that leads to student support and community building and development (Guajardo et al., 

2013).   

Professional Development Implications  

Professional Development and the PBC Model. The implications for practice 

are to use the PBC model and integrate the following factors; (a) individual needs of the 

teachers; (b) emergent biliteracy practices that align with developmentally appropriate 

early childhood practices; (c) rapid guidance, feedback, and evaluation of practices 

implemented; (d) high intensity and duration of guidance based on the need of the 

teacher; and (e) cooperative participation between teachers and mentor coaches (Hsieh et 

al., 2009; Sheridan et al., 2009; Winton, 2006). Together, the PBC model with these 

factors support teachers in learning new skills and knowledge to implement appropriate 

and evidence-based emergent biliteracy practices to support their emerging bilingual 

students.   

Implications for the Office of Head Start. ELLs are the fastest growing 

population of young children in the United States and approximately 308,750 children are 

enrolled in HS and EHS programs and speak a language other than English at home 

(McNamara, 2016). This calls for culturally and linguistically appropriate learning 

environments and instruction that address bilingual and biliteracy domains, goals, and 

indicators of specific, observable skills, behaviors and concepts of fundamental skills and 

knowledge needed as the prerequisites for formal biliteracy and bilingual acquisition for 
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ELLs. It is imperative to include an effective professional development model for staff 

with explicit training on home language and culturally appropriate caregiving practices. 

This study suggests using the PBC model and Reyes & Azuara’s (2008) Ecological 

Model for Emergent Biliteracy to enhance teacher quality and instruction for ELLs in HS 

and EHS programs. Both models are rooted in Vygotsky’s Social Development Theory 

and concept of internalization by immersing students and teachers in meaningful and 

authentic contexts and activities through a variety of social interactions to expand their 

knowledge. The PBC model is an effective method for providing professional 

development to help implement the Planned Language Approach for HS and EHS 

programs to ensure optimal language and literacy services for ELLs (NCECDTL, 2019). 

Mentor coaches can collaborate with teachers to increase their pedagogical knowledge 

and implement strategies that support ELLs and provide home language support for 

emergent biliteracy development and instruction.  

Emergent Biliteracy Development and Instruction.  This study concurs with 

Reyes (2012) that teachers that are knowledgeable, empathetic, and skilled about being 

bilingual and becoming biliterate better support the natural process of first and second 

language acquisition of emerging bilingual children. This study suggests integrating 

Reyes & Azuara’s (2008) Ecological Model of Emergent Biliteracy to help teachers 

provide effective instruction related to the precursors for emerging biliteracy 

development such as concepts of print, phonological awareness, alphabet knowledge, oral 

language and writing in both languages. Together, these emergent biliteracy components 

support the biliteracy process as part of the natural development of young Spanish-
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English emergent bilinguals. Caregivers in this study learned the pedagogical knowledge 

needed to best educate emerging bilingual learners but also learn how to do it by using 

the components of the Ecological Model for Emergent Biliteracy (Reyes et al., 2008).  

The first component of the Ecological Model for Emergent Biliteracy is 

immersing emergent bilingual in social interactions (Reyes et al., 2008). Each caregiver 

received specialized training and coaching regarding their selected precursor 

(phonological awareness or developmental writing) and were guided to implement it 

through sociocultural contexts and social interactions to facilitate oral competence and 

literacy learning. The process of children’s emergent biliteracy development can be 

facilitated when children are provided with opportunities to use both emerging languages 

in different genres and for different functions while speaking, thinking, writing, and 

reading (Reyes et al., 2008).  

Caregivers learned to integrate meaningful contexts for students by providing 

them various biliteracy events and learning environments in the classroom. As a result, 

students were highly engaged as they interacted with their peers and caregivers. It was 

through this engagement and social interactions with peers and adults that enhanced their 

language and biliteracy development (Reyes et al., 2008). Caregivers immersed students 

in social interactions and biliteracy activities that motivated them to be active and 

participate in a dialogue with others to develop their emerging biliteracy skills. This 

suggests integrating instructional practices that immerse emergent bilinguals in 
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sociocultural contexts and social interaction to enhance their emerging biliteracy 

development.   

The second component of the Ecological Model for Emergent Biliteracy is to 

create meaningful and authentic biliteracy contexts (Reyes et al., 2008). Reyes & 

Azuara’s (2008) research suggested a high level of participation of students in a variety 

of biliteracy events (i.e., story time, writing, talking…) to help them develop biliteracy. 

In this study, each caregiver created a variety of biliteracy contexts and events that 

exposed students to natural interactions in relation to their selected precursors (i.e., 

phonological awareness and writing). Each caregiver involved a variety of written, 

auditory and various biliteracy activities in both languages. Students had access to and 

opportunities to hear and use both languages in oral and written forms, thus giving them 

skills and tools to draw on for various learning activities and social purposes during their 

caregiver’s emergent biliteracy practice.  

These aspects of meaningful contexts, immersion in social interaction and 

dialogue, while also respecting and using the student’s native language, helps emergent 

bilinguals construct, organize, and analyze the meaning of print and connect it with 

personal experiences. As Reyes & Azuara (2008) reinforced, the Ecological of Emergent 

Biliteracy Model in early childhood considers not only the 'what' children learn but also 

'how' they learn their native and second language simultaneously. This model encouraged 

caregivers to focus on how various environments and interactions among participants, 

contexts, and sociocultural forces shape children's biliteracy development (Reyes et al., 
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2008). Caregivers in this study used it to expose their emergent bilinguals to phonological 

awareness and developmental writing. They noticed a higher level of student 

engagement, thus validating that when students are given meaningful reasons to use print 

and symbols, they develop biliteracy knowledge as a natural process that is part of their 

daily activities (Moll & Dworin, 1996; Reyes et al., 2008).   

Given the effectiveness of Reyes & Azuara’s (2008) Ecological of Emergent 

Biliteracy Model in this study’s student engagement, it is important to educate teachers of 

its function and how to integrate it to develop and facilitate language and literacy learning 

in both languages for emergent bilingual students.  It is crucial that each component of 

the model is used faithfully to ensure students are immersed in meaningful and authentic 

biliteracy contexts and activities through a variety of social interactions to help develop 

the precursors of biliteracy. It is also imperative to provide biliteracy events that require 

students to actively participating in them during interactive play and learning with peers 

and adults to develop emergent biliteracy skills. Similarly, Reyes et al. (2008) 

emphasized that “children’s biliteracy development is highly situated and is influenced, 

mediated, and transformed in particular ways during peer and adult interactions” (p. 392). 

As so, it is crucial to use both languages equally to develop a student’s biliteracy skills at 

the fullest social and academic potential. Last, teachers need continual PD and coaching 

using the PBC model to provide them with more instructional tools and pedagogical 

knowledge of how students learn both languages to facilitate their biliteracy learning.  
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Limitations and Future Research  

Despite the positive outcomes of this study, several limitations must be noted. 

First, the study was conducted at the same EHS center with caregivers of similar 

demographic backgrounds and languages (i.e., English and Spanish) which limited the 

generalizability and transferability of the results to the other general populations. The 

external validity of the results can be enhanced through replication of effects across 

different participants, conditions, and locations (Tellis, 1997). Future research should 

replicate the study with teachers from diverse backgrounds and languages who work in 

different programs (i.e.., Head Starts, public education, PreK-3 programs, etc.) and with 

children from different backgrounds, abilities, languages and from different regions (i.e., 

border towns, rural, urban locations).  

Second, this study had a small sample size of participants. The study focused on 

the experiences of three mentor coaches and three caregivers of one EHS program. The 

study intended to have six mentor coaches with two caregivers each. However, given the 

time frame of the study, the availability of interested participants, unexpected 

withdrawals from participants because of personal reasons, only six participants took 

part. The small sample does not represent the general population of mentor coaches and 

teachers in other EHS programs, which limits the generalizability and transferability of 

the results to the general populations. Future research must promote the study for an 

extended period through recruitment fliers, mass emails and extending the invitation with 

face-to-face invitation to answer immediate questions about the study. Also, integrating 

monetary incentives can also motivate a higher number of participants to take part in 
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future studies.  

A third limitation was the short duration of implementing the study for data 

collection. The data collection was collected in four weeks, therefore long-term caregiver 

performance reports were not collected. Although the data collected provided significant 

data from the participants, a longer duration of the study would have provided more 

information for the long-term effects of the PBC model in the caregiver’s performance. 

The duration of this study was of four weeks during the last month of the program year. 

The time of the research implementation prevented getting student outcome reports since 

they had already been completed and submitted to the Office of Head Start for the 

program year prior to the study’s implementation. Therefore, the study was restricted 

from using student outcome reports before and after implementing the PBC model to 

determine the effects of the PBC model on the caregiver's emergent biliteracy 

instructional practices. Future research needs a longer durability of research 

implementation to collect quantitative data sources of student outcomes’ reports to 

monitor the student’s progress in the precursors of biliteracy and determine long-term 

teacher performance.  

The final limitation was my dual role as the researcher and a mentor coach 

simultaneously. I trained the mentor coaches and observed the implementation of the 

PBC model, while also fulfilling my job as a mentor coach. This limitation may have 

presented possible bias, a threat to internal validity (Tellis, 1997). To minimize observer 

bias, I used the emergent biliteracy practices checklist and only invited caregivers to 

participate in the study that were not in my class load.  However, future research may 



Texas Tech University, Julia Cuevas Guerra, May 2020 

151 

 

need to be structured so that an outsider stakeholder or different data collectors conduct 

and collect data to minimize observer’s bias. Also, integrating videotaping recording is 

another way to prevent observer’s bias by having an outside observer complete the 

fidelity checklist and observation checklist by analyzing the recordings.  

There are also additional considerations for future research. Future studies may 

consider providing online coaching besides face-to-face coaching with other sites within 

the EHS program. This study only focused on the largest site of the program and only 

provided face-to-face coaching. I recommend inviting other childcares centers and 

campus-based sites to take part in the study through face-to-face and online coaching to 

facilitate meetings times. This expansion of sites also increases the availability of 

participants to take part in the study and expand on the experiences of other bilingual 

teachers. Together, a higher number of diverse participants can provide more in-depth 

and diverse information to determine the effects of the PBC model in borderland areas.  

The borderland area is a unique area for research given their hybridization of two 

languages (English and Spanish) and cultures between two countries like Mexico and the 

United States. Research in the borderland areas can generate knowledge and 

understanding about most effective teaching practices that can facilitate bilingual’s 

linguistic, cultural, and academic development. Similarly, a prolong time frame of six 

months to a year of research is another consideration for future research to use student 

outcomes reports as a baseline and progress monitoring to measure teacher performance. 

Last, future research must continue to expand on the research for emerging biliteracy 

development that addresses the various and complex interrelationship that exists between 
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bilinguals and biliteracy. This research conveys with a social cultural premise that 

emerging biliteracy is a social practice. As so, future research must continue to 

understand the process of emergent biliteracy development in the early years of emergent 

bilinguals to best equip teachers with needed skills and knowledge to serve as mediators 

to guide the social interaction and biliteracy learning of students.        

Conclusion  

This study shows the ripple effect the PBC model creates (see Figure 10). The 

PBC model provides professional development opportunities that include coaching and 

performance feedback. Through this coaching, caregivers and mentor coaches 

collaborated, participated in reflective thinking, and took ownership of their learning. 

Together, they acquired the knowledge and skill to implement effective emergent 

biliteracy practices that increased student’s engagement. The enactment of the PBC 

model enhanced caregivers’ knowledge, skills and dispositions related to emergent 

biliteracy development for young emerging bilingual learners at the EHS center. This 

study suggests integrating the PBC model along with the Ecological Model of Emergent 

Biliteracy (Reyes et al., 2008) to develop and facilitate language and biliteracy learning 

in both languages for emerging bilingual students. Both models are rooted in Vygotsky’s 

Social Development Theory and concept of internalization by immersing students and 

teachers in meaningful and authentic biliteracy contexts and activities through a variety 

of social interactions to help develop the knowledge of precursors of biliteracy. It is 

important to understand that children’s development is dynamic and influenced by 

naturalistic opportunities in the environment that tap into the child’s potential to develop. 
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Advancing teacher’s understanding of this and training them “how” to best engage 

students in biliteracy development can be achieved with the implementation of the PBC 

model while “platicando” (conversing) with their mentor coaches.  
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APPENDICIES 

Appendix A 

Information Sheet for Coaches 

What is this project studying? 

The study is called, "Implementing the Practice-Based Coaching Model in Early Head 

Start Toddlers’ Classrooms Using Biliteracy Instruction: A Descriptive Case Study.” It 

will investigate the effects of the Practice-Based Coaching professional development 

model utilized by coaches and bilingual toddler teachers. The researcher will measure 

teacher performance after receiving professional development by the assigned coach 

related to emerging biliteracy instruction in classrooms where toddlers are immersed in 

simultaneous language learning environments at the Early Head Start Center. What we 

learn will help generate knowledge of the Practice-Based Coaching model to enhance 

teacher quality and performance. We hope to publish this study widely to make it as 

beneficial as possible. 

What would I do if I participate? 

If you volunteer to participate in this study, you will be asked to sign a consent form to 

participate in the research. You will then complete a demographic survey, a pre and post 

Practice-Based-Coaching Model Survey. Additionally, you will attend a three-hour 

Practice-Based Coaching training by the researcher during a workday. You will also be 

asked to implement the three components of the Practice-Based Coaching model with an 

assigned teacher during a four-week period. The components include action planning, 

focused observations within the classroom environment during scheduled language and 

literacy sessions and give face-to-face performance feedback based on your observations 

of teacher’s practices.  You will meet with each teacher weekly for 30 minutes to 

complete each component of the Practice-Based Coaching model and address each 

teacher’s specific areas of need. During each meeting you will complete the Fidelity 

Checklist for the Practice-Based Coaching Model to indicate your completion of each 

component and spend 15 minutes writing a weekly reflexive journal of your experiences 

for each meeting. Lastly, you will be asked to participate in a 30-minute audio recorded 

focus group interview facilitated by the researcher at the end of the research.  

Can I quit if I become uncomfortable? 

Yes, absolutely. Your participation is completely voluntary. Dr. Smit and the Institutional 

Review Board have reviewed the research proposal and think you can participate 

comfortably. You may skip any task or question you do not feel comfortable participating 

in. If you decide not to participate or you want to stop once you have started, inform the 

researcher. There are no penalties or consequences of any kind if you decide that you do not 

want to participate. However, we appreciate your full participation.   
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How long will my participation take? 

We are asking for your participation during a four-week period of your time. Initially, 

you will be asked to spend 15 to 30 minutes in completing a demographic survey, a pre 

and post Practice-Based-Coaching Model Survey. You will also attend a three-hour 

Practice-Based Coaching training by the researcher during a workday. After, you will 

engage in practice-based coaching activities. These activities will be done weekly at a 

time convenient for you and the teachers and will not exceed 30-45 minutes for each of 

your assigned teachers. At the end of the research, you will be asked to participate in a 

30-minute audio recorded focus group interview.  

How are you protecting privacy? 

Your name will not be listed nor linked to any documentation, reports, publications or 

presentations. The researcher will use pseudonyms names to protect your identity and no 

personal information will be shared. The data will be stored in a locked cabinet in a 

locked office. The researcher will be the only one with access to your information. Please 

be advised that the researcher will take every precaution to maintain confidentiality of the 

data. Given the nature of the focus group interview, it is imperative that you consent to 

respect the privacy of your fellow participants and not repeat what is said in the focus 

group interview to others. 

How will I benefit from participating? 

There is no monetary benefit in your participation. You will, however, provide valuable 

information that can enhance the body of knowledge and skills to effectively implement 

evidence-based professional development for teachers.  

What are the risks for participating? 

There are no known foreseeable risks for participating in this study. There will be no 

penalties or consequences of any kind for the participants as their experiences and 

performance in the study are confidential and will not be shared with administrators or 

others for performance evaluative purposes.  

I have some questions about this study. Who can I ask? 

• The study is being conducted by Julia Cuevas, a Texas Tech doctoral candidate, 

under the supervision of Dr. Julie Smit from the Department of Curriculum and 

Instruction at Texas Tech University. If you have questions, please contact her at 

juliagcuevas@ttu.edu 

• TTU also has a Board that protects the rights of people who participate in 

research. You can call to ask them questions at 806-742-2064. You can mail your 

questions to the Human Research Protection Program, Office of the Vice 

President for Research, Texas Tech University, Lubbock, Texas 789409, or you 

can email your questions to hrpp@ttu.edu.  
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Appendix B 

Adult Consent Form for Coaches 

What is this project studying? 

The study is called, "Implementing the Practice-Based Coaching Model in Early Head 

Start Toddlers’ Classrooms Using Biliteracy Instruction: A Descriptive Case Study.” It 

will investigate the effects of the Practice-Based Coaching professional development 

model utilized by coaches and bilingual toddler teachers. The researcher will measure 

teacher performance after receiving professional development by the assigned coach 

related to emerging biliteracy instruction in classrooms where toddlers are immersed in 

simultaneous language learning environments at the Early Head Start Center. What we 

learn will help generate knowledge of the Practice-Based Coaching model to enhance 

teacher quality and performance. We hope to publish this study widely to make it as 

beneficial as possible. 

What would I do if I participate? 

If you volunteer to participate in this study, you will be asked to sign a consent form to 

participate in the research. You will then complete a demographic survey, a pre and post 

Practice-Based-Coaching Model Survey. Additionally, you will attend a three-hour 

Practice-Based Coaching training by the researcher during a workday. You will also be 

asked to implement the three components of the Practice-Based Coaching model with an 

assigned teacher during a four-week period. The components include action planning, 

focused observations within the classroom environment during scheduled language and 

literacy sessions and give face-to-face performance feedback based on your observations 

of teacher’s practices.  You will meet with each teacher weekly for 30 minutes to 

complete each component of the Practice-Based Coaching model and address each 

teacher’s specific areas of need. During each meeting you will complete the Fidelity 

Checklist for the Practice-Based Coaching Model to indicate your completion of each 

component and spend 15 minutes writing a weekly reflexive journal of your experiences 

for each meeting. Lastly, you will be asked to participate in a 30-minute audio recorded 

focus group interview facilitated by the researcher at the end of the research.  

How will I benefit from participating? 

There is no monetary benefit in your participation. You will, however, provide valuable 

information that can enhance the body of knowledge and skills to effectively implement 

evidence-based professional development for teachers.  

What are the risks for participating? 

There are no known foreseeable risks for participating in this study. There will be no 

penalties or consequences of any kind for the participants as their experiences and 

performance in the study are confidential and will not be shared with administrators or 

others for performance evaluative purposes.  



Texas Tech University, Julia Cuevas Guerra, May 2020 

164 

 

Can I quit if I become uncomfortable? 

Yes, absolutely. Your participation is completely voluntary. Dr. Smit and the Institutional 

Review Board have reviewed the research proposal and think you can participate 

comfortably. You may skip any task or question you do not feel comfortable participating 

in. If you decide not to participate or you want to stop once you have started, inform the 

researcher. There are no penalties or consequences of any kind if you decide that you do not 

want to participate. However, we appreciate your full participation.   

How long will my participation take? 

We are asking for your participation during a four-week period of your time. Initially, 

you will be asked to spend 15 to 30 minutes in completing a demographic survey, a pre 

and post Practice-Based-Coaching Model Survey. You will also attend a three-hour 

Practice-Based Coaching training by the researcher during a workday. After, you will 

engage in practice-based coaching activities. These activities will be done weekly at a 

time convenient for you and the teachers and will not exceed 30-45 minutes for each of 

your assigned teachers. At the end of the research, you will be asked to participate in a 

30-minute audio recorded focus group interview.  

How are you protecting privacy? 

Your name will not be listed nor linked to any documentation, reports, publications or 

presentations. The researcher will use pseudonyms names to protect your identity and no 

personal information will be shared. The data will be stored in a locked cabinet in a 

locked office. The researcher will be the only one with access to your information. Please 

be advised that the researcher will take every precaution to maintain confidentiality of the 

data. Given the nature of the focus group interview, it is imperative that you consent to 

respect the privacy of your fellow participants and not repeat what is said in the focus 

group interview to others. 

I have some questions about this study. Who can I ask? 

The study is being conducted by Julia Cuevas, a Texas Tech doctoral candidate, under the 

supervision of Dr. Julie Smit from the Department of Curriculum and Instruction at Texas 

Tech University. If you have questions, please contact her at juliagcuevas@ttu.edu 

TTU also has a Board that protects the rights of people who participate in research. You 

can call to ask them questions at 806-742-2064. You can mail your questions to the 

Human Research Protection Program, Office of the Vice President for Research, Texas 

Tech University, Lubbock, Texas 789409, or you can email your questions to 

hrpp@ttu.edu.  

_______________________     ________________________ ____________ 

Signature        Printed Name    Date 
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Appendix C 

Coaches’ Self-Assessment of the Practice-Based-Coaching (PBC) Model 

Directions: Directions: Please take a moment to assess your knowledge of the PBC 

Model. Put an "X" in the box that fits your response best.  

Question 1 

Strongly  

Disagree 

2 

Disagree 

3 

Neutral 

4 

Agree 

5 

Strongly 

Agree 

1. Proving emergent biliteracy training is 

useful for caregivers' performance in the 

classroom. 

     

2. I am knowledgeable in coaching 

caregivers on emergent biliteracy practices. 

     

3. I feel confident in coaching caregivers 

about implementing bilingual reading and 

writing instruction.  

     

4.  I feel confident in using the PBC model 

to coach caregivers on creating meaningful 

and authentic biliteracy contexts.  

     

5. Training and coaching would make 

caregivers more comfortable and fluent in 

conducting activities/lessons regarding 

phonological awareness, concepts of print, 

alphabet knowledge and oral language.  

     

6. I feel practice-based coaching model 

improves teaching skills, knowledge, and 

practices for immersing students in social 

interactions. 

     

7. Having weekly coaching sessions will 

benefit caregivers’ ability to provide 

appropriate, evidence-based emergent 

biliteracy instruction. 

     

8. Coaching could address caregivers’ 

professional development needs. 

     

9. The most challenging component of the 

PBC model is: 

 

10. I think this would be beneficial because:  
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Appendix D 

Mentor Coach Demographic Survey 

Please complete the following survey. Your information will be kept confidential. 

What is your race/ethnicity? 

o Caucasian 

 

o Native Hawaiian or Other Pacific 

o Black/African American  o Latino 

o American Indian/Alaska Native o Asian 

 o Other 

 

Do you speak another language other than English? 

o Yes Please indicate that language(s):  

o No  

 

Please indicate your age: 

________________________________________________ 

What is your completed level of education? 

o High school o Some college (4-year) 

o Some college (2-year) o 4-year college  

o 2-year college o Master’s degree 

 o Other 

  

How many years have you worked with young children? 

________________________________________________ 

 

Thank you for your participation! 
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Appendix E 

Information Sheet for Caregivers 

What is this project studying? 

The study is called, "Implementing the Practice-Based Coaching Model in Early Head 

Start Toddlers’ Classrooms Using Biliteracy Instruction: A Descriptive Case Study.” It 

will investigate the effects of the Practice-Based Coaching professional development 

model utilized by coaches and Early Head Start bilingual caregivers. The researcher will 

measure caregiver performance after receiving professional development by the assigned 

coach related to emerging biliteracy instruction in classrooms where toddlers are 

immersed in simultaneous language learning environments at the Early Head Start 

Center. What we learn will help generate knowledge of the Practice-Based Coaching 

model to enhance teacher quality and performance. We hope to publish this study widely 

to make it as beneficial as possible. 

What would I do if I participate? 

If you volunteer to participate in this study, you will be asked to sign a consent form to 

participate in the research. You will then complete a demographic survey, a pre and post 

Practice-Based-Coaching Model Survey. Additionally, you will be assigned a coach that 

will engage in the three components of the Practice-Based Coaching with you. The 

components include action planning, focused observations within the classroom 

environment during scheduled language and literacy sessions and give you face-to-face 

performance feedback based on her/his observations of your teaching practices. You will 

be asked to meet with your coach weekly for 30 minutes to complete each component. 

After each meeting, you will be asked to write a weekly reflexive journal of your 

experiences with each component. Lastly, you will be asked to participate in a 30-minute 

audio recorded focus group interview facilitated by the researcher at the end of the 

research.  

Can I quit if I become uncomfortable? 

Yes, absolutely. Your participation is completely voluntary. Dr. Smit and the Institutional 

Review Board have reviewed the research proposal and think you can participate 

comfortably. You may skip any task or question you do not feel comfortable participating 

in. If you decide not to participate or you want to stop once you have started, inform the 

researcher. There are no penalties or consequences of any kind if you decide that you do not 

want to participate. However, we appreciate your full participation.   

How long will my participation take? 

We are asking for your participation during a four-week period of your time. Initially, 

you will be asked to spend 15 to 30 minutes in completing a demographic survey, a pre 

and post Practice-Based-Coaching Model Survey. After, you will engage in practice-

based coaching activities with your coach. These activities will be done weekly at a time 
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convenient for you and the coach and will not exceed 30-45 minutes. At the end of the 

research, you will be asked to participate in a 30-minute audio recorded focus group 

interview.  

How are you protecting privacy? 

Your name will not be listed nor linked to any documentation, reports, publications or 

presentations. The researcher will use pseudonyms names to protect your identity and no 

personal information will be shared. The data will be stored in a locked cabinet in a 

locked office. The researcher will be the only one with access to your information. Please 

be advised that the researcher will take every precaution to maintain confidentiality of the 

data. Given the nature of the focus group interview, it is imperative that you consent to 

respect the privacy of your fellow participants and not repeat what is said in the focus 

group interview to others. 

How will I benefit from participating? 

There is no monetary benefit in your participation. You will, however, provide valuable 

information that can enhance the body of knowledge and skills to effectively implement 

evidence-based professional development for teachers.  

What are the risks for participating? 

There are no known foreseeable risks for participating in this study. There will be no 

penalties or consequences of any kind for the participants as their experiences and 

performance in the study are confidential and will not be shared with administrators or 

others for performance evaluative purposes.  

I have some questions about this study. Who can I ask? 

• The study is being conducted by Julia Cuevas, a Texas Tech doctoral candidate, 

under the supervision of Dr. Julie Smit from the Department of Curriculum and 

Instruction at Texas Tech University. If you have questions, please contact her at 

juliagcuevas@ttu.edu  

• TTU also has a Board that protects the rights of people who participate in 

research. You can call to ask them questions at 806-742-2064. You can mail your 

questions to the Human Research Protection Program, Office of the Vice 

President for Research, Texas Tech University, Lubbock, Texas 789409, or you 

can email your questions to hrpp@ttu.edu.  
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Appendix F 

Adult Consent Form for Caregivers 

What is this project studying? 

The study is called, "Implementing the Practice-Based Coaching Model in Early Head 

Start Toddlers’ Classrooms Using Biliteracy Instruction: A Descriptive Case Study.” It 

will investigate the effects of the Practice-Based Coaching professional development 

model utilized by coaches and Early Head Start caregivers. The researcher will measure 

caregiver performance after receiving professional development by the assigned coach 

related to emerging biliteracy instruction in classrooms where toddlers are immersed in 

simultaneous language learning environments at the Early Head Start Center. What we 

learn will help generate knowledge of the Practice-Based Coaching model to enhance 

teacher quality and performance. We hope to publish this study widely to make it as 

beneficial as possible. 

What would I do if I participate? 

If you volunteer to participate in this study, you will be asked to sign a consent form to 

participate in the research. You will then complete a demographic survey, a pre and post 

Practice-Based-Coaching Model Survey. Additionally, you will be assigned a coach that 

will engage in the three components of the Practice-Based Coaching with you. The 

components include action planning, focused observations within the classroom 

environment during scheduled language and literacy sessions and give you face-to-face 

performance feedback based on her/his observations of your teaching practices. You will 

be asked to meet with your coach weekly for 30 minutes to complete each component. 

After each meeting, you will be asked to write a weekly reflexive journal of your 

experiences with each component. Lastly, you will be asked to participate in a 30-minute 

audio recorded focus group interview facilitated by the researcher at the end of the 

research.  

How will I benefit from participating? 

There is no monetary benefit in your participation. You will, however, provide valuable 

information that can enhance the body of knowledge and skills to effectively implement 

evidence-based professional development for teachers.  

What are the risks for participating? 

There are no known foreseeable risks for participating in this study. There will be no 

penalties or consequences of any kind for the participants as their experiences and 

performance in the study are confidential and will not be shared with administrators or 

others for performance evaluative purposes.  
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Can I quit if I become uncomfortable? 

Yes, absolutely. Your participation is completely voluntary. Dr. Smit and the Institutional 

Review Board have reviewed the research proposal and think you can participate 

comfortably. You may skip any task or question you do not feel comfortable participating 

in. If you decide not to participate or you want to stop once you have started, inform the 

researcher. There are no penalties or consequences of any kind if you decide that you do not 

want to participate. However, we appreciate your full participation.   

How long will my participation take? 

We are asking for your participation during a four-week period of your time. Initially, 

you will be asked to spend 15 to 30 minutes in completing a demographic survey, a pre 

and post Practice-Based-Coaching Model Survey. After, you will engage in practice-

based coaching activities with your coach. These activities will be done weekly at a time 

convenient for you and the coach and will not exceed 30-45 minutes. At the end of the 

research, you will be asked to participate in a 30-minute audio recorded focus group 

interview.  

How are you protecting privacy? 

Your name will not be listed nor linked to any documentation, reports, publications or 

presentations. The researcher will use pseudonyms names to protect your identity and no 

personal information will be shared. The data will be stored in a locked cabinet in a 

locked office. The researcher will be the only one with access to your information. Please 

be advised that the researcher will take every precaution to maintain confidentiality of the 

data. Given the nature of the focus group interview, it is imperative that you consent to 

respect the privacy of your fellow participants and not repeat what is said in the focus 

group interview to others. 

I have some questions about this study. Who can I ask? 

The study is being conducted by Julia Cuevas, a Texas Tech doctoral candidate, under the 

supervision of Dr. Julie Smit from the Department of Curriculum and Instruction at Texas 

Tech University. If you have questions, please contact her at juliagcuevas@ttu.edu  

TTU also has a Board that protects the rights of people who participate in research. You 

can call to ask them questions at 806-742-2064. You can mail your questions to the 

Human Research Protection Program, Office of the Vice President for Research, Texas 

Tech University, Lubbock, Texas 789409, or you can email your questions to 

hrpp@ttu.edu.  

___________________          _______________________    _______________________ 

Signature   Printed Name            Date 
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Appendix G 

Caregiver's Self-Assessment of the Practice-Based-Coaching (PBC) Model 

Directions: Please take a moment to assess your knowledge of the PBC Model. Put an 

"X" in the box that fits your response best.  

Question 1 

Strongly  

Disagree 

2 

Disagree 

3 

Neutral 

4  

Agree 

5  

Strongly 

Agree 

1. Having emergent biliteracy training would 

be useful for my performance in the 

classroom. 

     

2. I believe that emergent literacy teaching 

would be beneficial to young children who 

need language and literacy support. 

     

3. I would be able to implement bilingual 

reading and writing instruction. 

     

4. I would be able to create meaningful and 

authentic biliteracy contexts without 

coaching support. 

     

5. Training and coaching would make me 

more comfortable and fluent in conducting 

activities/lessons regarding phonological 

awareness, concepts of print, alphabet 

knowledge and oral language. 

     

6. I feel practice-based coaching can improve 

teaching skills, knowledge, and practices for 

immersing students in social interactions.  

     

7. Having weekly coaching sessions will be 

worthwhile and will benefit my ability to 

provide appropriate, evidence-based 

emergent biliteracy instruction. 

     

8. Coaching could address my professional 

development needs in emergent biliteracy 

instruction.  

     

9. The most challenging component of the 

PBC model is: 

 

10. I think participating in the PBC Model 

would be beneficial because: 
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Appendix H 

Caregiver Demographic Survey 

Please complete the following survey. Your information will be kept confidential. 

What is your race/ethnicity? 

o Caucasian 

 

o Native Hawaiian or Other 

Pacific 

o Black/African American  o Latino 

o American Indian/Alaska Native o Asian 

 o Other 

 

Do you speak another language other than English? 

o Yes Please indicate that language(s):  

o No  

 

Please indicate your age: 

________________________________________________ 

What is your completed level of education? 

o High school o Some college (4-year) 

o Some college (2-year) o 4-year college  

o 2-year college o Master’s degree 

 o Other 

  

 

How many years have you worked with young children? 

________________________________________________ 

 

Thank you for your participation! 
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Appendix I 

Texas Tech University’s Institutional Review Board Approval 
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Appendix J 

Fidelity Checklist for the Practice-Based Coaching Model 

Goal Creation Completed √ Not Completed X  

Coach initiates meeting with positive greetings.   

Coach asks the caregiver what he/she would like to work on 

regarding emergent biliteracy practices.  

  

Coach assist the caregiver complete a needs assessment form to 

determine emergent biliteracy goal.  

  

Planning   

Coach provides suggestions to the caregiver about the 

implementation of the selected emergent biliteracy goal. 

  

Coach provides demonstrations and/or uses video to provide 

education.  

  

Coach assist the caregiver in making a teaching practice action 

plan about the implementation of emergent biliteracy practice.    

  

Coach summarized the meeting and reiterate the teaching practice 

action plan.  

  

Coach confirms the upcoming observations.    

Focused Observation Live Observation  

 Completed √ Not Completed X 

Conducted   

Coach completed the Focused Observation Form   

Reflection and Feedback   

Coach initiates meeting with positive greetings.    

Coach reviews the current action plan goal.    

Coach provides the caregiver with a reflection of what was 

observed.  

  

Coach provides supportive feedback with examples on 

caregiver’s use of strategies related to the relevant action plan 

goal. 

  

Coach provides constructive feedback that is non-judgmental and 

include suggestions for improvement related to the relevant action 

plan goals.  

  

Coach asks teacher to think about what he/she would like to focus 

on next for upcoming planning meeting.  

  

Coach asks caregiver if he/she has any questions or concerns.   

Coach ends meeting with a summary.     
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Appendix K 

Observation Checklist of Indicators of Emergent Biliteracy Teaching Practices 

 The teacher uses both child-initiated and teacher-planned experiences to effectively 

guide children's language and literacy learning.  

Teaching Practices Observed Comments  

 Yes No  

Language Interactions in Spanish and English     

Frequent conversations    

Back and forth exchanges     

Congruent responding    

Encourage peer conversations    

Asks open-ended questions    

Questions are more than one-word responses    

Allow time for students to respond    

Repeats     

Extends/elaborate     

Self-and Parallel Talk     

Maps own actions with language     

Maps students’ actions with language     

Uses a variety of words    

Connects familiar words and ideas    

Code-switches during the dialogue/conversations     

                                                                                            TALLY    

Literacy Learning in Spanish and English    

Uses songs, stories, games, and rhymes that play with language    

Reads to individual children and to very small group of children 2-3 

times daily  

   

Interacts with children while reading     

Associates reading with pleasure    

Point to the pictures in a book     

Label parts of a book    

Uses facial expressions    

Varied vocal tones and gestures     

Connects words with children's real-life experiences at home    

Uses songs and finger plays to model rhyming     

Introduces new vocabulary    

TALLY    

Writing in Spanish and English    

Encourages development of writing skills    

Draws attention to writing    

Points out print in the environment    

Offers experiences with writing and drawing tools     

Total                                                                                         TALLY    
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Appendix L 

Practiced Based Coaching Model Training Manual 

Overview of the Study 

➢ Purpose of the Study  

➢ Roles and Responsibilities for Coaches  

➢ Data Collection  

▪ Consent Form, Demographic Survey, Pre and Post Self-Assessment 

▪ Focus Group "Platica" Interview with coaches 

▪ Fidelity Checklist for PBC  

▪ Reflexive Journal  

Overview of Practice-Based Coaching Model 

➢ What is it? 

➢ Why is it important? 

➢ How to implement it? 

➢ 10 Tips for Coaches   

Practice-Based Coaching Model Components and Procedures  

            Handouts from the National Center on Quality Teaching and Learning (2012) 

➢ Component 1: Shared Goals and Action Planning  

▪ What are shared goals and action planning? 

▪ Why is shared goals and action planning important?  

▪ How to do it? 

▪ Needs Assessment Form for emergent biliteracy instruction 

▪ Teaching Practice Action Plan Form 

➢ Component 2: Focused Observations  

▪ What is a focused observation? 

▪ Why is a focused observation important? 

▪ How to do a focused observation?  

▪ Using a Focused Observation Form 

➢ Component 3: Reflection and Feedback  

▪ What is reflection and feedback? 

▪ Why is reflection and feedback important? 

▪ How to do it? (Coaching support strategies) 

▪ Coaching Component and Reflection Sheet 

➢ Overview of the Ecological Model for Emergent Biliteracy (Reyes & Azuara, 

2008) 

➢ Navigation to ECLICK for Teaching Practices Support for Caregivers  

➢ Effective Practice Guides -Language and Literacy for DLLs 
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Appendix M 

Coaching Agreement 
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Appendix N 

Needs Assessment of Caregivers for Emergent Biliteracy Practices 

 

Emergent Biliteracy 

Practices 

I am doing this now... Change 

Needed?  

Priority 

(Top 5) 

Notes  

 Never     Seldom    Sometimes      Usually   Always  Yes   No   

 

1. Talk with children in 

the assigned language 

by teachers regularly  

throughout the day.  

 

 

 

   1           2              3             4            5   

   

 

2. Use songs, stories, 

games, and rhymes that 

play with language in 

Spanish and English.  

 

 

   1           2              3             4            5   

   

 

3. Promote 

phonological awareness 

by drawing children's 

attention to the sounds 

of language in Spanish 

and English.  

 

 

 

   1           2              3             4            5   

   

 

4. Read culturally 

relevant books to 

individual children and 

to small groups of 

children two to three 

times daily.  

 

 

 

   1           2              3             4            5   

   

 

5. Read and interact 

with children while 

reading with open-

ended questions.   

 

   

 

  1           2              3             4            5   

   

 

6. Encourage the 

children's 

developmental writing.  

 

 

   1           2              3             4            5   
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Appendix O 

PBC Model- Component 1: Action Plan Form 
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Appendix P 

PBC Model- Component 2: Focused Observation Form 
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Appendix Q 

Reflexive Journal Template for Participants 

 

 

 

Reflexive Journal 

 

Record your thoughts, feelings, experiences, and ideas related to the PBC 

implementation and/or participation with corresponding dates. 

What happened?  How do I feel about it? What did I 

learn?  
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Appendix R 

Caregivers’ “Platica” Questions 

1. How was your experience with the Practice-Based Coaching model?  

2. How did the Practice-Based Coaching model affect your teaching regarding emergent 

biliteracy instruction? 

a. How has it helped you to plan for reading and writing instruction? 

b. How has it helped you to conduct activities/lessons regarding 

phonological awareness, concepts of print, alphabet knowledge and oral 

language? 

c. How has it helped you to assess student writing and reading? 

d. How has it helped you to create meaningful and authentic biliteracy 

contexts?  

e. How has it helped you immerse students in social interactions?  

 3. How did the Practice-Based Coaching model affect your students' emergent biliteracy 

development? 

a. What changes have you seen in your students? 

4. What are your thoughts about the three components of the Practice-Based Coaching 

model (create goals and action plan, focused observations and reflection)? 

a. For example, were the modeled lessons helpful? Why or why not? 

b. Were the resources helpful? Why or why not? 

c. Was the group planning and interaction helpful? Why or why not? 

d. Were the reflections helpful? Why or why not? 

5. What changes, if any, would you make to the Practice-Based Coaching model to be 

more effective? Why? 
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Appendix S 

Coaches’ “Platicas” Questions 

1. How was your experience implementing the Practice-Based Coaching model as a 

mentor coach? 

2. What component of the Practice-Based Coaching model did you find most useful? 

Why? (Creating goals and action plan, focused observations, and reflection) r 

3. How did the Practice-Based Coaching model affect caregivers' emergent biliteracy 

practices in the classroom? Think of a particular example.  

a. How has it helped caregivers plan for reading and writing instruction? 

b. How has it helped caregivers conduct activities/lessons regarding 

phonological awareness, concepts of print, alphabet knowledge and oral 

language? 

c. How has it helped caregivers assess student writing and reading? 

d. How has it helped caregivers create meaningful and authentic biliteracy 

contexts?  

e. How has it helped caregivers immerse students in social interactions?  

4. How did the Practice-Based Coaching model affect students' emergent biliteracy 

learning? For example, what changes have you noticed about the reading, writing and 

language instruction?  

5. What recommendations do you have to make the Practice-Based Coaching model more 

effective? 

 


