
ABSTRACT 

KAPA, RYAN ROBERT. Exploring Novice Teachers’ Perceptions of Coaching 

Competency.  (Under the direction of Dr. Heather Davis.) 

This study sought to examine how novice (beginning) teachers’ perceived the 

competency of their instructional coaches and whether or not these perceptions affected their 

evaluation scores using the CLASS Observation tool.  Novice teachers from the North 

Carolina New Teacher Support Program’s (NC NTSP) Center for School Leadership and 

Development region were sent a survey that asked questions about their coach’s 

competencies around five sub-scales (Helping Relationships, Instructional Effectiveness, 

Promoting Reflection, Meeting Individual Needs, and Promoting Growth) to see if this 

affected growth on the instructional domain of the CLASS tool.  Teachers were sent the 

survey through email and asked to participate.  Data that was collected was blinded and 

coded before analysis was run using SPSS software.  The data was used to generate 

correalations among the five sub-scales, as well as CLASS scores from the instructional 

domain for pre- and post-observations.  This study sought to answer questions about how 

closely sub-scales of the survey were related to one another, how closely responses from the 

survey were able to predict CLASS observation scores, and the overall feelings of beginning 

teachers from the NC NTSP.  Results showed high correlations among the sub-scales, as well 

as some correlations among the sub-scales and Analysis and Inquiry and Instruction 

Dialogue dimensions of the instructional domain of CLASS.  Due to a low-response rate 

(13%), no conclusive results were made as to whether or not perceptions of coaches affected 

CLASS scores.  The high correlation among the sub-scales makes the survey something that 

could be considered for further research into this topic. 
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CHAPTER 1: Introduction 

 Instructional coaching of teachers has found itself developing quite a niche in the 

field of education (Marsh, McCombs, and Martorell, 2009; Denton and Hasbrouck, 2009; 

Aguilar, 2013).  With increased attention paid to high-stakes testing and teacher 

retention, districts are looking to instructional coaches to provide support and guidance 

to their teachers.  What is not so clear is what the role of an instructional coach is and 

how effective coaches are in impacting teacher growth and student achievement.  The 

title of “instructional coach” has many definitions, but it is generally though of as 

someone who is an expert in educational practice and helps to implement effective 

instructional strategies, a mentor and confidant, and a skilled leader and relationship 

builder who provides academic and emotional support (Marsh, McCombs, and 

Martorell, 2009; Denton and Hasbrouck, 2009; Nolan and Palazzolo, 2011; Aguilar, 

2013).  Looking at the way it is defined makes it an attractive concept for districts and 

school systems to consider.  Julie Marsh, Jennifer McCombs, and Francisco Martorell 

(2009) have recently reported that teachers who work with an instructional coach were 

more likely to try new effective strategies in the classroom with more success than 

other teachers, as well as use more effective management strategies and work with 

instructional objectives more appropriately (p. 6).  For beginning teachers, this can be 

the difference between surviving each week and month or leaving the profession 

entirely. 

 Instructional coaches are often teachers who have been in the profession for 

many years and seen as the most successful members of their school communities 

(Marsh, McCombs, and Martorell, 2009; Denton and Hasbrouck, 2009; Nolan and 



2 

 

 

 

 

Palazzolo, 2011; Aguilar, 2013).  Frequently, they are referred to as experts in their 

field.  However, this has sparked a lively debate about how the idea of being an expert 

verses simply having expertise affects the role of a coach.  Kreber (2002) points out that 

just because someone is an expert does not necessarily always guarantee that someone 

is efficient and effective at their craft, especially in the field of teaching (p. 13).   Due to 

the constantly changing environment of education, teachers must adapt and strive to 

professional develop themselves in order to stay on top of new ways to engage children.  

If they choose not to do so, they may still excel in the classroom, but they then may not 

have the expertise that others possess.  Further, Bransford, Brown, and Cocking (2000) 

posit the notion that expertise is field dependent and being successful in one area may 

not translate to other areas.  This raises a good point, as often, coaches are hired based 

on former success as teachers.  There is no guarantee that they will succeed in a 

coaching role. 

 The realities of the educational world also force teachers to confront numerous 

evaluations and assessments of their performance as a part of their jobs.  This has only 

helped increase the popularity of instructional coaching as a way to improve teacher 

performance. Ball and Cohen (1999) argue teachers need to be lifelong learners who 

sharpen their practice and knowledge base (p. 8-9).  Coaching is a vehicle that can help 

teachers constantly refine their craft.  Seeking the help of experts allows teachers to 

work on skills that come up as a part of their evaluations, such as incorporating literacy 

into their curriculum.  Denton and Hasbrouck (2009) discuss the roles of literacy 
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coaches who have greatly improved student achievement and shaped teacher roles and 

effectiveness.  More and more the positive effects of coaching have been witnessed.  

Teachers, as well as school administrators, are looking to innovative, dedicated 

professionals that can assist in their growth and transform schools into beacons of 

learning for their students. 

 1.1 Context 

 School systems that find themselves with the label of a “struggling district” or 

problems with teacher retention often look for any means that can fix their troubles.  

Frequently, they are turning to instructional coaching as a system that will come in, 

work with their teachers, and positively impact student achievement.  Coaches are then 

brought in, introduced to the faculty, and sent out to work with individual teachers.  In 

order for coaches to begin effective work with teachers, they must gradually develop 

trust with those they will be assisting.  Building a relationship of trust takes time, and 

this length often leaves them little time to work with teachers on the other aspects of 

their careers (planning, executing, differentiating, etc.).  It is therefore essential that 

coaches know how to create atmospheres of trust, and healthy, helpful relationships so 

that the hard work can begin as early as possible.  This is what allows for effective 

teacher development. 

 In order to judge whether a teacher is improving or declining, classroom 

observations are a frequent requirement of the instructional coaches job.  Often, 

coaches try to find several times throughout the year to assess the development of their 
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teachers.  Usually, an observation takes places early in the year, to set a baseline for the 

skills their teachers possess.  After working with them for weeks or month, another 

observation usually takes place and results are compared.  Observations allow coaches 

to find areas of weakness in teachers; this gives them a chance to show them effective 

instructional practices to implement in the classroom.  When later observations occur, 

coaches can see whether the work they have put in has truly assisted the teacher or if 

they need to continue down the same path.  Ultimately, the goal is to see growth in their 

teachers; however, it is not uncommon for teachers to decline, causing coaches to 

continue their work. 

 One part that is often missing in the coach/teacher dynamic is the ability for 

teachers to have a voice in the process.  Often, teachers are simply instructed to do as 

the coach says in order to improve.  The opinion of the teacher is often left unspoken.  

This study sought to give teachers a chance to articulate their perceptions about their 

coach’s abilities.  They were able to do so anonymously, with the hope that the 

information gathered could be used to create stronger instructional coaches.  

 1.2 Purpose 

 The purpose of this research study was to explore novice teachers’ perceptions 

of their instructional coach and judge the effects of these perceptions on their CLASS 

Observation scores.  In order to do this, a survey was designed to allow participants to 

rate their coaches on five sub-scales (Helping Relationships, Instructional Effectiveness, 

Promoting Reflection, Meeting Individual Needs, and Promoting Growth) using a Likert 
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scale ranking system (1=lowest, 5=highest).  It was sent out in the fall of 2013 and the 

spring of 2014 to allow participants from the 2012-13 and 2013-14 cohorts to respond.  

Data was then gathered in the spring of 2014 and analyzed using SPSS software. 

 The objective of the study was to determine if perceptions of coaches could be 

used to predict scores on pre- and post-CLASS observations.  Intuitively, a teacher with 

high perceptions of the coach’s ability would score highly on the CLASS Observation 

tool, while a teacher with low perceptions would score lower.  This theory was tested 

and assessed after data was gathered, coded, and analyzed.   

 1.3 Limitations 

 While the methodology was closely followed and scrutinized, this study 

experienced some limitations that affect its generalizability.  One of the first limitations 

had to do with the overall sample of the study.  Only beginning teachers being served by 

the North Carolina New Teacher Support Program (NC NTSP) Center for School 

Leadership and Development (CSLD) instructional coaches were surveyed.  

Additionally, these teachers were all from low-performing schools in five specific 

districts.  This excluded a large number of teachers from the beginning of the study.  

Second, only a small number of teachers elected to respond and participate in this 

study.  The total numbers, 56, represented only 13% of the possible respondents to 

whom the survey was sent out.  Of these 56 respondents, 43 were female teachers.  

While females make up a much larger portion of the educational workforce, male 

teachers are not uncommon.  With a response rate of 77% female, there is some issue to 
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how the results could be generalized to male teachers.  Further, some teachers 

misinterpreted the directions of the study or were uncertain about whom to answer the 

survey about.  A few teachers filled out the survey specifically for me, even if I was not 

there instructional coach at the time.  Some teachers also had several coaches 

throughout their school year, due to staffing changes made within the team.  Also, some 

teachers provided initials that did not match any coaches on the team.  Lastly, while 

participants were assured in the email text and consent form that their responses 

would not be seen by their instructional coach or anyone from the NC NTSP until they 

were blinded and coded, this may have influenced how they answered questions on the 

survey. 

 1.4 Personal Background 

 Upon entering North Carolina State University, I was intrigued by the idea of 

how a teacher interacts with and perceives his or her coaching experience affecting 

their growth and performance in the classroom.  Through a discussion with my adviser, 

I was able to articulate what data my program had available and what we could use to 

find an answer to this question.  After working with Pianta’s CLASS Observation tool in 

the fall of 2012, I was intrigued by how some teachers could appear to deliberately shift 

their scores during an observation for several dimensions of the tool, with the 

exception of the Instructional Domain.  I wanted to focus specifically on the Analysis and 

Inquiry, Quality of Feedback, and Instructional Dialogue dimensions of the domain.  

These were challenging aspects for beginning teachers to master, and I believed they 
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required much forethought to master and could not simply be achieved by altering the 

lesson upon a coach conducting an observation.  In meeting with Dr. Davis, we began to 

discuss the idea of tying a survey assessing teacher’s beliefs about the effectiveness of 

their coach to how they performed on CLASS observations. 

 In spring of 2013, survey development centered on effective mentoring and 

coaching standards and teacher perceptions began.  Five sub-scales were developed: 

Helping Relationships, Instructional Effectiveness, Promoting Reflection, Meeting 

Individual Needs, and Promoting Growth.  In the fall of 2013 and spring of 2014, data 

collection began on the 2012-13 and 2013-14 cohorts.  It was here that the intrigue 

peaked for me.  Waiting to see what teachers thought about their coaches and how it 

impacted development in the classroom left me eager to begin data analysis. 

 As a coach working for the NC NTSP, I had a particular interest in how 

instructional coaching affects teacher growth, especially when factoring in the 

responses of individual teachers.  Having left the classroom after my third year of 

teaching, I was brand new to the coaching field.  Throughout my entire first year with 

NC NTSP, I questioned my effectiveness in truly impacting teachers.  By allowing 

teachers to provide responses about their perceptions of coaches, it allows for a greater 

understanding of what teachers feel they need, better ways to offer assistance, and the 

things coaches need to change when they are working with teachers.  Further, after 

scoring observations of teachers in the classroom, it allows for critical thinking to be 

done based on whether a teacher grew, declined, or remained the same. 
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 Asking for a teacher’s opinion and input also helps a teacher feel valued.  When 

working with teachers, I try to always ensure that they are involved in setting the 

agenda and feel as though outcomes have been met at the end of each session.  

However, in face-to-face visits, there is always some uncertainty to whether or not 

someone is telling the whole story or being agreeable simply to avoid conflict.  By 

creating an anonymous survey, teachers had a chance to articulate their true feelings.  It 

was my hope that this would foster an opportunity for valuable feedback to be provided 

to allow coaches to grow in their work and offer more tangible assistance to their 

teachers. 

 1.5 Organization of Thesis 

 This thesis is divided into five chapters.  The first provides an introduction and 

overview of the study, as well as the context in which it was developed.  The second 

reviews literature relevant to the field of instructional coaching, relationship building, 

and classroom observation and assessment tools.  The third chapter reviews the 

methodology associated with the study, as well as information about the participants 

and their selection and the data analysis that was completed.  The forth chapter reviews 

the findings and results of the study, focusing on three distinct research questions, 

including one that features some responses from participants about their coaching 

experience.  The last chapter discusses conclusions that can be reached from the study 

and implications for future research related to this study. 

Keywords:  Instructional Coaching, novice teachers, Integrated Learning Framework 
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(ILF), Helping Relationships, Instructional Effectiveness, Promoting Reflection, Meeting 

Individual Needs, Promoting Growth, CLASS Observation Tool, Analysis and Inquiry, 

Quality of Feedback, Instructional Dialogue 

Definition of Key Terms: 

Instructional Coaching is the act of an expert educator providing academic and emotion 

support and assistance to teachers through observation, classroom assistance, 

reflection, and many other areas designed to promote growth in the profession (Marsh, 

McCombs, and Martorell, 2009; Denton and Hasbrouck, 2009; Nolan and Palazzolo, 

2011; Aguilar, 2013). 

Novice teachers (also known as beginning teachers) are those who have taught less than 

three years in the state of North Carolina (NCDPI, 2014). 

Integrated Learning Framework (ILF) is a theory designed to provide guidance in a 

mentor/mentee working relationship in order to assist a teacher in professional growth 

(Reiman and Peace, 2004). 

Helping Relationships is a sub-scale on the Perceptions of Coaching Competency survey 

that explores how well a coach was perceived to build healthy rapport with a teacher 

(Reiman and Peace, 2004; NCDPI, 2010). 

Instructional Effectiveness is a sub-scale on the Perceptions of Coaching Competency 

survey that explores how well a coach was perceived to impact instructional and 

academic practices in the classroom (Reiman and Peace, 2004; NCDPI, 2010). 

Promoting Reflection is a sub-scale on the Perceptions of Coaching Competency survey 
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that explores how well a coach was perceived to assist teachers in thinking critically 

and prompting self-analysis of their skills (Reiman and Peace, 2004; NCDPI, 2010). 

Meeting Individual Needs is a sub-scale on the Perceptions of Coaching Competency 

survey that explores how well a coach was perceived to understand the types of 

support and guidance a teacher desired (Reiman and Peace, 2004; NCDPI, 2010). 

Promoting Growth is a sub-scale on the Perceptions of Coaching Competency survey that 

explores how well a coach was perceived to guide a teacher in confronting challenging 

and difficult situations (Reiman and Peace, 2004; NCDPI, 2010). 

Analysis and Inquiry is defined as “how teachers promote higher-order thinking skills 

(e.g., analysis and integration of information, hypothesis testing, metacognition) and 

provide opportunities for application in novel contexts (Pianta, Hamre, and Mintz, 

2012). 

Quality of Feedback is defined as “how teachers extend and expand students’ learning 

through their responses and participation in activities” (Pianta, Hamre, and Mintz, 

2012). 

Instructional Dialogue is defined as “how teachers use structured, cumulative 

questioning and discussion to guide and prompt students’ understanding of content” 

(Pianta, Hamre, and Mintz, 2012). 

 

 

 



11 

 

 

 

 

CHAPTER 2: Literature Review 

 As counties and districts in the United States try to increase student achievement and 

test scores, they have turned toward finding experienced, capable instructional coaches to 

serve as mentors and trainers for teachers (Marsh, McCombs, and Martorell, 2009; Denton 

and Hasbrouck, 2009; Nolan and Palazzolo, 2011; Aguilar, 2013).  It is the hope that 

professional coaches can help teachers integrate effective instructional strategies and 

practices in their classrooms.  Despite the influx of instructional coaches into schools, little is 

known about the effects of instructional coaches on teacher performance and student 

achievement.  However, the North Carolina Department of Public Instruction (2006) 

considers instructional coaching (along with professional development and integration of best 

practices from effective schools) one of its three tiers for school transformation of low 

achieving schools (NCDPI).  In this study, novice teachers were surveyed in an effort to 

determine whether their perceptions of their instructional coach affected their pre- and post-

CLASS Observation scores. 

 In the last few decades, instructional coaching has become a relatively new practice.  

Because of this, little data and information are available to determine the effects on teacher 

performance and growth, as well as how much instructional practice is changed (for the 

better) to impact student achievement (Marsh, McCombs, and Martorell, 2009; Heineke, 

2013).  Further, Marsh, McCombs, and Martorell (2009) note that many studies focus strictly 

on coach at an elementary level, with only a few emerging in secondary schools (p. 876).  

For the purpose of this study, instructional coaching was researched and studied separately 



12 

 

 

 

 

from other assistance provided to teachers (such as mentoring programs).  The lack of 

relevant information does not allow for a greater understanding of the positives (or negatives) 

of instructional coaching.  It prevents a true comprehension of the efficacy of coaches who 

are directly working with teachers to improve their performance in the classroom. 

 While little is known about the impact of instructional coaches, more is known about 

what is expected of coaches in the classroom.  Coaches are expected to meet with teachers 

individually or in professional learning communities, supporting them on lesson plans, 

assessments, and management plans; they are also expected to provide feedback after 

observations, find ways to improve student achievement in their mentee’s classes, and 

develop professional skills involving interactions with administration and parents (Denton 

and Hasbrouck, 2009; Teemant, Wink, and Tyra, 2010; Nolan and Palazzolo, 2011).  

Additionally, many coaches are expected to truly become experts in given content areas, such 

as reading or mathematics, allowing for the specialization to implement the most efficient, 

engaging strategies (Marsh, McCombs, and Martorell, 2009; Neuberger, 2013).  The tasks 

and expectations of instructional coaches are many and daunting.  With no solid definition of 

a “coach”, their role is ever changing.  This makes it challenging and difficult to gather 

empirical data on their impact and success.  Beyond this, some coaches may fail to help their 

teachers due to all that is asked of them.  Limiting the scope of their work may be one way to 

garner more insightful data and ensure that coaches affect student achievement and teacher 

growth positively. 
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 Gathering data and judging the efficacy of a teacher would not be possible if coaches 

did not work toward establishing a relationship. Reiman and Peace (2004) developed The 

Integrated Learning Framework (ILF) for Teacher Professional Development.  The ILF 

contends building trust and respecting prior experience of the mentor as the initial step for 

starting a mentor/mentee partnership.  Without mastering this first step, it would be 

extremely difficult to advance on the framework, and even more so to advise and guide 

mentees.  According to the ILF, the relationship aspect of instructional coaching cannot be 

understated.  It is crucial to spend time on this first step, because without it, the teacher may 

not value the advice, support, and feedback being provided. 

 This study is poised to make several contributions to the literature.  It will further the 

understanding of the work that coaches do, as well as the impact they have on teacher 

performance.  Further by allowing teachers to provide feedback and open-ended responses, 

their opinions and input are considered.  This creates a system that will allow coaches to 

tailor better support and find out what teachers truly need and desire from coaching.     

 While conducting the literature review for this study, three main areas were explored 

and examined.  Relationship building, classroom observations and tools to assess teacher 

growth, and instructional coaching were all germane to this particular research study.  All of 

these factors are critical to a successful teacher/coach relationship and play a pivotal role in 

development of beginning teachers.   
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 2.1 Relationship Building 

 One of the key components of a successful teacher/coach partnership is their ability to 

build a relationship with one another.  Many educators, reformers, and authors have written 

about the importance of a well developed, trusting relationship being a precursor for growth 

and success within a school.  A lot of work must be put in by both parties to establish a 

comfort level with one another that allows for open, honest communication.  When this is 

found, it creates a foundation that fosters a true ability to build a relationship. 

 A variety of factors are attributed to the necessity of relationship building between 

educators and their coaches or mentors.  Tschannen-Moran and Hoy (2000) emphasize the 

need for trust within schools, in order for key reforms to take place, as well as greater 

organization and cooperation (p. 548-49).  They go on to discuss how building trust creates 

openness, vulnerability, reliability, and confidence, where are key virtues in assisting and 

aiding a beginning teacher as an instructional coach (p. 556-57).  Neurenberger (2011) 

furthers the belief that trust is a crucial to any teacher/coaching relationship.  He emphasizes 

the need for the teacher and coach to generate a rapport, in order for feedback that is truthful 

and effective at creating change in the teacher’s class.  Finally, Ippolito (2010) details how a 

directive coaching relationship (one where the coach is viewed as an expert, emphasizing 

which instructional practices should be used) should be the primary coaching method while 

trust and comfort is being established, in order to truly impact students in the school (p. 165).  

All parties understand how futile any attempts at assistance in the classroom would be 

without taking the time to develop a personal connection.  Lastly, Pittenger and Heimann 
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(2000) touch on the idea of self-efficacy as being an influential trait necessary for a quality 

mentoring relationship (p. 165).  By possessing this trait, the coach is able to delve into ways 

that the teacher can be help and utilize all of their talent to the fullest capability. 

 2.2 Classroom Observations and Tools 

 Another area examined in this study is the use of classroom observation tools to 

assess the growth that teachers are making in their classrooms.  Classroom observation is a 

major part of a beginning teacher’s life, and the effects and results of these observations play 

a big role in their development.  Since this study details the effects of the North Carolina 

New Teacher Support Program’s instructional coaching on teacher effectiveness, the CLASS 

Observation tool designed and developed by Pianta is analyzed and studied carefully.  The 

main focus from the CLASS Observation tool is the instructional support dimension, and 

whether or not instructional coaching positively (or negatively) influences Analysis and 

Inquiry, Quality of Feedback, and Instructional Dialogue of the teacher. 

 Classrooms are the centers of learning and development for both students and 

teachers.  Pianta and Hamre (2009) share the idea that observations are necessary to see 

whether or not teachers are making growth, as well as impacting student achievement (p. 

110).  They also argue that the reliability and validity of observation tools is critical to 

ensuring that teacher growth (or lack thereof) can be measured effectively.  Pianta’s CLASS 

observation tool is one that is widely used to determine the effects of instruction on student 

achievement.  Allen et al. (2013) review the CLASS Observation tool and its predictive 

effects on student achievement in a recent study.  They contend that careful observation and 
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debriefing can play a major role in developing a teacher and pushing student achievement 

forward. 

 The CLASS Observational tool is one of many observation systems in use in K-12 

school systems.  Pianta’s observation system is comprised of three domains: Emotional 

Support, Classroom Organization, and Instructional (Pianta, Hamre, and Mintz, 2012).  

Pianta et al. (2012) include the Emotional Support domain on the CLASS Observation tool 

based on research that indicates connections with students, as well as autonomy (for both 

teachers and students) and relevance to student lives are crucial to school success (p. 2).  

Pianta et al. (2012) include the Classroom Organization domain because of knowledge that 

students function at their best when they are well-behaved (due to consistent procedures and 

routines), have things to do, and are engaged in activities (p. 3).  Pianta et al. (2012) include 

the Instructional domain because learning is more than simply memorizing facts and 

consistent, process-oriented feedback with a focus on critical thinking provides students with 

a more impactful classroom (p. 4). 

 This study focused on the Instructional domain for the purposes of assessing 

observation results.  In particular, the three dimensions from the Instructional domain that 

were analyzed were Analysis and Inquiry, Quality of Feedback, and Instructional Dialogue.  

This domain and accompanying directions were selected for a specific reason.  For beginning 

teachers, these dimensions require a great deal of preparation and planning within each 

lesson.  Additionally, pushing critical thinking and reacting to what students ask or say 

throughout a lesson is something that takes a long time to find success in.  Pianta et al. (2012) 
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stress the importance of the three dimensions included in this study by emphasizing the need 

to pique student curiosity through real-world ill-defined problems, giving feedback that helps 

a student not only reach their goal but strive to go further, and engaging them in spirited, rich 

conversations (p. 5).   

 2.3 Instructional Coaching 

 The focus of instructional coaching made up a large portion of the literature reviewed 

in this study.  Increasing in popularity, instructional coaching is often seen as the panacea for 

how to effect change in a school environment.  Currently, research is being done around what 

coaching is, types of coaching methods, how it affects teacher and student growth, and it’s 

role on instructional practice. 

 The definition of instructional coaching is very fluid and often shifts from school to 

school, county to county, and state to state.  Denton and Hasbrouck (2009) support the idea 

that coaching has many meanings, ranging in activities from observation to lesson modeling 

to assessment creation, believing this to be an act of “ongoing professional development” for 

teachers.  Aguilar (2013) also details the idea that coaching lacks a true definition, and she 

outlines several methods of coaching in The Art of Coaching and their use in schools to 

promote transformation.  Her belief rests in the idea of transformation coaching as the most 

effective type of instructional coaching.  Due to the relative newness of coaching, the lack of 

a substantive definition prevents a universal method to be analyzed and promoted effectively. 

 Beyond a simple definition of what coaching is, the method of coaching is another 

topic that is widely discussed and debated.  Many authors and researchers may differ in what 
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they name their coaching method, but most agree on the process and methods behind 

assisting and growing teachers.  Glickman (1982), Acheson and Gall (1992), and Aguilar 

(2013) all stress the necessity of conferencing (for relationship building, observation cycles, 

goal setting) as a coach and teacher, identifying stages of teacher development to best coach 

that teacher, emphasizing the best instructional strategies for use in the classroom, and the 

best way to develop as a coach.  Acheson and Gall (1992) further their discussion by 

detailing characteristics of good teachers, to assist coaches in fully supporting their teachers 

and giving them traits to look for in their observations.  Aguilar (2013) elaborates on the 

need for coaches to continually be professionally developed, so they can continue to educate 

and improve their teaching skills, as well as their mentees.  It is important to note that despite 

the decades separating these authors, many of their key themes and ideas are similar.  While 

each and every person may not define coaching the same way, there is a level of consensus 

about what it looks like. 

 Other research into coaching dives into more specific areas that a coach can guide the 

growth of their mentees.  By focusing on one particular area or skill, a coach can gradually 

improve a teacher and not overwhelm them.  Poglinco and Bach (2004) tied coaching to a 

professional development model that aimed on group sessions led by coaches (designed to 

create learning communities) and in-class support that provided assistance with topics 

provided at the professional development.  This allowed for teachers to work together with 

their team and grade level members, while picking up valuable instructional strategies to be 

used in the classroom.  Teemant, Wink, and Tyra (2011) discuss how coaching can assist 
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teachers in using “sociocultural instructional practices” to instruct students of various diverse 

backgrounds in their classroom.  This is a critical skill that many beginning teachers lack, as 

their first years are spent primarily adjusting to all that is asked of them in a school.  Finally, 

Reiman and Peace (2002, 2004) break down key strategies and instructional methods that 

create successful teaching and mentoring in the coach/teacher relationship that is aimed at 

promoting student achievement. 

 Central to this study was the use and reference to the Integrated Learning Framework 

(ILF) developed by Reiman and Peace.  The ILF articulates 7 steps that are essential to an 

effective coach/mentee relationship.  The 7 steps of the ILF are:  Contextualized Learning 

and Development, New Role-taking (not role-playing), Guided Inquiry, Balance, Continuity, 

Support and Challenge, and Reflective Coaching (Reiman and Peace, p. 52-53).  The first 3 

steps focus heavily on ensuring that a relationship is developed and cultivated between the 

two members.  Without a healthy relationship, the other 4 steps cannot be done with 

conviction, making it difficult for assistance to be provided and growth achieved.  Reiman 

and Peace (2004) focus the final 4 steps on the action that must be taken in order for 

teacher’s to find success in the classroom.  This includes providing the teacher both 

supporting and challenging the teacher with consistency, while providing a level of balance 

so that the teacher is not overwhelmed (p. 52-53).  Here, coaches may not always enjoy 

success.  If relationships are not created and sustained, engaging in the final 4 steps with 

success and fidelity may be formidable.  Additionally, with large caseloads of teachers to 
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serve, finding continuity and balance is an arduous process.  If these steps are skipped or not 

maintained regularly, instructional and reflective coaching may not be of worth to teachers.   

 Reiman and Peace ultimately pair the ILF with the ideas of cycles of assistance 

developed by Morris Cogan and associates in 1972 (p. 235).  It is the idea that through pre- 

and post-conferencing, observations with focused data collection, lesson modeling and co-

planning, and reflective coaching, teachers will grow as educators (p. 236).  Both the coach 

and teacher are meant to engage fully in this process, working together for the benefit of each 

other and the students.   

 Lastly, this study focused on novice teacher perceptions of their instructional coaches.  

Knowing how novice teachers feel about their mentors is of critical importance.  Pogodzinski 

(2013) notes that the quality of mentoring can vary greatly between teachers, and if a teacher 

believes their mentor to be skilled, he or she may have a better perception of their working 

conditions and their individual skills (p. 6).  Naturally, if a teachers thinks that their coach is 

helpful and effective, they should believe that their skills are improving.  Nolan and 

Palazzolo (2011) further the idea that leadership and confidence should be projected by 

everyone in the building, not just formal administrators or coaches (or those seen as having 

talents) (p. 304).  Additionally, Nolan and Palazzolo (2011) those who are not as assertive or 

confident will need better, more capable coaches to help them reach greater heights (p. 304).  

Teachers want to become skilled, and they acknowledge they need help to get there.  Further, 

they want the help they receive to be from experts, who know what it takes to be successful. 
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CHAPTER 3: Methodology 

 3.1 Purpose 

 The purpose of this study was to explore how novice teachers’ perceptions of their 

instructional coaches’ competencies affected their development on the instructional domain 

of the CLASS observation tool.   

 3.2 Participants 

 Participants included beginning teachers in five low-performing regions in the state of 

North Carolina (e.g. Durham, Halifax, Hertford, and Vance counties and Weldon City 

Schools).  Participants were purposively sampled from the North Carolina New Teacher 

Support Program’s (NC NTSP) Center for School Leadership Development (CSLD) Region.  

This represents a purposive sample because each new teacher was assigned a coach for the 

academic year as a member of the NC NTSP cohort.  At the beginning of 2013-14 school 

year, I recruited from 104 eligible participants (from 18 schools).  Of these 104 participants 

21 teachers participated in the survey (a response rate of 21%); 23 teachers (22%) may not 

have received the invitation due to school firewalls, expired email address, or full mailboxes.  

One teacher opened and provided consent but did not complete the survey.  For the 2012-13 

cohort, the one year retention rate for the NC NTSP program was 85%.  At the end of the 

2013-14 school year I resampled from 335 teachers (37 schools).  Of these 335 eligible 

teachers, 32 teachers (a response rate of 10%) completed the survey in full; 19 teachers (6%) 

may not have received the invitation due to school firewalls, expired email address, or full 



22 

 

 

 

 

mailboxes.  Additionally, 6 respondents (2%) answered parts of the survey but did not 

complete it in its entirety. 

 Beginning teachers who elected to engage in this study were comprised of both males 

and females, ranging in ages from right out of college to middle aged.  They were comprised 

of traditionally trained teachers (coming from schools of education, n=46), Teach for 

America corps members (n=9), and lateral entry teachers (n=3).  Upon the close of the 

research survey window, 56 beginning teachers chose to participate in the study.  Of the 56 

participants, 43 were female and 13 were male teachers, representing content areas from all 

areas (elementary to high, all subjects) and grade levels (from 1
st
 grade through 12

th
 grade). 

 As an instructional coach for the NC NTSP and co-researcher of this study, I 

represent a participant-researcher.  In the past 2 years, I have served as an instructional coach 

in 3 areas of the program (Durham and Hertford counties and Weldon City Schools) in 

elementary through high schools.  Over the course of the two years, I have served over 90 

teachers in the NC NTSP program.  Of the 56 responding participants, 17 (10 females, 7 

males) were teachers that I coached, ranging from 2
nd

 grade through 12
th

 grade. 

 Finally, the Director and other coaches from the NC NTSP represent third party 

participants.  The Director and other coaches made up 12 people who provided consent to 

survey the teachers served by the NC NTSP over the past 2 years. From the 56 participants, 

11 coaches received at least 1 response from a teacher they served.  Coaches on the CSLD 

team are made up of former classroom teachers from all content (Math, Science, Social 

Studies, English, and Exceptional Children) and grade levels (Pre-Kindergarten to 12
th

 



23 

 

 

 

 

grade).  Teaching experience of these coaches ranged from 3 to 18 years.  Additionally, 

several of the coaches had previous coaching experience, ranging from 3 to 5 years. 

 3.3 Materials 

 Perceptions of Coaching Competency: A survey was created for use in this study 

based off the Integrated Learning Framework and characteristics of effective coaching 

(Reiman & Peace, 2004, p. 16-17, 50-53).  The survey was divided into 5 sections to parallel 

the five dimensions of coaching competency: Helping Relationship (5 items), Instructional 

Effectiveness (8 items), Promoting Reflection (11 items), Meeting Individual Needs (7 items), 

and Promoting Growth (9 items).  To review items, see Appendix 4.  All questions were 

answered through the use of a Likert scale with values from 1 (low) to 5 (high).   

 Items in the Helping Relationship sub-scales were designed to capture how well a 

coach was able to develop rapport and create an environment of trust with their teacher (e.g. 

“How competent was your coach in actively listening to your concerns?”).  Items in the 

Instructional Effectiveness were designed to capture how well teachers perceived their 

coaches to be at impacting instructional and academic practices in their classrooms (e.g. 

“How competent was your coach in supporting your lesson / unit planning?”).  Items in the 

Promoting Reflection sub-scale were designed to capture how well a coach assisted a teacher 

in thinking critically and promoting self-analysis of his or her skills (e.g. “How competent 

was your coach in helping you interpret your data?”).  Items in the Meeting Individual Needs 

sub-scale were designed to capture how in sync a coach was in identifying the types of 

support and guidance a teacher required (e.g. “How 'in tune' was your coach with your prior 
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knowledge about instruction, assessment, and classroom management?”).  Items in the 

Promoting Growth sub-scale were designed to capture how effective a coach was at guiding 

a teacher to confront challenging situations and respond effectively (e.g. “How competent 

was your coach in pushing you to grow by creating increasingly more challenging 

activities?”).  

 Additionally, the survey contained 5 open-ended responses for participants to answer.  

The first two questions asked teachers to estimate how many face-to-face and virtual 

meetings they had over the course of the year with their instructional coach.  The first true 

open-ended response asked participants about additional professional development they 

received throughout the year.  The second open-ended response asked participants about 

other information they wanted to share about their coaching experience.  The third and final 

open-ended response asked teachers to share what additional support they wish they had 

throughout the school year. 

 The survey was created and designed through SurveyMonkey.  In order to protect 

teacher’s anonymity, participants will be told at the being of the survey and on the consent 

form that their responses will be blinded and coded before being sent on to the researcher.  

This prevented their name from being tied to any responses seen by anyone associated with 

the NTSP.  Participants were able to login to SurveyMonkey on their personal computers to 

provide a response to the survey. No IP addresses were collected. 

 CLASS Observation Scores:  In order to examine the relationship between perceptions 

of instructional coaches and growth in instructional rigor results of the survey were compared 
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with participants CLASS scores on the instructional domain.  Pianta et al. (2012) note that 

the CLASS Observation tool (domains and dimensions) were developed after theory and 

research asserted that interactions between teachers and students are the driving force of 

learning in the classroom (p. 1).  Further, Pianta et al. (2012) assert that interactions that 

occur daily between students and teachers and students and their peers have a strong 

influence on student growth and achievement (p. 1).  While research was important in 

designing the CLASS Observation tool, it was also important to find out how reliable the 

domains and dimensions were with one another, in order to support its use in school systems.  

For the purpose of this study, reliability information was obtained solely for the Instructional 

domain.  Pianta et al. (2012) share data from a test study done in Virginia, where the 

Instructional domain and its dimensions showed high internal consistency numbers across 

three test cases (r=.88, r=.92, and r=.91) (p.117).  While only a small example, these were 

very high correlation figures for the dimension. 

 NC NTSP coaches are provided with training on how to conduct CLASS observations 

effectively.  Over a two-day, fourteen-hour training session, coaches are engaged in direct 

instruction and interactive activities aimed at preparing them to use the CLASS tool.  A 

certified Teachstone trainer guides coaches through the process of becoming a reliable user 

of the CLASS Observation tool.  Once a coach completes this training session, they are 

available to conduct CLASS observations on teachers.  As a part of the NC NTSP, coaches 

are instructed to remove as much bias as they can from the observations and simply conduct 

the observation on the day they head into a particular classroom, regardless of what they see 
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as soon as they walk in.  This means that even if a teacher appears to be having a bad day or 

a student is causing any problems, the coach should conduct the observation as scheduled.  

Additionally, the CLASS framework instructs coaches to provide a score of 1 for any 

dimension that is not observed during the lesson.  Coaches of the NC NTSP are instructed to 

do so with fidelity, so all teachers are evaluated fairly and evenly.  Further, coaches evaluate 

teachers and assign scores for use internally with the NC NTSP.  Teachers are never provided 

or see the scores that are recorded in their observations. 

The NC NTSP coaches conducted all CLASS observations.  In this study, only scores 

on the CLASS scores from the instructional domain (using the sub-scales Analysis and 

Inquiry, Quality of Feedback, and Instructional Dialogue) were selected for analysis.  I chose 

to include only the instructional domain in this study for several reasons.  Primarily, I believe 

during a classroom observation, these are elements a teacher has to plan in advance in order 

to execute at a high level.  Activities and questions must be pre-planned to push students to 

think critically, and teachers must be prepared to ask higher-order questions and provide 

challenging feedback.  Additionally, these are challenging areas for beginning teachers.  If a 

coach is effective, teachers should make major strides in these sub-scales on post-CLASS 

scores. 

 The coaches completed CLASS observations two times a year (once if the fall 

semester and once in the spring semester).  An effort was made to have the coaches complete 

CLASS observations of the teachers they served throughout the school year.  A majority of 

the time, this was the case.  However, some instances existed were the coach serving the 
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teacher was not necessarily the one who conducted the CLASS observation.  Several reasons 

existed that caused this occurrence.  One such reason is the timeline to hiring new coaches 

for the team overlapped with the CLASS observation window.  While waiting for the new 

coach to join the staff, other coaches traveled to schools to ensure that CLASS observations 

were completed on time.  Another reason was the maternity leave of one coach.  Her leave 

time coincided with the CLASS window in the spring of 2014.  Three coaches stepped in to 

conduct her CLASS observations.  Lastly, one coach left her job during the spring of 2014.  

Three coaches also stepped in to carry out her CLASS observations. 

 3.4 Procedure 

 The purpose of this study was to explore beginning teachers’ perceptions of the 

competence of their instructional coach.  Specifically, we wanted to develop a measure that 

might allow us to examine how teachers’ perceptions (high/low) correlated with their 

evaluations (beginning and end of year) and growth for providing instructional support in 

their classroom.   To date, there are few if any measures of perceived coaching support.  

Thus, this program of research began by developing a survey centered on the North Carolina 

Coaching and Mentoring Standards (“North Carolina Mentor Program”, 2010).   

Before distributing the survey to participants, we acquired consent from the Director 

of the NC NTSP and instructional coaches (n=13, including myself) from the CSLD region.  

The survey was emailed out to all eligible teachers.  The first page of the on-line survey 

asked teacher to provide consent of participation and their answers to the survey.  At the head 

of each section, teachers were instructed how to answer the questions, who to answer the 
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questions about, and how their data would be recorded.  In total, 56 teachers (13% response 

rate) responded to the survey. 

 In order to collect data, the survey was kept open for an 8-week period, allowing 

teachers to complete the survey at their own convenience.  Reminders were sent out bi-

weekly over the course of 8 weeks.  When the survey window closed, responses were blinded 

and coded by a co-researcher before being reviewed.  For each participant who responded, 

pre- and post- CLASS scores for the instructional support domain were gathered.  CLASS 

scores were combined with their survey answers, which determined whether their perception 

of their coaches’ competency was high or low and how this affected growth as a teacher.   

 3.5 Data Analysis 

Data was analyzed using SPSS software.  The process of data analysis required 

multiple steps but was responsible for yielding a variety of tables for review.  A table of item 

descriptives, a correlation matrix, a table of means and standard deviations of the five survey 

sub-scales broken down by coach, and a table of the means for each of the five survey sub-

scales and growth categories for my teachers was generated from the SPSS software. 

The initial step in the data analysis was to use SPSS to gather descriptive statistics for 

the questions from each of the five survey sub-scales.  Descriptive statistics included the 

frequencies for each response on the Likert scales, means, standard deviations, skew, and 

kurtosis for each question.  Additionally, the coefficient alpha was captured for each of the 

sub-scales.  For a more comprehensive look at data, each participant’s means were captured 
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for each of the sub-scales.  This information was captured in a table of item descriptives (see 

Appendix 4) and on the initial data table (see Table 1). 

The next step of data analysis was to look at the reliability and correlations of the sub-

scales.  This was made possible through the use of the participant’s responses and the input 

of CLASS scores.  The means and standard deviations for each sub-scale were calculated 

using SPSS.  Scores were centered on a grand mean before running regression.  Using this 

information, a correlation matrix (see Table 2) was created to determine how closely each 

sub-scale was with one another, as well as their impact on pre- and post-CLASS scores.  

Examining this information allowed for a review of any statistically significant data across 

the sub-scales and CLASS scores.  The idea behind determining the relationships of these 

factors was to determine if the perceptions of coaches would allow for predictions to be made 

about the scores they would receive using the CLASS Observation tool.   

Another factor that was analyzed in the study was the change of teacher scores from 

their pre- to post-CLASS scores on the instructional domain.  The purpose of the study was 

to determine if teacher’s perceptions resulted in a change on their observation scores.  To 

calculate the change on each sub-scale of the instructional domain, a teacher’s post-CLASS 

scores was subtracted from their pre-CLASS score.  This information was entered into SPSS 

and included in the correlation matrix, to determine the relationships among the factors.  

Additionally, teachers were grouped into 4 categories according to their growth (growth, 

decline, stability, or indeterminate).   
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With scores being so inter-correlated (despite centering), regression was an 

inappropriate technique to use in the study.  To see if there was significant difference in the 

quality of perceptions as a function of their CLASS scores, a T test was run.  This provided a 

table (see Table 3) to view differences in the growth and decline groups.  From this table, 

information could be observed to see if there were any statistically significant differences 

between the two groups. 

The last steps of data analysis involved creating tables featuring the means of each 

sub-scale broken down for each coach (see Table 4).  This allowed for a review of how 

teachers perceived individual coaches.  Finally, for teachers that I coached, individual means 

for each sub-scale were obtained and charted (see Table 5).  Four teachers were picked out 

for use in a case study related to their growth. 
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Table 1 - Data 
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Table 2 Correlation Matrix 
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Table 3 T-Tests 
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Table 4 Means and Standard Deviations by Coach 
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CHAPTER 4: Results 

 4.1 Findings 

 Discussed below are findings from the research study.  Findings are organized around 

three distinct research questions.  The questions moved from looking at how effective the 

scale was at capturing novice teachers’ perceptions of their coaches, to the effect on pre- and 

post-CLASS scores, and finally to assessing how teachers felt about their instructional 

coaching experience. 

 4.2 Purpose 

 The purpose of this study was to explore how novice teachers’ perceptions of their 

instructional coaches’ competencies affected their development on the instructional domain 

of the CLASS observation tool. 

 4.3 Research Question 1: How well did the items / scales capture novice  teachers' 

perceptions of their coaches? 

 The survey was designed for beginning teacher’s to share their perceptions of their 

coach’s competencies.  I began by analyzing the respondent’s answers (using SPSS) to 

individual items as well as the hypothesized scales.  Appendix 4 presents descriptive 

information for each item, as well as reliability estimates for each scale.  An item was 

deemed good if standard deviation was within 2 of the mean, placing it within 95% of typical 

responses.  Additionally, a correlation matrix (see Table 2) allowed for an appraisal of how 

the scales correlated with one another.   

 Careful attention was paid to the table of item descriptives, particularly to the 

variability and reliability within each sub-scale.  Regarding the items on the Helping 
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Relationship sub-scale, items demonstrated strong variability (with a range of standard 

deviations from .75 to 1.11) and reliability (alpha = .92).  On a normal distribution, 68% of 

items tend to fall within 68% of the mean; thus, a standard deviation of 1.11 here represents a 

good potion of responses falling close to the mean on this sub-scale.  Regarding the items on 

the Instructional Effectiveness sub-scale, items demonstrated solid variability (with a range 

of standard deviations from .83 to 1.12) and strong reliability (alpha = .97). Regarding the 

items on the Promoting Reflection sub-scale, items demonstrated adequate variability (with a 

range of standard deviations from .98 to 1.40) and reliability (alpha = .97). Regarding the 

items on the Meeting Individual Needs sub-scale, items demonstrated adequate variability 

(with a range of standard deviations from .97 to 1.10) and reliability (alpha = .97). Regarding 

the items on the Promoting Growth sub-scale, items demonstrated consistent variability (with 

a range of standard deviations from 1.01 to 1.31) and reliability (alpha = .96). 

 Several conclusions can be reached based on the data presented in Appendix 4.   The 

items generally showed a great deal of spread, variability in responses from the participants.  

It must be noted that all of the questions are negatively skewed.  Participants who responded 

overwhelmingly believed their coaches to be highly skilled, yielding high averages for each 

question.  With the exception of questions 1-4 in the Helping Relationship sub-scale, 

question 3 in Instructional Effectiveness sub-scale, and question 7 in the Meeting Individual 

Needs sub-scale, each question had an answer choice from each of the Likert Scale ratings 

selected.  While the range of responses is not particularly large, resulting in the previously 

mentioned negative skew, there were a few teachers who had different perceptions of their 
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coach’s skills.  The extremely high alpha estimates reflect a high level of internal consistency 

within the subscales.   

Moreover the high inter-correlation among the scales (presented in Table 2) suggests 

that if participants felt their coach was strong on one particular subscale, they tended to feel 

like their coach was strong on the other dimensions as well. 

Thus, the sub-scales demonstrated a great deal of overlap with each other with a range of 

correlations significant correlation from .84 to .91 among the five sub-scales at the p<.01 

level (See Table 2).  One reason for this overlap might be attributed to the relatively small 

sample size.  With a majority of respondents answering positively about their interactions 

with their coaches, the sub-scales naturally correlate strongly with one another. 

 Among the sub-scales, there were some interesting correlation notations.  The sub-

scales Promoting Reflection and Promoting Growth had the strongest correlation at .91.  

Looking at this correlation and its strength may be the most significant finding of this study.  

Teacher’s who perceived their coach was effective at promoting reflection also perceived that 

their coach was effective at growing them as a teacher.  Reviewing the item descriptives (see 

Appendix 4), these two sub-scales also had the largest spread in answer responses.  Teachers 

had a variety of opinions about their individual coach in these two areas, but a reflective 

coach is also believed to be one that will create a difference for a teacher in the classroom.   

 The sub-scales Helping Relationships and Meeting Individual Needs had the least 

strong correlation at .84.  It may be that if a teacher and coach developed a good relationship, 

it would be easy for the coach to meet the teacher’s needs.  While the correlation itself was 
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still relatively high, it was not as strong as other sub-scales toward each other.  It appears that 

a teacher’s perception of the relationship is not necessarily indicative of having needs and 

support met in the classroom.  While developing a sustained, accommodating relationship is 

certainly a key to a successful teacher/coach interaction, teachers appear to want more 

assistance.  Teachers want more advice on cultural, instructional, managerial, and personal 

areas related to their career. 

 A review of the means and standard deviations broken down by coach can be found 

in Table 4.  Within this table, more careful attention is paid to the overall feelings of 

perceptions from teachers directed at each coach.  Overrepresentation can be overtly seen in 

coach 3 and myself (coach 1).  The response rate is much higher in our teachers.  Numerous 

others, coaches 4, 8, 9, 11, 14, and 15, find themselves underrepresented.  This factor 

contributes to the spread of the means and standard deviations found throughout the coaching 

sample. 

 This table (Table 4) helps to explain some of the results of the correlations found 

above.  Participants’ perceptions of their coach’s competencies on the sub-scales of 

Promoting Reflection and Promoting Growth were very similar for each coach.  This falls in 

line with the strong correlation evidenced in the matrix.  Further, on the sub-scales of 

Helping Relationships and Meeting Individual Needs, some coach’s means and standard 

differentiations were far apart.  Coaches 7, 10, and 12 experienced this circumstance.  

Teacher’s perceptions of these coaches were very different among these sub-scales, resulting 

in the lower correlation.  Overall, there were very strong correlations among the 5 sub-scales 
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areas, but reviewing the individual means and standard deviations allows for a greater picture 

to be observed. 

 4.4 Research Question #2:  How well do novice teachers' perceptions of their 

 coaches predict their CLASS scores (pre- and post-) on the instructional  domain?  

How well do novice teachers' perceptions of their coaches predict growth their CLASS 

scores on the instructional domain? 

 Another aim of this study was to examine whether novice teachers’ perceptions of 

their coaches predicted their CLASS observation scores (pre- and post-) on the instructional 

domain.  In order to examine the relationship between teacher perceptions of coaches and 

scores on the CLASS, I conducted a correlation analysis (See Table 2). 

 Findings from the correlation analysis suggest there were no significant relationships 

among any of the five dimensions on the coaching perceptions scales and novice teachers 

pre-scores on the instructional domain of the CLASS Observation tool (see Table 2).  These 

results are not surprising and may be attributed to the fact that initial CLASS observations 

occur very soon after the start of the school year prior to much interaction with their 

instructional coach.  Initial CLASS scores serve as baselines for the work that is done by 

coaches throughout the year.  Moreover, since many of the initial scores for teachers are low, 

higher perceptions of coach’s skills do not correlate with these pre-CLASS scores.  In the 

future, calculating an overall average for pre- and post-CLASS scores may allow for greater 

analysis of the figures. 
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 Regarding the correlation between the Helping Relationships subscale and novice 

teachers' post-scores on the Instructional Domain, as novice teachers' perceptions of their 

coach as establishing a helping relationship increased, their scores on CLASS showed a 

slight increase.  In this sub-scale, only the correlation between Helping Relationships and the 

post-score on Analysis and Inquiry (r=,31) was statistically significant at the p<.01 level.  

Teachers who perceived their coaches to develop helping relationships were more likely to 

score higher on the Analysis and Inquiry dimension.  Regarding the correlation between the 

Helping Relationships subscale and change in novice teachers' scores on the Instructional 

Domain, both Analysis and Inquiry and Instructional Dialogue showed a weak positive 

correlation.  There was no significant correlation with novice teachers’ perceptions of 

Helping Relationships and changes in the Quality of Feedback they offered their students. 

 Regarding the correlation between the Instructional Effectiveness sub-scale and 

novice teachers' post-scores on the Instructional Domain, as novice teachers' perceptions of 

their coach as being a skilled instructional practitioner increased, their scores on CLASS 

showed a slight increase as well.  The degree to which post-scores were affected varied in 

this sub-scale, with Analysis and Inquiry showing statistical significance at the p<.01 level 

and a moderate positive correlation (r=.31), Instructional Dialogue showing a weak positive 

correlation (r=.28), and Quality of Feedback showing a negligible correlation (r=.09).  

Teachers who perceived their coach to be competent in instructional strategies and practices 

were more likely to score high on Analysis and Inquiry.  Regarding the correlation between 

the Instructional Effectiveness sub-scale and change in novice teachers' scores on the 
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Instructional Domain, Analysis and Inquiry and Instructional Dialogue displayed a weak 

positive correlation (r=.27 and r=.24 respectively) and Quality of Feedback showing a 

negligible correlation (r=.14).   

 Regarding the correlation between the Promoting Reflection sub-scale and novice 

teachers' post-scores on the instructional domain, as novice teachers' perceptions of their 

coach as pushing him or her to review and adapt to feedback increased, their scores on 

CLASS showed a slight increase as well.  No correlation within this dimension showed any 

statistical significance at any levels.  Analysis and Inquiry and Instructional Dialogue 

showed weak positive correlations (r=.27 and r=.28 respectively), while Quality of Feedback 

again showed only a negligible correlation (r=.08). Regarding the correlation between the 

Promoting Reflection sub-scale and change in novice teachers' scores on the Instructional 

Domain, the entire domain showed weak positive correlations.  Analysis and Inquiry (r=.25), 

Quality of Feedback (r=.22), and Instructional Dialogue (r=.27) again showed no statistical 

significance within their weak correlations. 

 Regarding the correlation between the Meeting Individual Needs sub-scale and novice 

teachers' post-scores on the Instructional Domain, as novice teachers' perceptions of their 

coach as helpful and responsive increased, their scores on CLASS showed an increase.  Both 

Analysis and Inquiry and Instructional Dialogue showed statistically significant correlations 

for this sub-scale.  Their coefficients, .r=34 and r=.36 respectively, also displayed a moderate 

positive correlation to the Meeting Individual Needs sub-scale and its accompanying 

questions.  Teachers who felt like their needs were being met by their coaches were more 
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likely to score high on Analysis and Inquiry and Instructional Dialogue.  Again, Quality of 

Feedback displayed no statistical significance and only a negligible correlation (r=.17). 

Regarding the correlation between the Meeting Individual Needs sub-scale and change in 

novice teachers' scores on the Instructional Domain, the first statistically significant at the 

p<.01 level data is found on the change in Analysis and Inquiry and Instructional Dialogue 

dimensions.  There exists a moderate positive correlation for both (r=.31 and r=.34 

respectively).  Teachers’ perceptions of their coach’s ability to placate and assist with their 

needs had an effect on their post-CLASS scores on these dimensions.  Quality of Feedback 

showed only a week correlation (r=.27).  The Meeting Individual Needs sub-scale showed the 

most correlation with an effect on post-CLASS scores. 

 Regarding the correlation between the Promoting Growth sub-scale and novice 

teachers' post-scores on the Instructional Domain, as novice teachers' perceptions of their 

coach as one who developed their metacognition increased, their scores on CLASS showed 

an increase.  Both Analysis and Inquiry and Instructional Dialogue showed statistically 

significant, moderately positive correlations for this sub-scale (r=.31 and r=.31 respectively).  

Teachers who perceived their coach to positively impact change in their demeanor and skill 

in the classroom were more likely to score high on these sub-scales.  Quality of Feedback 

again displayed only a negligible correlation (a coefficient of .146).  Regarding the 

correlation between the Promoting Growth sub-scale and change in novice teachers' scores 

on the Instructional Domain, statistical significance at the p<.01 level was found in the 

Instructional Dialogue dimension (r=.31), resulting in a moderate positive correlation.  Both 
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Analysis and Inquiry and Quality of Feedback showed weak positive correlations (r=.28 and 

.r=25 respectively).  The Promoting Growth sub-scale also showed more of a correlation 

toward post-CLASS scores than the first three dimensions of the perceptions’ survey.  Both 

Promoting Reflection and Promoting Growth seem to be highly important areas for 

beginning teachers who want to improve in the classroom. 

 At the outset of this project, the aim was to explore the extent to which different 

dimensions of coaching might predict different outcomes on the instructional domain.  

However, because the sub-scales were so highly correlated with each other, and the sample 

was relatively small, I was unable to move forward with regression analysis.  

 Initially, the aim of the study was to use the dimensions on the coaching perception 

survey to predict CLASS scores on the instructional domain.  However, the scales were too 

highly inter-correlated to use in combination in a regression model.  Yet, I still wanted to 

examine if there were differences on the coaching dimensions for teachers who grew on the 

instructional domain versus teachers who declined.  To do this we began by classifying 

participants into one of four groups: growth, decline, stability, or erratic.  Participants 

classified as growth showed a positive improvement (viewed as an increase of 1 or more on 

at least two of the dimensions) from pre- to post-CLASS scores.  Participants classified as 

decline showed a decrease on at least two dimensions from pre- to post-CLASS scores.  They 

were coded as a decline even if they showed improvement on one dimension, if their score 

on one or two other dimensions dropped significantly.  Participants classified as stability 

showed no increase or decrease (or a slight increase or decrease on only one dimension) from 
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pre- to post-CLASS scores.  Finally, participants classified as erratic were those who showed 

inconsistent increases or decreases in a few or all of the three dimensions, and thus, could not 

fit into any other group. 

 Then, I conducted T-tests to see if there were significant differences in their 

perceptions of their coaches between participants who grew on the instructional domain and 

those who declined.  The purpose of a T-test is to examine if there is a statistically significant 

difference between two groups.  T-tests use the means and the standard deviations to estimate 

if the difference found in two observed groups might be found in other samples in the 

populations.  In all cases, the variability of the decline group was two or three times greater 

than the growth group.  This was statistically significant.  Thus, we interpreted results for 

equal variances not assumed.  

 Regarding the difference between the growth and decline groups on Helping 

Relationships, I found there was no statistically significant difference (T=-1.58, p=.13).  

Regarding the difference between the growth and decline groups on Instructional 

Effectiveness, I found there was no statistically significant difference (T=-1.57, p=.14).  

Regarding the difference between the growth and decline groups on Promoting Reflection, I 

found there was a statistically significant difference (T=-2.09, p=.05).  Teachers who were 

coded as growth tended to perceive their coaches as higher in Promoting Reflection in their 

teaching.  Regarding the difference between the growth and decline groups on Meeting 

Individual Needs, I found there was a statistically significant difference (T=-2.26, p=.04).  

Teachers who were coded as growth tended to perceive their coaches significantly higher in 
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Meeting Individual Needs.  Regarding the difference between the growth and decline groups 

on Promoting Growth, I found there was a statistically significant difference (T=-2.09, 

p=.05).  Teachers who were coded as growth tended to perceive their coaches significantly 

higher in Promoting Growth. 

 4.5 Research Question #3:  What were the novice teachers' experiences?  

 Novice teachers were also invited to share more about their experience with the NC 

NTSP.  In particular, they were asked to discuss what they felt was important about their 

coaching experience and other types of support that wish they had received.  The respondents 

supplied answers to the questions and voiced gratitude or concern about the assistance their 

coach provided.  Using open-ended coding procedures responses were then analyzed and 

coded. 

 Several themes were generated around participant’s experience and desires of 

instructional coaching.  Looking at the important notes of the coaching experience yielded a 

variety of topics.  Many participants felt like their experience with their coach was one of 

support, leaving them satisfied at the conclusion of the year.  Support came in contributing to 

the solutions of problems that existed in their classroom, either instructional or personal.  As 

stated by one participant:  

“My coaching experience last year was incredibly important in my survival 

and growth as a person and teacher.  My coach (…) went above and beyond.  

She helped me with ANYTHING I needed help with, including unit 

planning, daily lesson planning, finding resources, creating activities, 

creating assessments, teaching me how to backwards design a unit plan, 

classroom management, and mentoring as a person.  She cares about me as a 

person, too, and helped me so much with struggles that I had as a first-year 

teacher and as a person.…” 



56 

 

 

 

 

Another common theme was the idea that instructional coaches need to be proficient 

and skilled at their jobs in order to provide the best service to teachers.  One teacher simply 

stated, “It is important to get people who are not only proficient in the content areas…”.  

Another voiced, “It is great to have a coach/mentor within your area of specialty and who 

also has recent classroom experience.” 

 Lastly, teachers commonly referred to the establishment of relationships with their 

coach.  One participant articulated, “… was amazing at supporting me personally as well as 

professionally.  She knew me as a person, not a teacher, which is what made me trust her 

enough to go to her when I had problems.”  This allowed for honest, reflective feedback that 

they believed contributed to greater success in their schools. 

 Additionally, teachers also produced similar notes about the support they wish they 

had received.  One particularly popular idea was that teachers needed more administrative 

help.  This was discussed as both administrators being more active and diligent inside the 

school and classrooms, as well as advice from coaches on how to interact and converse with 

administration.  Many comments appeared like this, “I wish I had more support from 

administration”.  Another idea mentioned frequently was the idea of having more time.  This 

included time to work with colleagues, in their classrooms, with their coaches, and on lesson 

planning and paperwork.  The last major area identified by teachers as an area of need was in 

management.  Teachers mentioned how more guidance and assistance in dealing with the 

behavior problems and difficulties encountered in their classrooms.  This is a likely and 
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logical response from beginning teachers, who are unfamiliar in dealing with students, and 

often struggle in how to remain in control throughout the day.   

 Outside of key themes that were determined from the coding, a handful of responses 

stood out as holding great important to both a teacher’s perceptions of a coach and support 

offered to beginning teachers.  Three teachers expressed that their assigned coach was not 

helpful or overwhelming.  One teacher noted, “I felt absolutely no connect with him and felt 

that he was just stopping in to check me off of his list of teachers to stop by and check on”.  

Another felt that he or she was getting advice from so many layers of support that it was too 

much to work on during the first year in the job.  The last commented on his or her coach 

failing to take his or her schedule into account, preventing the necessary assistance from 

being received.  In order to better serve these teachers, it may be prudent to ask for more 

feedback throughout the year, as to better improve the support coaches are providing.  

Hearing feedback like this from teachers may allow coaches to develop better relationships 

with their teachers, and thus, improve the experience on both ends. 
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CHAPTER 5: Discussion 

 5.1 Importance of Study 

 Teacher observation and evaluation is nothing new to the profession (Pianta and 

Hamre, 2009; Allen, Gregory, Mikami, Lun, , Hamre, B, and Pianta, 2013). However, as the 

demands on teachers have increased, states are instituting additional support structures to 

ensure teachers receive quality assistance.  This is especially imperative for beginning 

teachers, who start out in the field facing numerous challenges and obstacles to success, 

frequently causing them to leave the profession in their first few years.  One of the levels of 

support that is relatively new to school systems is the idea of instructional coaching. 

 Instructional coaches have begun to play significant roles in schools and districts.  

Coaches are seen as experts in their craft, promoting growth of teachers as leaders, providing 

feedback and assistance (on lesson plans, assessments, instruction, and much more), and 

raising the level of student achievement in classrooms (Denton and Hasbrouck, 2009; 

Teemant, Wink, and Tyra, 2010; Nolan and Palazzolo, 2011).  Because of the role they play 

and the standards they are held to, coaches are often viewed as the panacea for problems 

witnessed and experienced in a class.  Therefore, it is important that teacher’s perceive their 

coaches as skilled workers who will provide valuable contributions. 

 In this study, the idea that a teacher’s perception of their instructional coach affects 

their development in the classroom is put to test.  This study serves the purpose of 

determining whether or not a teacher’s CLASS observation scores are related to how they 

perceive their coach.  Through these results, coaches could continue to provide (or alter) their 
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services to better reach their teachers and improve the level of instruction witnessed in the 

classroom.   

 Overall, the instructional domain and coaching impact was selected for many reasons.  

The instructional domain, as cited by many studied including Pianta and Hamre (2009) and 

Pianta, Hamre, and Mintz (2012), often features the lowest scores on the CLASS Observation 

tool, as well as the lowest amount of growth.  This can be attributed to various factors.  First, 

teachers must prepare extensively for the dimensions on the instructional domain.  It is not 

easy to plug these in within a lesson at the spur of the moment.  Further, beginning teachers 

often focus on areas like classroom management and managing behavior, preventing them 

from scoring highly on areas that test rigor and instructional conversation.  These are areas 

that teachers try to improve after several years in the classroom.  Additionally, curriculum 

often changes, meaning teachers have to revisit and adjust lessons plans every few years.  

This prevents them from perfecting specific standards and the incorporation of higher-order 

thinking in the classroom. 

 5.2 Findings from Scale 

 Through the guidance of the Instructional Learning Framework, a survey was created 

to determine novice teacher’s perceptions of their coach.  The ILF allowed for five sub-scales 

(Helping Relationships, Instructional Effectiveness, Promoting Reflection, Meeting 

Individual Needs, and Promoting Growth) and accompanying questions to be generated and 

sent out to teachers for their responses.  The survey was then sent out to teachers and 

garnered a response of 56 teachers (61 opened the survey, with 56 completing).  These 
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responses were then blinded and coded before being run through SPSS and creating a 

correlation matrix. 

 Overall, the five sub-scales showed a high correlation with one another.  

Additionally, they were statistically significant at the p<.01 level, with no correlation lower 

than .84.  While these correlations show a high level of strength, they come with some 

limitations.  The low response rate (under 20%) for the entire survey cannot be ignored.  

Further, because of the low response rate but high correlation strength, it is apparent that 

many of the respondents were those who were satisfied with their coaching experience.  In 

the future, obtaining responses from those who had varied opinions about their instructional 

coaching experience would allow for greater testing of the theories hypothesized at the outset 

of the study.   

 Regarding the scale and correlation matrix generated from the responses, there were 

several interesting items of note.  The Helping Relationship and Meeting Individual Needs 

received the lowest correlation at .84.  Loosely translated, a relationship with a teacher did 

not necessarily mean that their needs were being met.  Promoting Reflection and Promoting 

Growth represented the strongest correlation at .91.  These two sub-scales were very 

important to one another, and teachers felt that pushing someone to think about their 

practices and strategies allowed them to grow in the profession. 

 The results and findings from this scale led to thoughts about future modifications.  

Because of the high means for each sub-scale (and questions within the sub-scales), more 

specificity within the questions is one option that should be considered.  This would allow for 
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teachers to give more thought and insight into how they viewed their coaches.  Further, 

specificity about why these coaching dimensions were selected and what they mean may 

prompt more thought in teacher responses.   

 5.3 Relationship between Scale and CLASS Results 

 The main aspect of this study had to do with how closely a teacher’s perceptions of 

their instructional coach affected their scores on the CLASS Observation tool.  Using the 

responses from the survey, an analysis was run using both pre- and post-CLASS scores to 

judge the affect of perceptions on scoring and growth of teachers.  The instructional domain 

of the CLASS Observation tool was selected for this study due to the nature of the sub-scales 

within it.  Analysis and Inquiry, Quality of Feedback, and Instructional Dialogue are 

challenging aspects of a teaching career, and they are skills that teachers must work at each 

day in order to achieve success.  They are not easy to fabricate in the face of an observation, 

and it was this reason for their inclusion in this research study. 

 Overall, the findings regarding the relationships of perceptions to CLASS scores on 

the instructional domain and growth are varied.  There is no correlation between perceptions 

of an instructional coach and pre-CLASS scores.  For post-CLASS scores, some of the five 

sub-scales showed moderate positive correlation scores.  For the post-CLASS scores on 

Analysis and Inquiry, each scale except Promoting Relation showed a statistically significant 

correlation.  Additionally, for post-CLASS scores on Instructional Dialogue, Meeting 

Individual Needs and Promoting Growth showed statistically significant correlations.  The 
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remainder of the areas showed varying degrees of negligible or weak correlations with post-

CLASS scores, with no statistical significance. 

 The relationship between the perceptions and Change scores showed similar results.  

The Helping Relationship, Instructional Effectiveness, and Promoting Reflection sub-scales 

showed no statistical significance and negligible or weak correlations with Change in 

Analysis and Inquiry, Quality of Feedback, and Instructional Dialogue.  The Meeting 

Individual Needs and Promoting Growth sub-scales showed a statistically significant 

moderately positive correlation with Instructional Dialogue, with Meeting Individual Needs 

also showing the same with Analysis and Inquiry.   

 From this data, several conclusions can be reached.  It is evident from the results of 

the Helping Relationship sub-scale that developing a healthy relationship is certainly a 

necessary aspect of instructional coaching, but it is not significant toward promoting 

improvement within the classroom.  There are other areas that help teachers grow, especially 

on the CLASS Observation tool.  Additionally, the dimension Quality of Feedback was not 

impacted to any noteworthy degree by a teacher’s perception of their coach.  Overall, it did 

not appear that the perceptions of coaches drastically affected growth of teachers.  This can 

be attributed to a number of reasons, such as high initial pre-CLASS scores leaving little 

room for improvement on the post-CLASS scores. 

 5.4 Personal Insight 

 As a coach, I have always believed that the more a teacher valued my opinion or 

believed me to be good at my job, the greater his or her growth would be as a teacher.  In the 
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past two years, it has been my experience that when you walk into a room to meet with a 

teacher, it is easy to decipher whether they value your assistance and expertise, or he or she 

feels that a coach has little to add within his or her classroom.  To test out the theory posited 

in this research study, I examined 4 specific cases of teachers who were coached by me. (see 

Table 5).  

 Within the case study, each teacher displayed a distinctive end result.  Teacher 15 

represents one who corroborated my intuitive theory at the outset of this study.  He
1
 

perceived my abilities as a coach very highly, and his CLASS scores showed growth in the 

classroom.  Teacher 2 also fell in line with my intuitive theory, albeit in a different way.  She 

did not perceive me to be an effective coach, and therefore, they did not display any growth 

on the CLASS Observation tool.  Teacher 5 corroborated what was observed from the T-test 

analyses.  While he perceived me to be high on the Helping Relationships and Instructional 

Effectiveness subscales, but low on the Promoting Reflection, Meeting Individual Needs, and 

Promoting Growth subscales.  His data, in conjunction with the T-Test findings suggest that 

developing a relationship with a teacher may not be enough.  Coaches may need to go 

beyond simply creating a friendly, open rapport; instead, they may need to create a situation 

where teachers are pushed to improve, even if they are uncomfortable with what is being 

shared.  Lastly, Teacher 4 contradicts my intuitive notions about the role of perceptions of 

coaching competency.  She found me to be an effective coach, with high scores across all 5 

                                                 
1 The gender of the teacher was blinded for this analysis.  In this section, I use he/she 
interchangeably.  
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sub-scales; however, she evidenced a decline on their CLASS scores on the instructional 

domain. 
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Table 5 - Case Study 

 

 

Case Study Examples 
  Helping Instruct Reflect Needs Growth 

RK                           Decline 5.00 4.67 4.64 4.83 4.67 

RK                           Stability 3.60 3.56 2.82 3.67 3.00 

RK                            Stability 3.00 3.00 3.00 3.00 2.78 

RK                            Growth 5.00 4.78 4.73 5.00 4.89 
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 Findings from the qualitative data collected from teachers may offer insights for 

teacher 4’s results (see Appendix 5).  Coding responses into groups and reviewing the 

notations allowed for a clearer picture of what teachers thought of and needed from their 

instructional coaches.  One of the most frequently coded words was that coaches were 

“supportive” of teachers.  While the idea of being a supportive coach is certainly important 

and valued, effective coaching requires more than that.  For example, being seen as 

“supportive” to a teacher who is implementing unsuccessful instructional practices and 

strategies may not promote growth in the classroom.  Thinking about the word supportive 

makes me consider emotional and mental assistance, more than practical guidance for 

teachers.  Another word that came up frequently from teacher’s responses was the idea of 

needing a proficient coach.  Coaches needed to be seen as proficient in order to be deemed 

appropriate and suitable for their jobs.  A difficulty that is faced in placing coaches is that no 

single coach can be certified in every academic area, despite the fact that they serve across 

content areas.  Teachers may not be as receptive to coaches if they do not have experience in 

their content area.  Lastly, time was another common response articulated by participants.  

They wanted more time with coaches, in their classrooms to prepare for their students, and to 

complete all necessary requirements of the job.  In order to be the most helpful coach to a 

teacher, coaches must be cognizant of this time constraint.  While no time can be added, 

coaches must be effective at utilizing and managing time effectively.   
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 5.5 Limitations 

 It is important to note the participants in this study may not a representative sample of 

the general population.  This study focused on a relatively small subset of teachers: those in 

their first through third year of teaching at low-performing schools who benefited from the 

service of an instructional coach from the NC NTSP.  This is a very specific set of 

characteristics, which does not make up a majority of the teachers in the state of North 

Carolina.  Additionally, only a small number of participants (56 total, response rate = 13%) 

responded to the survey limiting the generalizability of the survey.  Further, while 

participants were told that responses would be anonymous (as well as blinded and coded 

before being seen by anyone from the NC NTSP), there may have been a small chance that 

participants felt influenced to respond in a specific manner. 

 Another issue involved with this study is the limited impact it has on educational 

policy.  Due to the low response rate and high level of bias (as mainly teachers who were 

extraordinarily satisfied or dissatisfied responded), the survey could not be used to help shape 

policy.  Finding a way to involve teacher’s voices and educational policy is something that 

should be considered and advocated for by politicians.  Teachers are at the forefront of 

student achievement, and they should play a role in shaping innovation in schools.  However, 

with the low response rate and bias of this survey, the way in which teacher’s voices are 

gathered and heard must be examined.  Online services often struggle to receive high 

response rates, making them difficult to use in some research studies.  Even in this survey, 
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tethering incentives did not seem to motivate teachers to complete the survey.  Additionally, 

problems with distributing the survey (i.e. firewalls, full inboxes, invalid email addresses, 

and more) prevented some teachers from even having a chance to respond to the survey.  

Lastly, a personal plea from myself (a coach to many teachers) to the subjects did not have a 

vast impact on the amount of respondents.  Next time, I would address this issue by reaching 

out to teachers more frequently (online and in-person) to ask them to fill out the survey, to 

make it feel more personable and potentially engage them more fully in the process. 

 As always with research involving surveys, paper versus online administration must 

be weighed heavily.  In this research, online surveys were more practical because of the 

distance that would be involved with travel, but unfortunately also coincided with many other 

online surveys being sent out to teachers.  Because this was a voluntary survey, teachers may 

have neglected to participate due to the time and mandatory nature of others.  One way to 

solve both of these problems would have been considering asking other coaches from the NC 

NTSP to administer paper surveys during visits to their schools.  This option was not utilized 

to prevent bias on teacher responses and to prevent coaches from seeing the responses. 

 5.6 Implications for Future Research 

 While this research study may lack generalizability, there are still implications for 

future research.  Since the correlations of the five survey sub-scales were so high, the survey 

may be worth testing on a larger sample of participants.  This would allow for more relevant 

data to be gathered, and it may offer a greater chance of predicting scores on pre- and post-

CLASS observations.  As it stands, this survey appeared to hold a great deal of bias.  
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Respondents tended to have a positive experience with their coach, resulting in data that was 

very negatively skewed.  Testing this survey out on a larger population may produce data that 

is more evenly spread set. 

 Overall, instructional coaching is an area that must continue to be researched.  In a 

globally competitive world, teachers and students must be given every advantage needed to 

find success in the classroom.  Instructional coaching for teachers may be one strategy that 

proves to be effective in enhancing education provided to students.  For now, it’s newness to 

the field limits knowledge about its overall affect.  Researching and studying its role and 

relationships with teacher growth can gain data to find out its overall impact. 
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