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kids happened everywhere... you have got to push against that you have got to close your 

door and be you."  (102:42; I-December, 2012)  Both Ellie and Penelope said that the 

first coaching visit and the feedback provided made a complete difference in Ellie's 

classroom culture and how she related to her children.  Penelope says, 

 And now I don't even remember what that day was like because she is the 

 epitome  of how you should talk to children and how you should treat them.  She 

 is, and sometimes that hard feedback is just what you need, you know, but she is 

 textbook Conscious Discipline.  She just does it, she gets down on the level of 

 the kids, she works with them, she talked to them and she works things out, she 

 modeled it.  (102:44; I-December, 2012)  

 

Penelope said she was really amazed that Ellie could implement Conscious Discipline in 

a district that is "such a behavioristic type of system as [this district] is, and TFA is..." 

(102:45; I-December, 2012)  

 Penelope and Ellie had a relationship of trust and respect.  Ellie was very 

conscientious in taking the feedback Penelope gave her and enacting as much as possible.  

Her action plans usually responded to each suggestion Penelope put forth.  Penelope 

recognized it, not only in Ellie's reflections and action plans, but also when she would 

visit her classroom. 

Reaction to and Use of Feedback: RQ4 

 Ellie wholeheartedly enacted the feedback Penelope offered.  After each 

coaching visit Ellie reflected upon Penelope's feedback and wrote a detailed action plan 

for each point Penelope mentioned and Penelope noted those changes taking place in the 

classroom.  After Ellie's fall retrospective self-reflection Penelope wrote, 

 You really pinpointed some pivotal moments in your classroom practice, which 

 I'm glad you could see (DRC, etc). I have to admit though, I was surprised that 

 you beat yourself up so much in your reflection. Yes, are there things you are 

 working on..absolutely, BUT and this is a huge BUT you transformed your 
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 classroom overnight after that first coaching feedback. You immediately started 

 doing things you said you would do: movement, interesting lessons, positive 

 climate, conflict management, etc. THAT"S HUGE! In this reflection you 

 focused  on all the things you are still working on and frustrated that you haven't 

 done yet, but I want you to stop and celebrate so many things that you ARE 

 doing well. Your use of student to student talk, partner work, manipulatives, etc 

 is impressive and you should note that! I saw huge amounts of growth in you  

 and your students this semester and I want you to know that it is ok and GOOD 

 for you to acknowledge those proudly and loudly. Centers and guided reading  

 are going to come along. Don't beat yourself up that you didn't have them yet, 

 you were working on other goals and working towards older and new goals in 

 chunks. I have faith that you will continue to strive toward these goals and make 

 them a reality. I can't wait to see your centers and you as a facilitator. 

 Breathe...pat yourself on the back. It's well deserved. :)  (46:116; Fall 

 retrospective self- reflection) 

 

Ellie did discuss that she needed to work on not being so hard on herself and that she 

should celebrate the things she was doing well in the classroom.  These celebrations came 

as Ellie began noting success in her classroom.   

 Ellie regularly implemented the feedback Penelope provided.  For example, 

Penelope suggested Ellie have Author's Chair daily so that more students would have 

time to share their writing and students could learn from each other and Ellie.  Ellie's 

action plan included the implementation of this suggestion after Penelope's visit.  She 

wrote, 

 We began Authors' Chair the Monday after [Penelope's] visit; I simply made a 

 poster  with the kids' names written on either side of it, took two clothespins 

 placed them by the first authors to share and we now move those clips daily, so 

 that two students share each day.  This has IMMENSELY improved Writers' 

 Workshop!  The authors love being the center of attention!  The other students 

 listen to their peers work and, after each individual author, have a chance to ask 

 questions or make observations.  To make sure the time is effective, since it's at 

 the end of the day, each author takes/answers three questions or comments from 

 a peer and one from me.  I am able to observe things like one author being 

 careful to share her illustrations with us while sharing; the next day, and every 

 day since, every author has been sure to share his or her illustrations. After 

 [student] used sound words in a story, which was the day's mini-lesson, other 

 kids began using  sound words.  Dialogue is being shown in bubbles above 
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characters' heads; some students are beginning to use quotation marks.  (58:31; CV-5)  

 

Ellie valued the feedback Penelope provided and was willing to try new strategies and 

suggestions.  Penelope acknowledged how Ellie used her feedback.  In her written 

feedback attached to the coaching rubric, Penelope wrote: 

 I appreciate how you so carefully think through our discussions and choose what 

 will work for you and your students and implement it and evaluate its success. I 

 definitely understand your initial concerns with daily author's chair, but it is 

 such an exciting teaching tool. Kids will pick up so many writers’ tools from 

 each other and think how they can use it in their own writing. You've seen this 

 already and it will continue to be a huge learning tool in addition to your mini 

 lessons. :) I also like how you have the 3 questions and your question/comment. 

 Great modeling. This also helps get at speaking standards, empowering self-

 esteem, etc. Beautiful! (59:3; Rubric, CV-5) 

 

Penelope stated that her expectations of how CMs use the feedback she offered was that 

they consider it and determine what would work for them and what they could use.  Here 

she recognizes that Ellie does that.  In addition to the suggestions and strategies Penelope 

provided in her feedback, she also recommended several resources to Ellie to assist her in 

developing as a teacher.  Ellie purchased and read the books, referring to them in her 

reflections.  She continued to refer to them throughout the year when needed.  Ellie also 

watched the videos Penelope suggested and visited the websites.   

Summary With-in Case Analysis: Penelope/Ellie 

 Ellie was skeptical of the feedback she would receive at the beginning of the 

school year.  When sharing her expectations of feedback she did not think it would be 

helpful or valuable.  However, she quickly discovered that Penelope could provide her 

feedback that helped her in making changes in her classroom, learn more about what is 

developmentally appropriate for her children, and implement teaching strategies that 

were more engaging for her students.  Penelope was supportive and encouraging 

throughout the process.  In a coaching relationship, or at least a successful one, it takes 
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the giving and receiving of feedback.  Ellie enacted the majority of the feedback 

Penelope offered, not just mentioning it in her action plans, but fully implementing it in 

her classroom.  Ellie valued the coaching relationship and the feedback from Penelope.  

In my conversation with her, Ellie said, "[Penelope] was the most essential part this 

year...for me... the coaching and the feedback from [Penelope] was the most helpful thing 

out of [Nicholson]...the most valuable part of this program.  I do think the [Penelope] was 

very effective."  (63:72-73; I-June, 2012)   

Final Member Checking and Trajectory 

 Ellie said the feedback Penelope gave her last year and continues to give her this 

year was vital to her first year of teaching.  Ellie describes herself as a "much calmer 

teacher" and excited about teaching this year (email correspondence, March, 2013).  Last 

year Penelope gave her feedback to implement centers and involve parents in her 

classroom.  Ellie shared she has implemented centers on a daily basis and is able to work 

more closely with parents as her class is much smaller; 15 students compared to 28 last 

year.  She says of last year that teaching,  

 ...felt like work and I couldn't understand how people stay in this work for years. 

 I am still considering how long I will teach, but this year showed me that 

 teaching can be an enjoyable experience.  I think the fact that I'm not pregnant 

 [this year]and that our school has more systemic administrative organization has 

 a lot to do with this, but coaching had played a significant role in my 

 development. (64: 34-Email interview, February, 2013) 

 

Ellie said she would like to remain in elementary school and continue teaching in the 

general education classroom for two to three more years then possibly pursue becoming a 

reading specialist.  She shared that she valued reading and writing as part of a student's 

education in school.  She is investigating schools outside her district and will either 
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remain at her school or teach in another school.   

 In February I sent Ellie my interpretation of her individual case and requested 

she make any edits to the case that she felt did not represent her experiences.  She replied, 

"Thanks for your patience. I feel as though you represented me adequately." (email 

correspondence, 2/24/13) 

 Penelope said Ellie's class is running smoothly, even though she was not there 

for the first ten weeks.  She said the students, "know what to do, they have rituals and 

routines, jobs... She's really good about her kids having a lot of autonomy and a lot of 

jobs," which is an area in which she has progressed since the end of last year when she 

was given feedback to let her children take on more responsibility.  (102: 44-45; I-

December, 2012)  Ellie continues to grow in her teaching. 

Individual Portrait: Jean-Third Grade Teacher 

 Jean is a self-identified White woman who is twenty-three years old.  She grew 

up and went to school in a suburb approximately 45 minutes from the metropolitan city 

where she is currently teaching.  The elementary, middle, and high schools she attended 

consisted of mostly White students (approximately 80%) who were from middle to 

upper-middle socioeconomic families.  Her parents were very involved in her schooling; 

providing help for projects, homework, and assignments. They attended parent 

conferences, PTA meetings, and other school functions.  They had high expectations for 

her, expecting her to be an A/B student and to attend college; leaving her no doubt that 

she would go to college. She stated, "There was never a thought of 'if' I go to college, it 

was always 'when' I go to college." (93:65; I-August, 2012) 

 Jean shared that school was always put first, although it did not come extremely 
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easy to her and she always had to work hard for good grades and success.  She was very 

involved in extra-curricular activities and sports. 

 Jean received a scholarship and went to a small, private university in North 

Carolina.  In her freshmen year, she took a sociology class which was a service learning 

class.  One of the choices for an assignment was to volunteer in an afterschool program in 

the community, which was a lower income community, and she said she really enjoyed it. 

She volunteered three to four times a week, helping students with their homework.  Her 

professor mentioned Teach For America to her and told her that if she enjoyed the 

afterschool program and tutoring the kids, TFA might be something she would want to 

investigate.  Jean ended up majoring in sociology and minored in psychology.  In her 

junior year she looked in to Teach For America.  Her friend had joined TFA and spoke 

very highly about it.  Her friend encouraged her to try it and told her she would be very 

good at it.  Jean applied for TFA and got in.  She wanted to return to the urban city close 

to her home town because she, "really wanted to come back and make an impact close to 

home." (93:7; I-August, 2012) 

 Jean was placed at an urban elementary school in a third grade classroom.  She 

started the year with 20 students.  By the end of the year she had 10 boys and four girls.  

All of her students were African-American.  She was assigned an inclusion class which 

means she had students with disabilities and Individual Education Plans (IEPs), so she 

was given a co-teacher for 40 minutes each day.  She had a positive relationship with her 

co-teacher and felt she was helpful.  She stated, 

 ...she did come in for math and it was helpful because especially with students I 

 was challenged by and like I said the students they would do better with a small 

 group and she was able to pull a smaller group and I was able to focus on those 
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 students [students I was challenged by].  (94: 21; I-November, 2012) 

 

Whenever she reflected about her co-teacher, it was always in a positive light.  For  

 

example,  

 

 Today my co-teacher and I tried parallel teaching for the first time, and I think it 

 was very successful. We were able to give each student more attention, yet we 

 still taught the same concept to all of the students. We were being observed, and 

 got great feedback! (79:51; R-January, 2012) 

 

Jean also stated that she had the opportunity to observe her co-teacher during a math 

lesson and she was able to collect data that would help her plan instruction for future 

lessons. 

Expectations of Teaching 

 Jean had hopeful expectations for what she would be able to accomplish as a 

teacher.  She had strong relationships with most of her teachers and college professors.  

In her September STC she reflected, "I came into the school year thinking that I was 

going to change the world, one classroom at a time."  (69:3; STC, September, 2011)  She 

thought her students would be open to her teaching methods.  She reflected, "At the 

beginning of the year I expected all of my students to be responsive to what I wanted and 

exactly what I expected.  (77:15; Fall retrospective self-reflection)  She also felt that 

based on her own experiences in school she expected teaching to be more teacher driven 

where the teacher would, "give you the information, you practice it, and I assess you on 

your knowledge." (94:46; I-November, 2012)   

 Jean realized that school today is much different and students behave differently, 

stating, "I think I expected that when a teacher said something, kids would listen."  

(94:39; I-November, 2012))  From attending TFA institute in the summer she had an idea 
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that teaching in an urban school would be challenging, but she said, 

 I expected at least for the majority of, for the most part for them to follow 

 directions because they were the students and I was the teacher because when I 

 grew up it would never have crossed my mind to not listen to the teacher.  

 (94:39;  I-November, 2012) 

 

Jean came into teaching with the expectation that students would listen and follow 

directions simply because she was the teacher.  This is very similar to what many 

beginning teachers believe because they relate teaching to what they experienced as a 

student.  However, like many teachers, Jean found teaching today is not what she 

thought.  Jean soon learned that her expectations did not align with what she was 

observing in her classroom.  In her fall retrospective self-reflection she discussed her 

thoughts:  

  As I look back on my previous/initial thoughts, views, beliefs, and expectations 

 of what it means to be a teacher, I realize that there are some aspects about 

  teaching that can never be explained or understood until one has actually 

 experienced it. And even now that I have experienced teaching, I still find my 

 own understandings of teaching changing daily.  At the beginning of the 

 semester/school year, I understood that getting to know my students was 

 important, but I did not realize that it would be THE most important and 

 beneficial aspect of my teaching. (77:5; Fall retrospective self-reflection) 

 

In addition to her expectations regarding student behavior, Jean thought she understood 

what teaching entailed.  Jean had good relationships with her teachers and knew she 

would want to learn about her students also.   However, she discovered that aspect of 

teaching was critical.  Jean’s realities of teaching were that of a challenging environment 

where she had to quickly take action to build a classroom community where learning 

could occur. 
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Realities of Teaching While Learning to Teach 

 Jean was surprised by what she encountered in the first few months of teaching, 

especially in regards to the behavior of her students which really "shocked" her.  She 

describes,    

 At the beginning of the year I was so overwhelmed with the bullying, fighting, 

 and negativity my students had toward each other that I admit sometimes I 

 would look the other way because I just did not know what to do. Ignoring even 

 the smallest conflicts between students was probably [one] of the biggest and 

 most detrimental mistakes I have made as a teacher so far.  (77:13; Fall 

 retrospective self-reflection)   

 

These behaviors were not what she expected.  She came into teaching with only her TFA 

training and was not prepared for what she was observing in her classroom.  The five 

week institute TFA requires CMs to attend in the summer was not enough to help her 

with what she encountered upon entering her classroom.  She said,    

 I was trained with minor behaviors; for this behavior you get a consequence for 

 this behavior you get a reward that's kind of how I was trained at institute with 

 Teach For America and what I didn't know how to deal with were the extreme 

 cases I saw where my students were hitting and screaming and crying and 

 throwing things across the room and I think it was; that was when it was very, 

 very difficult for me at the beginning of the year in my classroom.  (94:2; I-

 November, 2012) 

 

This lack of preparation for the realities of teaching in a classroom such as what Jean 

describes made it very challenging for her.  When Jean first began teaching she did not 

have any courses in classroom management, she only had what TFA taught her which 

was that students need to be “100% compliant 100% of the time” which she soon learned 

was an unrealistic expectation.  She shared, 

 Not only did this ingrained expectation that  all students would follow all of my 

 directions exactly as I gave them ALL THE TIME  (example: hands folded, eyes 

 on me, sitting up straight- who is comfortable sitting like that anyway??) distract 

 my focus from what was really important in the classroom, but it was also 
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 detrimental to my relationships with my students as I would grow frustrated with 

 them easily. In actuality, I was demanding my students to do something (sit in 

 active listening position all the time) that was not only developmentally 

 inappropriate for them, but also difficult to expect even from adults. (77:16; Fall 

 Retrospective) 

 

In the realities of teaching, Jean understood that what TFA taught her was not working, 

which led her to feel frustrated.  Jean realized that focusing on TFAs rules of compliance 

with her students was diverting her from what was most important.  In addition to her 

lack of preparation in managing a classroom, Jean was also unprepared for the reality of 

all that teaching entails.   

 When it comes to the amount of time required as a teacher, Jean realized that 

what she expected when she began teaching was not the same as the realities of teaching 

itself.  For the first part of the year Jean was "trying to survive each day, one lesson at a 

time. Though I knew there would be long work hours and stress, I never could have 

anticipated seventy plus hour work week I am currently trying to survive."  (69:3; STC-

September, 2011)  Like so many beginning teachers, Jean was not aware of all the 

responsibilities that go with teaching.  However, paperwork was not the most challenging 

aspect of her job.     

 One of the most surprising realities of teaching Jean was not expecting were the 

living conditions and home situations of many of her students.  Several of her students 

became homeless because their apartment complex closed, so they had to move to a 

homeless shelter.  Some of her students would write about their lives in their journals 

which Jean began because her students wanted to share so much about their lives and it 

was taking away from her instructional time.  Jean stated, 

 One of the problems I was dealing with was that I have all these kids and they 
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 want to tell me everything that is going on in their lives and it was emotionally 

 hard for me, it was emotionally difficult for me to deal with because I got 

 attached  to them and I got to learn about all this stuff going on outside of school, 

 and I can't do all that and get instruction in. And I can't handle all the problems 

 of the world.  (94:17; I-November, 2012) 

 

Jean was not prepared for some of the emotional feelings she would experience when 

learning of the many needs of her students.  She said, "It was all I could do not to cry 

when... my students were writing about what they “needed” and their responses were: a 

dad, a mom, a home."  (75:84; R-November, 2011)  Jean brought a Thanksgiving basket 

to one of her students, which was the high of her day, but then the low of her day was 

"seeing the conditions Charles (pseudonym) lives in." (75:91: R-November, 2011)  

Another student Jean worked with to build a relationship, Charles stayed after school for 

tutoring.  Jean would take him home from school so that he would be able to stay.  One 

day when she took him home, "his mom expressed that they had no food for dinner… 

although I am trying to focus on my locus of control, it is hard for me to distance myself 

and my emotions from [Charles'] unstable home life."  (89:54; R-April, 2012)  All of 

these were emotionally challenging for Jean as a first-year teacher who was also learning 

to be a teacher at the same time. 

Experiences as a Beginning Teacher 

 Jean experienced challenges and successes during her first year of teaching.  Her 

challenges included the negative culture of her classroom, time management and 

organization, and knowledge of her students, especially what was developmentally 

appropriate for nine year olds.  Through implementing strategies and suggestions from 

her coach, hard work, and perseverance she was able to turn these challenges into 

successes.   
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 Her first challenge was her classroom culture and managing the behaviors in her 

classroom.  She often reflected on the negativity of her students and not knowing how to 

handle it.  She described, 

 I really struggled a lot in the classroom with classroom management like I said, 

 but one of the things that I think helped me the most was having [Penelope] in 

 my room and providing me with feedback and being there for support, and 

 acknowledging when things in my room were getting better.  That was really 

 motivating for me and it made me feel good about myself, you know I wasn't 

 sure if I was doing the right thing. (93:54; I-August, 2012)  

 

Jean recognized her struggles in the classroom and was motivated by the support she 

received.  She dedicated herself to consistently working toward building relationships 

with her students to help to improve her classroom culture.  In the beginning, she spent 

much of her time on building her classroom culture, which disrupted the schedule she 

created to carry out instruction. 

 Time management and organization were often things Jean reflected as an area 

where she needed improvement.  She seemed to run out of time for her lessons, and 

grading papers and returning work to students with feedback was a continuous struggle.  

In September she reflected, "In the article, “Phases of First Year Teaching”, I felt as if it 

was describing my own life perfectly.  As a new teacher, I am most certainly in the 

survival phase, if not already entering into the disillusionment phase."  (69:3; STC, 

September, 2011)  Throughout the year she worked to manage her class time so she could 

complete more of the curriculum.  She stated, "We didn’t get through near what I wanted 

for the day- I need to be better at time management."  (70:54; R-October, 2011)  She 

began setting a timer to help her stay on track.  Finding the time to organize her room 

proved difficult.  She reflected about this often, and in February she stated, 
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 I am struggling with organization within my classroom still. At the end of the 

 school day I am usually tutoring, in a meeting, going to class, or just exhausted! 

 I really need to do a little organization each day- I will do this by concentrating 

 on one area (i.e. filing, cabinet organization, etc).  (83:74; R-February, 2012) 

 

Jean was happy that finally later that month she was able to use a full planning day to 

work on organization and not have to attend meetings which she often said were," 

inefficient and ineffective." (87:64; R-March, 2012)  In addition to organization and time 

management, Jean grappled with understanding how to meet the needs of her students, 

especially at the beginning of the school year. 

 Jean did not have any coursework in child development before she began 

teaching.  In the beginning of the year she reflected about not knowing what teaching 

strategies were developmentally appropriate for her nine year old students.  For example, 

how much time should be teacher-talk versus student talk, how long students should be 

seated, and pacing of her lessons.  She shared, "as far as instruction goes at the beginning 

of the year...I wasn't really sure what was developmentally appropriate for my students, 

but without anyone else saying anything."  (93:46; I-August, 2012))  Jean started to 

realize that she needed to tighten her lessons, provide movement times, and give the 

students more time to talk.  As the months progressed Jean reflected that her lessons 

became more developmentally appropriate for her students.  She reflected,   

 I find my practice has become more developmentally appropriate in a few ways. 

 First, I have learned to let go of the expectation that my students are going to be, 

 or should be, which is what I came into the year believing. Before reading 

 Yardsticks, I had no idea what was developmentally appropriate for nine year 

 olds.  Now that I am more informed about that to expect from nine year olds, I 

 have altered my lessons to meet them developmentally. (77:25; Fall 

 retrospective self-reflection)   

 

She began to plan lessons to which the students could attend.  She also learned that she 
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needed to differentiate the instruction to meet all her students' needs and so that all of her 

students could learn. 

 Other challenges Jean shared were the pressure of the state test that was given in 

April.  She began reflecting about it in March and questioning whether or not she was 

doing everything necessary to prepare her students for the test.  In a daily low she 

reflected, "I am feeling the stress and pressure of the upcoming [state test]!  I am also 

realizing what I could have done and what and how I should’ve taught certain skills… I 

guess I will know better for next year."  (87:109; R-March, 2012)  This was Jean's first 

experience as a teacher required to administer a state test.   

 Jean also reflected about being overwhelmed with grading papers, frustration 

when technology didn't work and she had planned to use it, and being "exhausted" not 

having time for her personal life.  (87:104; R-March, 2012)  Fortunately, Jean worked at 

a school that was supportive and recognized the effort she was putting into her teaching 

and her classroom.  Jean found supports in many ways at her school and sought them out 

in order to assist her students.  For example, Charles, one student who she was really 

struggling with at the beginning of the year and was working to build a relationship with 

worked well with the band teacher.  Jean explains,   

 [Charles]...responds to him in a way that he does not respond to me. So, 

 sometimes I will let him go to the band room to complete his work and talk to 

 [the band teacher] as long as he completes his work. (77:32; Fall retrospective 

 self-reflection) 

 

Jean used the resources, including her colleagues, she had at school to help her with 

challenges she faced.  In addition to recruiting the band teacher, Jean found a 

kindergarten teacher who shared a website which helped her meet the needs of one of her 
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students.  This student needed assignments which were differentiated, so he could feel 

confident in his work.  Not only did Jean have colleagues who were helpful, she also 

worked with a principal who was supportive, which Jean appreciated.  She reflected,  

I had a great chat with my principal today about my learning experiences thus 

far and where I would like to go and improve from here. I realize how lucky I 

am to have such a wonderful and supportive principal. (83:48; R-February, 

2012) 

 

The February faculty meeting was an extension of that support.  Jean shared, "I was 

announced Teacher of the Month!!  It is a great feeling to know that the administration 

supports my teaching practice." (83:143; R-February, 2012)  This feeling of support 

continued in Jean's March reflections as she shares how her principal recognized her 

efforts, 

 My [principal] called me into her office today just to let me know how “proud 

 she was of me”..it helps to have a supportive administrator who believes in what 

 you are doing. I am so thankful for [my principal] and all of her support.  

 Sometimes I just feel like I am putting all of this work into my classroom, but I 

 am not sure if I am even doing anything right.  Encouraging conversations from 

 others mean the world right now. (87:28; R-March, 2012) 

 

Jean appreciated working in a school that supported her work.  She recognized the 

resources available and utilized them.  In addition to the resources available at her school, 

Jean found there were many resources in Nicholson's M.A.T. program. 

Experiences as a Nicholson M.A.T. Student 

 Jean was very positive in her discussion about the courses, readings, reflections, 

and coaching class.  In all of her reflections, Jean never once had a negative thing to say 

about the M.A.T. program.  In my conversation with her she admitted that she sometimes 

felt "overwhelmed, and there was too much work, and I can't even focus on my own 

students and my own classroom because I am doing all this work."  (94:45; I-November, 
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2012)  However, she also said she realized that the work was intentional and purposeful 

for her growth.  She stated,  

 ...this wasn't just extra work, that it was actually benefitting me and it was what I 

 needed, but I did feel overwhelmed a lot at the beginning,...but now, most 

 of the  things that I learned besides from my own experience of seeing what 

 worked and what didn't worked, and besides the very little bit of training I got 

 from Teach For America, pretty much everything I learned has been because of 

 the [Nicholson] classes. (94: 45; I-November, 2012) 

 

In one of Jean's other classes, she created a semiotic representation of her first year in the 

Nicholson program as well as a teacher in her classroom.  She described her experience 

in her spring retrospective self-reflection as that of a, 

 ...seed that needed resources to help me grow into a reflective and responsive 

 teacher and student [on orientation night].  With the help of my coach, 

 professors, and other speakers and mentors at [Nicholson], I have been watered 

 and have grown tremendously since my first days in the classroom of 

 [Nicholson] and  in my own classroom.  (90:142; Spring retrospective self- 

 reflection)   

 

Jean recognized the importance of the courses, most especially her coaching course and 

her work with Penelope.  The feedback Penelope gave her about her classroom teaching 

and reflective practice helped Jean grow in her teaching practice and to develop who she 

is as a teacher today.  At the end of the school year Jean reflected, 

 My understandings of teaching have certainly shifted since the beginning of the 

 year based on my experiences as a teacher at [school] and as a student at 

 [Nicholson]. Most importantly I have truly understood the meaning of “one size 

 does not fit all” when it comes to teaching styles and learning styles. As a first 

 year teacher it is easy to try on the persona of others in an attempt to find  

 something that “works”, but I have learned that being anything but your 

 authentic self does not “work” for the students nor yourself.  (90:7; Spring 

 retrospective self  reflection) 

 

Penelope often talked with her coachees about being authentic in their practice and felt 

that was one of the reasons they needed to "sift" through the feedback she provided them 
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to be sure it worked for them as individuals developing their identities as teachers.   

 Jean said she had a, "great experience with [Penelope]" (93:15; I-August, 2012) and 

valued her feedback.   

 Below is a diagram of one aspect of Jean and Penelope's coaching/feedback 

cycle, which also aids in answering three of the research questions (see Figure 13).  Jean 

struggled with resolving conflicts in her classroom.  She identified a need for assistance 

in building relationships and had previously discussed with Penelope the desire to use a 

team theme to create team spirit and an environment where students worked together.  

The giving and receiving of feedback is exhibited in Figure 13. 
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Figure 13: Reflection/Coaching and Feedback Cycle-Penelope/Jean 

 

 

 

Written or Digitally Recorded 
Feedback  

You can link this type of video to 
teaching/learning and being a good 
teammate in the classroom 
 http://www.youtube.com/watch?=o9uE
9PbSrp4 

Coaching Visit & Debrief Feedback  
 

 "...girls in back need conflict 
resolution...you mentioned there is 
bullying, fighting, etc.  Really play up 
your team/teammate concept with this  

 

Coaching Rubric & Written 
Feedback 

"Your action plan hits on 
various pieces that will 
really make a big 
difference over time."  
 

Precoaching Visit 
Questionnaire 

I would like my coach to pay special 
attention to my management 
strategies and the level of 
engagement of my students. These 
have been two areas that I am 
struggling in.  

 

Action Plan 
" emphasize the TEAM theme by 
having "team meetings" once a week 
to discuss team goals- what we need 
to work on- what we are doing well     
watch video   suggested  by [coach] 
about what it means to be a TEAM"  
 

 

Monthly Reflections "I...need 
support and assistance with 
classroom management, 
because it has been very 
difficult to get through all of 
the material and lessons I 
have planned because of 
fighting and defiance." 

 

Reflective Practice Rubric & 
Written Feedback 

"What was the context, pedagogy, 
subject, grouping, etc...more 
details...will help you identify 
patterns that will help you see 
where you can make changes"  
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Purpose of Feedback-RQ1 

 Jean shared that her first year at Nicholson has been a good experience and the 

coaching class and feedback were beneficial.  She did not know in the beginning what to 

expect about the coaching class, visits from Penelope, or feedback. 

 Jean describes the purpose of feedback as "suggestions and ideas to become a 

better teacher."  (93:20; I-August, 2012)  She recognized that she had areas of strengths 

and weaknesses and felt Penelope would help her figure out what those were and share 

some strategies to help her improve her teaching.     

Expectations of Feedback-RQ2 

 Jean was not sure what to expect from Penelope's feedback at first.  She knew 

that her TFA MTLD would also be visiting, so she wasn't sure if that was similar to 

Penelope.  She stated, 

 I guess at first I wasn't really sure how the coaching would be different than let's 

 say the TFA MTLD role, so I didn't really know if it was going to be the exact 

 same or different, but I basically envisioned my coach coming in and just 

 helping  me figure out what was the strengths of my classroom the strengths and 

 weaknesses of my instruction and then providing me with feedback.  (93:18; I-

 August, 2012) 

 

Jean expected feedback would help her improve her teaching practices.  She expected her 

coach to be helpful and relevant to her needs.  One way Penelope was able to provide 

feedback that is relevant was through the coaching cycle.  Jean expected feedback to 

include ideas and suggestions so that she could become a better teacher.  She said, 

 At first I just thought that she would just come in kind of giving me ways to 

 improve on my teaching since this was my first year and I came in with no prior 

 experience.  I kind of assumed...that she would just come in and make 

 suggestions and provide ways that I could do things better or differently, things 

 like that. (93:22; I-August, 2012) 
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Jean shared that she expected Penelope would give her specific feedback she would need 

based on her pre-coaching visit questionnaire and reflections.  Jean's stated needs for 

feedback in both her reflections and coaching visits involved her classroom culture, 

which included the fighting and negative language in the classroom, and how to create an 

environment where students could learn and work together.  Building classroom 

community was the primary focus for Jean for more than half the year. 

Nature of Feedback-RQ3 

 Process of feedback.  Jean said she received a variety of types of feedback 

including verbal feedback at her debrief session after Penelope would visit.  She would 

also receive written feedback and sometimes, "she would send me an audio recording of 

her feedback."  (93:26; I-August, 2012)  On the written feedback Penelope would write 

notes about what was happening in the classroom.  Jean explains,  

 ...I would say [feedback] was ongoing, but the main times that I really got her 

 feedback was when she came into my classroom and then we would verbally 

 debrief and then she would send me what she saw and what we talked about and 

 I would send her back action items that I was going to work on.  And other times 

 were, would be my reflective practices, but even going to classes and seeing her 

 she would ask about certain students or ask me for updates and then I might talk 

 to her in between our coaching visits or... me turning in my reflective practices 

 and there were definitely conversations we would have in between those 

 different assignments.  (93:40; I-August, 2012) 

 

Jean describes the feedback processes put into place in the M.A.T. program.  She also 

describes that Penelope would send written feedback on her monthly reflective practice 

rubrics.  Jean stated the rubrics were not necessarily a helpful form of feedback because,  

 "...I didn't really understand what each level meant. So I would kind of look at 

 them, but I really didn't understand what each part was, and maybe it was just 

 because I didn't have enough experience as a teacher that much so I do not really 

 understand okay so what does the exemplar section look like? What does a 5 

 look like versus a 2? I think that was one of the issues with the rubric, that I 
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 wasn't really sure what the number looked like. So okay I'm here, but how 

 would it look if I was at a different place on the rubric and I really didn't know 

 what each section meant or what that really meant for me in my practice. (93:52; 

 I-August, 2012) 

 

The rubrics were not a clear form of feedback for Jean.  She did not understand the 

difference in the categories for assessing and how they impacted her teaching or 

reflection practice.  What she valued the most was the feedback from the coaching visits.  

Jean said she really liked when Penelope visited her classroom.   

 Jean described the process of feedback as helpful and felt the verbal feedback 

was what she needed to assist her in improving her teaching.  In addition the coaching 

visits were a space where Penelope provided support and helped Jean feel more confident 

in her teaching.  Jean valued the content of feedback she received in those conversations. 

 Content of feedback.  Jean shared that the feedback that Penelope gave her 

"would always start with positive things...[which] I loved about it...she would say the 

things that she saw in my classroom that were positive..."  (93:26; I-August, 2012)  She 

also said that the feedback Penelope provided was always relevant to her needs.  Jean 

reflected often and received feedback about classroom culture (f=105; 22%); 

instructional strategies (f=48; 10%); support (f=52; 11%); knowledge of students (f=123; 

26%); teacher socialization (f=111; 24%); and teacher supports (f=28; 6%) with three out 

of her six categories having been mentioned at least 100 times each (see Table 5).   

 While not her highest reflected theme for which she was offered feedback, Jean 

needed the most guidance in building classroom community to improve her classroom 

culture so that it was a place where everyone could learn.  In the first and middle part of 

the school year this is something she reflected upon daily.  She recalls the beginning of 
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the year sharing, 

 ...our first coaching visit when she came in and right away she noticed that there 

 was a lot of conflict going on between my students you know while I was 

 teaching, things that I wouldn't see you know students whispering not nice 

 things  to each other and things like that and one of the issues was we thought I 

 was just  trying to push through content and not really trying to address those 

 issues. So that was kind of our goal throughout the year… One of my issues is 

 that I don't know when I am supposed to do all that I have all this content to 

 teach. And I said aah, I'm not sure when I'm supposed to be fitting in the 

 teambuilding and things like. And so she gave me a lot of ideas for when and 

 how to do that. So she would say let's start something at lunch where you pull a  

 couple of students and you really sit down and talk to them and discuss how to 

 be a friend and really kind of help me figure out ways throughout the day for me 

 to pull my students individually and talk to them about how they were feeling 

 how they were feeling about other students in the classroom and things like that 

 and when she would come in and she would kind of like I guess look for that, 

 look for students who she thought were having problems with each other 

 and we would sit down and try to figure out ways that I can build more 

 community in the classroom. (93:30; I-August, 2012) 

 

In the first set of monthly reflections and in the first pre-coaching visit questionnaire, 

Jean's stated needs were regarding her classroom culture and needing guidance to assist 

her with strategies.  After observing Jean's classroom, Penelope debriefed with Jean and 

also sent this written feedback, 

 *** girls in the back group---they need some conflict resolution and community 

 building exercises….try pulling the three of them for lunch to get to know them 

 and talk with them, see what they have in common, try and get them to see each 

 other as allies, etc. They are keeping each other from learning. Perhaps separate                        

 them for now until you can develop that relationship with them and with each 

 other. You definitely need some community building time set aside each day.  

 Be very explicit with your community building techniques. Teach them 

 how/why to give and receive a compliment. (ask them for ideas on what this 

 would look/sound like, write it up on piece of chart paper).  Also, you 

 mentioned there is bullying, fighting, etc. Really play up your team/teammate 

 concept with this. You can link this type of video to teaching/learning and being 

 a good teammate in the classroom 

 http://www.youtube.com/watch?v=o9uE9PbSrp4 .  (You can talk about 

 this in terms of nouns, verbs, and adjectives and put it up on your wall in the 

 form of a concept map/graphic organizer. Check out Conscious Discipline, 

 Teaching with Love and Logic, and Yardsticks to help with all of this. It will 

http://www.youtube.com/watch?v=o9uE9PbSrp4
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 really help you with getting and keeping their attention, solving conflicts before 

 they start because this will all snowball throughout the year if you don’t address 

 it now.   (68: 92; CV-1) 

 

Jean created an action plan that addressed all of Penelope's feedback (discussed in RQ4).   

 

Penelope recognized Jean's efforts and in addition to giving specific strategies and 

recommending resources, she also gave Jean encouraging feedback.  For example, 

 

 I really enjoyed being in your classroom. I know you feel a little frustrated right 

 now, but please keep your amazing disposition and teaching style. You have a 

 lot of good things going on right now and you are tweaking things to make it 

 smoother. Your action plan hits on various pieces that will really make a big 

 difference over time. Be consistent and stick with your items and it will pay off. 

 Your team will be successful!...:) Keep your chin up...this is all a process and 

 you are in a good place. I know you don't feel like it, but you are. I look forward 

 to seeing you soon. Best, [Penelope]  (68:80; CV-1) 

 

Penelope encouraged Jean and helped to build her confidence by letting her know the 

things she is doing well.  Jean appreciated Penelope's encouragement.  

 As mentioned earlier, Jean worked to develop a relationship with Charles, which 

was at times difficult for her because she would take him home from school and his 

mother would tell Jean they did not have food.  I did not see Penelope's response or 

feedback to this in any of the data, so I asked her about it in our December interview.  

Penelope shared that she did provide feedback and offer suggestions to Jean to help her 

with her feelings of not being able to help, 

 [Jean] was constantly being asked by parents for money or things and I told her 

  that that's just not something she is able to do. She can give her time and her 

 love and her care to [Charles] and...when I had kids I just made my classroom 

 the place to come in the morning...I had puzzles they could do whatever games, 

 they could stay, after when kids got in trouble they could come to my classroom 

 and I explained that to her because if you're exhibiting that love, that care...kids 

 will want to be there and that's half the battle having them be there and to know 

 that you care. So I explained that that is how I handled the situation. You could 

 do other things like raise money for different things, but I mean she was totally 
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 strapped in all parts of her life...I just wanted her to focus on what she could do 

 in these moments, and that was to love and care on him and give him a safe 

 place before school and after school to come and that's what he needed the most. 

 There are places to get food...it was about having him come to school so he 

 could get breakfast and lunch and so that he could be safe, for me that's  what it 

 was about.  (102:28; I-December, 2012) 

 

Penelope shared her experiences of teaching in urban schools.  She suggested ways Jean 

could show her love and support of her students while they were in school.  Penelope's 

authentic feedback encouraged and supported Jean in a challenging situation. 

 Penelope recommended resources to help Jean build her classroom community 

and develop classroom management strategies.  Jean stated the resources were very 

helpful.  She shared, 

 They were great!  It is one thing for me to talk about being a teammate  and 

 what being a team means, but when they watch the videos and just hear it 

 from a sports player that they know like that, and so they really connected to the 

 videos and that was really helpful. She also recommended that I read, we had to 

 read it anyways later, but she recommended that I read "Love and Logic" and it 

 was great!   I read it before it was required and it definitely helped me. When 

 she recommended it at first I was like oh my gosh when do I have time to do 

 that, but I was really glad that I did take the time because it wasn't a waste of 

 time and it definitely made my life easier. It really helped me out.  

 

Jean explained that Penelope's feedback helped her focus on the things she was doing 

well and not only on the negatives, which also helped her stay positive throughout the 

year.  She said, 

 I think that [Penelope] was very good about just keeping me calm and having 

 me focus on the little things that I was doing right or the things that were going 

 right in my classroom...so a lot of the feedback I got was well, you were 

 focusing on this negative and you're upset or frustrated about that, but I saw so-

 and-so helping so-and-so over here, being an extra set of eyes, and just helping 

 me to look at the  little things and celebrate the small positives in pointing out 

 things that I wouldn't notice or that are just more difficult to notice when I am 

 teaching and trying to observe all at the same time so pointing out small 

 positives and celebrations in my classroom helped me to stay positive.  (94:7; 

 I-November, 2012) 
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She was grateful for Penelope's feedback and support, which also helped Jean move 

forward in her practice.  Towards the end of the year Jean's focus moved from classroom 

culture and classroom management to instructional practices.  The content of Penelope's 

feedback Penelope to Jean in her fourth and fifth coaching visits was related to things 

Jean could do to enhance her teaching.  In coaching visit four Penelope's feedback was 

affirming when she demonstrated the use of best practices, "You had a great community 

sense in there...I love that you had the sticky notes throughout the read aloud to 

help…you remember what questions to ask what things to point out...great strategy."  

(81:24; CV-4)  

 Penelope also provided Jean with specific actions to take in regards to 

instructional practices stating, "making sure that you have a closing of some sort so 

things are so important to kind of have the take away and to just say what did you learn 

about summarizing tell us something that you learned today."  (81: 26; CV-4)  Another 

teaching strategy Penelope recommended was for Jean to, "try partners using elbow 

partners to either tell each other who knits in their families, who goes to church, or those 

types of things."  (81:28; CV-4)  Jean's practice had moved from one that focused on 

managing her classroom to one that focused on working towards using best teaching 

practices.   

 Jean was grateful for Penelope's feedback, especially in addressing the issues of 

her classroom culture.  She reflected, 

When looking at the feedback from my coach, I am thankful. I am mostly 

thankful that my coach made it clear that I needed to address some of the 

negative relationships, comments, fighting, etc...right away every time it                                                                             

happened.  (77:9; Fall retrospective self reflection)  
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Jean addressed the issues and implemented strategies that Penelope suggested and they 

proved to be successful.  Jean began to trust and value Penelope's feedback and the 

coaching relationship. 

Dyadic Portrait: Penelope/Jean 

 Jean stated she had a really good relationship with Penelope and when Penelope 

would visit her classroom she established that she was there to support and help, not to 

"evaluate you and tell you all the things you're doing wrong, "which made Jean feel very 

comfortable.  (93:15;I-August, 2012)  Jean began the year in a very challenging situation 

with students who were fighting, mean to each other, some lost their homes because their 

apartment building closed, one boy was frustrated because he struggled with the work.  

She stated,  

 Focusing on building community in my classroom has definitely been the 

 number  one most challenging, rewarding, and beneficial aspect of my teaching 

 practice  and for student learning this year. Building community and 

 relationships with my students has been the most helpful with behavior  

 management, student investment, and academic achievement.  (90:94; Spring 

 retrospective self- reflection) 

 

For the first and middle part of the year, Jean struggled with how to manage her 

classroom and effectively teach the curriculum she was required to teach.  Penelope was 

supportive, encouraging her while at the same time providing Jean with resources and 

specific strategies to assist her in moving forward in her practice.  Jean thoughtfully 

reflected on her practice, which Penelope recognized, stating in her feedback, "What a 

powerful reflection, [Jean]. I appreciate your honest reflection and application to your 

own teaching and students."  (69:19; STC-Fall, 2011) 

 As Jean's classroom culture improved, she began to reflect less on classroom 
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behavior and more on teaching strategies.  In addition, Jean had reflected several times 

about wanting to advocate for her children.  The more Jean got to know her children, the 

more she was able to advocate for their needs.  As she became more confident she began 

to solicit support from parents and other teachers to help her meet the needs of her 

children including the band teacher, her co-teacher, and her student's SFA teacher.  Jean 

was growing in her professionalism.  

Reaction to and Use of Feedback-RQ4 

 Jean was unsure of her capabilities as a teacher in the beginning of the year and 

was not sure if she was performing well.  When she thinks back to how she reacted or 

used feedback she stated,  

 I don't think I had a negative reaction, but I don't think I was like I didn't love 

 hearing about things that I needed to do better, or I didn't love hearing about 

 things I needed to improve on. But the more I developed a relationship with her 

 the more I was...asking her for her suggestions. Now I'm getting what I need to 

 do better. The more I developed a relationship with [Penelope] and the more she 

 was in my room, the more I would really actually be asking for her feedback 

 rather than just her giving it to me.  (93:7; I-August, 2011).   

 

Both Penelope and Jean agree that Jean enacted the feedback Penelope provided.  

Penelope provided Jean with resources such as videos, books, and websites.  Jean read 

the books before they were assigned in her coursework and was very glad she did.  One 

book that helped her was the book, "Yardsticks" by Chip Wood.  Jean reflected, 

 As I engaged in the Yardsticks text, I became knowledgeable of the behavior of 

 most 8 and 9 year olds. I realized that the “short attention spans and 

 restlessness” that my students had was developmentally average.  I have learned 

 that it is  important to give my students frequent breaks, and let them move 

 around and talk to each other more often.  (90:12; Spring retrospective self-

 reflection) 
 

While Jean would have read these books in the M.A.T. program, she was willing to read 
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them sooner to help her get a better understanding of her students.  This assisted her in 

her teaching and planning appropriate lessons for her students.  In addition to using 

Penelope's feedback regarding understanding appropriate lessons for her students, Jean 

also used feedback regarding her classroom culture.  Jean describes the feedback 

Penelope presented to her regarding the negative climate in her classroom.  She said, 

 One of my problems, I was having...my kids were being mean...to each other.  I 

 was seeing all these things and I didn't know how to, I think I was telling them 

 "stop" and one of the things [Penelope] told me was "you need to give them 

 other words to say" because I didn't realize that.  I didn't realize that when I 

 would tell them "say something nice" that they didn't know what that meant. So 

 then I would literally give them specific examples and you know I would write t

 he class  compliments and put them in the bucket and then they would read mine 

 and kind of get the language. I modeled the expectations and I got  

 better at that. (94:37; I-November, 2012) 

 

Penelope supplied Jean with specific actions to take based on her stated needs.  Jean was 

not aware that she should model exactly what she wanted her children to do.  Jean valued 

Penelope's feedback and would utilize the strategies, resources, and suggestions in order 

to help her make changes in her classroom.  Whenever Penelope would visit and give 

feedback, Jean always created a thoughtful action plan.  As mentioned previously, 

Penelope recommended Jean keep one of her most challenging students after school in 

order to build a relationship with him.  Jean received the feedback and created an action 

plan.  She wrote, 

 Channeling [Charles]' classroom influence in a positive way- In order to change 

 [Charles'] leadership role in our classroom to a positive one, I will ask his mom 

 if he is able to stay afterschool with me a few days a week in order for us to 

 build our relationship.  During this time I will specifically discuss "leadership" 

 with [him]- what it is, what it means, how to be a leader, and offer "deal" with 

 him that  will give him opportunities to be my "Helper" in the room, etc.  During 

 this time I will also ask [student] about what motivate and interests him, as I am 

 still struggling to figure this out.  (73:40-41; CV-3) 
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Jean carried out the stated goals on the action plan and began to develop a relationship 

with Charles.  He stayed with Jean after school several days a week.  She said, 

 He ended up staying after school with me. It was a little more complicated than I 

 would have liked because he did not have transportation so on the days that he  

 would stay I would take him home.  I was a little nervous and then it just got to 

 be an all the time thing because he loves staying after school and I love him 

 staying  after school too, but it was getting like he wanted to stay all the time 

 and I was taking him home a lot. But really him staying after school really did 

 help our  relationship a lot and also he would come with me at lunch and that 

 was another thing.  So if he couldn't stay a certain day he would work with me 

 one-on-one and we would just kind of talk and he would stay with me during 

 lunch sometimes.  (94:9; I-November, 2012) 

 

Jean used the feedback from Penelope and found it aided her in developing a relationship 

with Charles, which also helped to improve her classroom culture.  Penelope recognized 

that Jean used the feedback she offered.  She describes Jean's work with her students, 

 [Jean] was making phenomenal gains in building relationships with her kids last 

 year...really getting to know her kids, really working with kids that lived in very 

 challenging situations, and really going above and beyond in working with them 

 and I was very proud of her with that.  (102:18; I-December, 2012) 
 

Through implementing the feedback Penelope gave, Jean developed a classroom where 

all her students could learn.  Her fourth and fifth action plans based on Penelope's 

feedback were about instructional strategies such as implementing more read alouds, 

differentiating instruction for her students, and releasing control of lessons to less teacher 

talk and more student talk.  In April Jean reflected upon her growth as a teacher, 

 From looking at coaching feedback, I notice that my focus shifted from behavior 

 management and community building at the beginning and middle of the year to 

 instructional practice toward the end of the year. Now that I feel I have a much 

 better handle on behavior management techniques from Love and Logic and 

 Conscious Discipline, I feel better prepared to experiment with a variety of 

 instructional activities and styles. (90:107; Spring retrospective self-reflection)  

 

Jean attributes her shifts in her classroom to the feedback Penelope offered.  By trying 
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out some of the strategies Penelope suggested, Jean was able to have more structure in 

her classroom, which allowed her to focus on instruction.  Penelope also recognized 

Jean's growth in her feedback to Jean's spring retrospective self-reflection.  Penelope 

commented, 

 What a year it has been. I've enjoyed watching you grow. Your commitment to 

 your students and classroom community has been a joy to watch. You did not 

 give up on any of your students. It's wonderful to see the growth that has 

 occurred by you and them. I'm hoping next year sees more centers, guided 

 reading, and guided math, so that you are more of a facilitator. I think 

 empowering your students through jobs and including them on the grading will 

 help bolster their  work. As they see what they missed and go over each 

 problem, they will learn more instead of just getting a grade back. In addition, 

 trying out new pedagogical strategies and remembering to stay true to your 

 authentic teaching self has been a  really important part of your growth.  You 

 were not in an easy position, but you authentically conquered your problems 

 with reflection, love, and caring.  I truly admire this about you and it shows 

 in your growth. :)  (91:1; Rubric-Spring retrospective self-reflection) 

 

Penelope reiterated this in her interview with me saying, 

 

  [Jean] she made some great gains in seeing the need for culturally responsive 

 teaching and understanding her students as individuals...she had a tough 

 situation and she really did a beautiful job connecting with her students and she 

 did a phenomenal job...building relationships and getting a tough group of 

 students to respect her, to want to do the work, to want to build community she  

 really, she was the star in that I think.  (34:35; I-June, 2012) 

 

While Jean may not have been fully able to implement centers and was still working on 

her teaching strategies, she worked relentlessly to build relationships with her students 

and improve the culture of her classroom. 

Summary With-in Case Analysis 

 The feedback Penelope provided and Jean enacted enabled Jean to build a 

welcoming classroom environment where her students wanted to be and had the desire to 

learn.  Jean transformed her practice by enacting the verbal and written feedback 
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Penelope gave her regarding her classroom culture recommending specific strategies to 

use, recommending resources, and providing her with support and encouragement.  Jean 

shared with me,  

 I haven't had anyone else in my room to be...as helpful as [Penelope], like 

 including administration, Teach For America, anybody that comes in my room.  

 I think I got the most authentic, true, and meaningful feedback from [Penelope] 

 and [Nicholson] and I think it is because [Penelope] really knew my students.  

 She would come in and she would actually talk to them.  And I think that was 

 helpful too, because then she was like, when I would write in my reflective 

 practices or when I would see her or talk to her in classes she asked me about 

 my classroom and my kids.  She wouldn't just write back to me or about my 

 assignments, you  know she would ask, how is [Charles] doing, and every time I 

 saw her she would ask about him.  And that helped. When you know someone 

 knows your kids and cares about your kids and has been in your room like it's 

 not just once a semester or not once a year, and they are trying to give you 

 feedback, so I think it was  easier for me to take the feedback and it meant more 

 to me than people who would just come in and look at my quantitative data and 

 talked to me about that.  (94:45; I-November, 2012) 

 

Jean truly understood the interrelatedness and purpose of the coaching cycle: reflections, 

stated needs, coaching visit, action plan, and feedback, and how it connected to 

everything she was learning in the M.A.T. program.  She made the connection that 

Penelope spoke of about the importance of reflection so that she could see what was 

happening in the classroom in between coaching visits, and how it would provide deeper 

context for her coaching visit.  While the feedback Penelope provided was important to 

Jean's growth and learning as a teacher, Jean's willingness to receive, consider, and enact 

the feedback is equally important. 

Final Member Checking and Trajectory 

 Jean shared that things are going really well in her classroom this year.  She 

moved from third grade to second grade because her school split into a primary and 

intermediate school.  She shared that her classroom culture is going well because she was 
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able to start from the first day of school with expectations and building her classroom 

culture based on the feedback she received last year.  She shared,   

  I'm still working on the small things, but it's nothing like the stress that I felt 

 last year. I'm not as overwhelmed, my culture in my class is better, my kids are 

 on task and are more engaged.  That has a lot to do with the way I've changed 

 too, it's not so much whole group..centers and small group...are the things that I 

 am focusing on this year...from [Penelope's] feedback last year.  (103: 30; 

 Member checking, January, 2013) 

  

When asked what she planned to do after she finished her commitment to TFA, Jean 

stated that she planned on staying a third year at her placement school.  She also stated 

she was definitely going to stay in teaching and that she wanted to stay in education as a 

lifelong career.  

 Penelope confirmed what Jean said about her classroom practices this year.  She 

shared how excited she was by Jean's progress,  

 I saw it and all the kids had stuff that they were doing and working on. And I 

 went around to each group and I said what are you working on, tell me about 

 what game you're playing, why are you playing this, what are you learning while 

 you're playing this, and I just was asking them questions and they loved 

 explaining the games to me and they were learning and they were sorting and 

 they were talking  to each other...and then they had an early finishers center, and 

 she was working  with a group and everybody was working and it was beautiful.  

 And I literally just went over to her and I hugged her and I cried a little bit and I 

 said you're doing it!  And she said I know I'm doing it and she has just been so 

 proud of that and it's been this huge accomplishment.  And she said you just kept 

 telling me to do it and I just finally did it and I love coming to school now and I 

 love going to work. And she's going to teach another year and she's just, she's 

 very happy. And it's been amazing.  (103:33, Member checking-December,  

 2012) 

 

Jean shared in an email with me, "I expected teaching to be very fulfilling and rewarding, 

which it most certainly is...but it is also the most challenging experience of my life."  

(email correspondence, 2/19/13)  Jean continues to check on Charles to see how he is 

progressing.  He is now at the intermediate school, but she sees him when she takes her 
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students to the bus.  She built a lasting relationship with him. 

 In February I sent Jean a copy of her case and asked if she felt her case was 

represented the way she experienced the year.  She shared, "I have looked at my case and 

it looks accurate. Thank you for sending it over to me!"  (email correspondence, 4/7/13)  

I also asked her to feel free to track changes, make comments, or add anything she felt I 

missed.  She did not make any changes. 

Cross-Case Analysis 

 In the section above, I shared the findings from each individual participant in 

answering research questions one through three.  When answering research question four, 

I included the coaching dyads, as this question involved the giving of feedback and how 

it was received and used.  Illustrating the three individual cases allowed me to document 

how each case was unique in terms of: (1) context of teaching; (2) purpose of feedback; 

(3) expectations of feedback; and (4) the type of feedback each was offered and used or 

not used. 

 The cross-case analysis allows me to discuss the themes and subthemes that 

were present across all three cases.  Through examining each case independently, I was 

able to draw connections across the cases which revealed that the feedback given by 

Penelope promoted: (a) efficacy, (b) professionalism, (c) teacher learning, and (d) 

problemetizing teaching practices.   

Feedback Similarities and Differences Across Cases 

 Support. Penelope provided Claudia, Ellie, and Jean with individualized 

feedback based on observations and expressed needs of CMs.  Feedback to support, was 

given almost equally when you look at the main theme (see Table 5).  However, Claudia 



221 
 
 
 

 

received more emotional support than her peers; (f=19) receiving two times more than 

Jean (f=9) and almost four times more than Ellie (f=4).  In addition to her challenges with 

living far away and the stress of Nicholson's program, she, 

 ...had a tough situation with her co-teacher, so most of that was...the confidence 

 and the colleague and the administration thing because I thought her teaching 

 was fine and she was, once she figured out what four-year-olds were like, which 

 was a huge learning curve, she actually did well and with that. You know she 

 was very developmentally appropriate.  It was very great for kids.  It was that 

 being able to stand up to her co-teacher and her administration.  (102:62-63; I-

 December, 2012)   

 

Penelope listened and provided emotional support when Claudia needed to talk about 

issues that were outside the immediate realm of her classroom.  Emotional support is 

defined as times Penelope demonstrated empathy, listened when CMs needed to discuss 

events not related to classroom teaching (e.g. personal issues, family matters, etc...), 

and/or showed care and concern.  In January, many of Claudia's reflections were about 

issues other than what was happening in her classroom.  In addition, she also discussed 

these issues with Penelope in their coaching debrief.  Claudia was grateful that her coach 

was supportive and cared about her.  She shared, 

 I also talked to my [Nicholson] coach about how I was really feeling about 

 classes and teaching, and that felt pretty good. I still feel very stressed, but it was 

 good to have someone hear me. (16:103; R-January, 2012) 

 

Penelope also recognized that Claudia needed time to share her frustrations and wanted to 

provide her emotional support.  In her written feedback on Claudia's January reflective 

practices rubric, Penelope wrote, 

 I know you have been feeling stressed about your work this semester in terms of 

 the literacy class, etc It is tough that you are living in [city], as that is quite 

 the commute. Are there ways to use that time to your benefit? Can you talk to 

 your sister or mom on the way home? Could you record yourself on your iPhone 

 or iPad brainstorming lessons or recording your assessment ideas or highs and 
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 lows, so it is easier later? Just some thoughts or listening to a fun book on tape 

 to relax you. I like your idea of trying to do more of the planning, etc. Let me 

 know how it goes... :)  (17:2; Rubric-January reflective practices) 

 

Penelope was empathetic and understanding to Claudia's situation and suggested ways 

Claudia could use her time in the car productively, which in turn could help reduce her 

stress.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                   

 Feedback to support was sometimes given in relation to the other themes that 

emerged.  For example, prior to reading the books Penelope recommended, Claudia 

reflected about not knowing how to relate to her four-year olds.  Penelope gave her 

supportive feedback that encouraged Claudia, as well as suggested resources so she 

would learn more about her children.  Claudia reflected:  

 They cannot tell me. If they’re tired, they can’t tell me. If they’re mad, they 

 can’t tell me. They don’t have the words yet.  They haven’t been given the 

 words. What I see two year olds able to express in wealthy areas, my four year 

 olds cannot... How do I tell them that [it's] going to be alright, that they are safe 

 here and no one is going to hurt them, that they don’t have to claw for attention 

 or act up or hit each other? It is made all the worse by the razor edge I walk, 

 because I become so frustrated with them, and I don’t want to start out as the 

 system that fails them. There is no common ground between a four year old and 

 I, not yet, because I am neither their mother nor their father, the two adults in 

 their life they love, nor am I even the same color. How do I find a way to reach 

 my four year olds?   (4:11; STC, September, 2011) 

 

Claudia grappled with understanding her students, their needs, and how to reach them.  

She reflected that she did not know what she could contribute to their learning.  Penelope 

helped Claudia to see that she was a valuable and critical person in the lives of these 

children.  In her written feedback on Claudia's STC Penelope encouraged Claudia saying, 

 You are a MAJOR person in their lives regardless of blood or color of your skin. 

 You spend more time with them than most people in their lives. All the more 

 reason to listen, love, and plan amazing lessons they can connect to.  (4:13; 

 STC, September, 2011) 
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Supportive feedback was sometimes given in conjunction with other themes.  Claudia 

needed supportive feedback that encouraged her when she was reflecting about 

knowledge of her students (or lack of).  Penelope could also give supportive feedback to 

encourage independently of other themes.  Jean had a very challenging classroom at the 

beginning of the year and really had to build relationships in her classroom to improve 

her classroom culture.  She received supportive feedback in the form of encouragement 

more than the others (f=23).  Feedback to encourage was when Penelope said something 

that inspired CMs, lifted their spirits, or boosted their confidence.  For example,  

 I've seen a lot of growth in your classroom community, which is in turn 

 positively influencing their academics! How proud you must be!...Congrats on 

 Teacher of the Month! You've come a long way! Keep up the good work and 

 creating center time.  (84:6; Rubric, February reflections )  

 

Jean often felt as if she was struggling and valued the encouraging feedback Penelope  

 

gave her.  She mentions that it was very helpful and encouraging when Penelope 

reminded her of the things that were going well in her classroom.  In addition to 

supportive feedback that provided emotional support and feedback to encourage, 

Penelope also shared supportive feedback that was affirming.  Ellie received the most 

supportive feedback that affirms from Penelope (f=30).  Feedback that affirms is when 

Penelope acknowledged that a CM was using a strategy that was best practices.  After 

Ellie's first coaching visit, the focus of her reflections and stated needs in her pre-

coaching visit questionnaire were regarding her instructional strategies.  Penelope noted,   

 awesome job with incorporating many items from your action plan. You are 

 really working hard at incorporating coaching feedback as well as tweaking on 

 your own. You have a lot of neat and unique things going on in your room. I 

 love the  partner and group talk, your movement, singing, and videos etc!!! 

 Excellent. (42:73; Fall summative coaching rubric ) 
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In this feedback, Penelope gave affirming feedback because Ellie was using instructional 

strategies that they had discussed in coaching visits which Penelope considered best 

practices.  For example the partner and group talk, movement and singing (which is 

developmentally appropriate for first graders), and videos that went with her curriculum.  

Because Ellie was able to focus more on instruction in her reflections, she received more 

supportive feedback that affirmed what she was doing.   

 Claudia, Ellie, and Jean all stated that Penelope was a supportive and helpful 

coach, which was demonstrated in her feedback.  Penelope provided supportive feedback 

to each of them, yet the type of supportive feedback; affirming, emotional support, or 

encouragement was based on their individual needs and situations.   

 Teacher Socialization. The theme of teacher socialization emerged from all 

three CMs data.  Claudia, Ellie, and Jean all reflected and requested feedback in the area 

of teacher socialization higher than any other theme; however, their subthemes varied in 

number (see Table 5).  Teacher Socialization is defined as times when CMs or Penelope 

discuss/demonstrate they are learning about the norms, values, behaviors, and social 

skills that are needed in the job of a teacher.     

 Relationship with co-workers. Claudia reflected about the relationship with her 

co-teacher throughout the entire school year, as well as other co-workers' unprofessional 

behavior at work.  Penelope offered her strategies to help move the relationship forward.  

However, Claudia still struggled throughout the year.  Penelope asked Claudia if she 

needed Penelope to mediate for her, but Claudia said she did not want that.     

 Learns role. Penelope provided feedback to CMs on how they could involve 

parents in their classrooms and advocate for their students.  Learns the Role is defined as 
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times when CMs are self-directed in their role as a teacher.  For example they begin 

initiating conferences, advocating for students, and seeking out resources such as books, 

materials, but also parents, friends, and other teachers.  It also included exhibiting 

leadership in their schools. 

 Claudia grew in her ability to involve parents in her classroom.  While Claudia 

struggled to form a cohesive relationship with her co-teacher, she was finding success in 

working with parents.  She wrote, 

 In my relational practices, I went through some setbacks with my co workers, 

 but I really connected to a parent of a child that I’ve struggled to reach in the 

 past. Having my conversation with [his] dad on the 12
th

 was really good for both 

 of us, because I was able to turn a possible negative interaction into a positive 

 one, and connect with [his] dad. These aspects of growth show that I’ve come a 

 long way this semester.  (27:272; R-April, 2012) 

 

Claudia recognized her growth in learning that one of the roles of a teacher is to include 

parents in the education of students.  Penelope encouraged CMs to get parents involved 

as it was another level of support for students.  Penelope also recommended to Ellie that 

she try to get parents involved in her classroom in ways such as inviting a mystery reader.  

In addition, Ellie read articles about using children's families as resources. Ellie reflected,  

 A very definite way to professionalize myself as a teacher is to tap into my 

 students’ parents and treat them as I would a business contact.  That degree of 

 professionalism will further our relationship, allowing my students’ parents to 

 feel respected and enabling me to access information that only my students’ 

 parents  can provide, which will strengthen their education. (46:15; Fall 

 retrospective self- reflection) 

 

Ellie recognized the importance of involving families in her classroom.  Ellie was also a 

team leader, was chosen to attend several professional development sessions to build her 

knowledge, served on the school council, and was assigned a student teacher.  In her first 

year of teaching, Ellie was learning the role of being a teacher leader.  
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 Jean worked to build relationships in her classroom.  As Jean got to know her 

students more, she began advocating for them.  She sought the help of co-workers.  

Penelope recommended to Jean that she try out new teaching strategies to help engage 

her students.  She responded to Penelope's suggestions reflecting,  

 I am trying new teaching styles and strategies.  I am working with colleagues to 

 create the best learning environment for my students.  My co-teacher and I have 

 recently been parallel teaching, having our students perform raps to remember 

 math strategies, and have been collecting purposeful data.  I have had the 

 opportunity to observe veteran teachers with meaningful debriefs, as well as 

 share resources with teachers from multiple schools and grade levels (in order to 

 differentiate for my students who are on a variety of learning levels).  (90:82; 

 Spring retrospective self-reflection) 

 

Jean enacted Penelope's feedback and began trying new ideas and teaching strategies to 

help engage her students more.  Penelope recognized Jean's efforts stating "...trying out 

new pedagogical strategies and remembering to stay true to your authentic teaching self 

has been a really important part of your growth."  (91:145; Rubric-spring retrospective)  

Penelope provided feedback that encouraged CMs to grow in their teaching practices.   

 Responsibilities. There are many responsibilities of a teacher, most of them 

performed simultaneously.  Examples of responsibilities include lesson plans, grading 

papers, assessing students (DRA, benchmarks, teacher made tests, etc...), bulletin boards, 

meetings, etc...  All three CMs reflected about keeping up with grading, DRAs, and 

recording grades in their TFA trackers.  Penelope recommended Ellie and Jean allow 

students to grade their own work, thereby providing them with instantaneous feedback on 

their learning.  Jean and Ellie did implement the suggestion which helped them and 

benefitted their students.      
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 Knowledge of students.  Penelope offered feedback to Claudia, Ellie, and Jean 

about the knowledge of their students.  Knowledge of students is defined as the 

understanding/or lack of understanding about student needs.  Claudia, Ellie, and Jean 

each grappled with understanding how to meet the needs of their students.  Penelope 

continuously suggested resources, suggested specific actions to take, and posed 

alternative strategies.  Penelope recommended three books to each CM, Yardsticks, 

Conscious Discipline, and Teaching with Love and Logic.  Claudia, Ellie, and Jean each 

reflected how reading these books helped them improve their classroom environment, 

helped them to better understand their students and what is developmentally appropriate 

for them, and allowed them to focus more on their instruction (including planning 

appropriate lessons).  These books are all resources used in the M.A.T. program; 

however, Claudia, Ellie, and Jean read the books prior to when they were assigned in 

their coursework in order to meet the needs of their students as soon as was possible.   

 The themes in this study were carried across all three of the CMs' data.  

However, each CM had individual needs within each theme.  Penelope offered feedback 

individually to each CM based on their needs.  Feedback was not the same all the time as 

Penelope had to change her feedback based on the changes CMs made over time. 

Feedback Across Time 

 Penelope said she offered and Claudia, Ellie, and Jean said they received 

feedback that was relevant to their individual needs.  This was supported through 

evidence of feedback that was given over time across the entire school year (see Tables 6, 

7, and 8).  Claudia reflected about her relationship with her co-teacher slightly more in 

the first half of the year than the second half of the year.  Her reflections regarding 
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knowledge of her students, especially of what was developmentally appropriate lessened 

towards the end of the school year when she felt more comfortable and had a better 

understanding of what her students could do.  (see Table 6) 

Table 6 

Feedback Over Time_Claudia 

 

 

 

Claudia-Feedback Over Time Sep Oct Nov Jan Feb Mar Apr 

CLASSROOM CULTURE 

       Build/disrupt 2 2 0 5 3 1 0 

Classroom management 4 2 4 2 1 0 1 

Suggests resources 7 4 2 2 0 0 3 

Suggests specific actions to take 6 6 4 2 1 0 3 

INSTRUCTIONAL STRATEGIES 

       Provides alternative strategies 3 1 1 1 0 0 0 

Suggests resources 9 3 1 2 0 0 1 

Suggests specific actions to take 9 3 2 6 1 0 0 

SUPPORT 

       Affirms 5 2 4 6 1 0 0 

Emotional support 7 1 2 4 3 1 1 

Encouragement 6 4 5 3 1 0 1 

KNOWLEDGE OF STUDENTS 

       Concern for students 1 1 1 3 2 6 3 

Developmentally appropriate 3 7 3 2 0 0 1 

Social emotional growth of students 4 7 2 9 3 2 3 

Student achievement 1 2 1 1 0 4 2 

Student engagement 0 2 1 0 0 1 0 

TEACHER SOCIALIZATION 

       Locus of Control 0 0 0 0 2 1 0 

Learns role 1 0 4 2 3 1 1 

Relationship with co-workers 11 4 9 4 3 4 6 

Responsibilities 1 0 5 0 3 3 1 

School/district rules 1 2 1 0 1 0 0 

Survival/pressure 4 0 0 3 2 4 0 

Unexpected realities 9 1 0 3 0 2 3 

TEACHER SUPPORTS 

       DRC group helpful 1 0 0 0 1 0 1 

Peer 1 1 0 0 0 1 0 

Resources_helpful 2 1 0 0 0 0 1 

School/district 0 2 0 0 1 1 0 

Seminars helpful 1 1 0 0 0 0 0 

TFA 1 0 1 0 0 0 3 
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 Ellie reflected about teacher responsibilities throughout the year including 

school council member, team leader, and being chosen to attend workshops.  With these 

responsibilities came development as a teacher as she learned from these workshops, she 

began to write her own units and advocating for her team. 

Table 7 

Feedback Over Time_Ellie 

 

Ellie- Feedback Over Time Sep Oct Nov Jan Feb Mar Apr 

CLASSROOM CULTURE 

       Build/disrupts 8 3 0 3 3 1 1 

Classroom management 4 3 2 2 3 2 2 

Suggests resources 4 1 0 1 0 0 0 

Suggests specific actions to take 4 2 0 0 1 0 0 

INSTRUCTIONAL STRATEGIES 

       Provides alternative strategies 3 1 0 0 0 0 0 

Suggests resources 8 2 1 0 0 0 0 

Suggests specific actions to take 14 2 8 5 2 1 1 

SUPPORT 

       Affirms 4 5 10 5 2 2 2 

Emotional support 1 1 0 0 0 0 2 

Encouragement 4 3 2 3 3 1 0 

KNOWLEDGE OF STUDENTS 

       Concern for students 0 1 1 2 1 0 1 

Developmentally appropriate 3 3 8 2 2 2 1 

Social emotional growth of students 0 1 1 1 1 0 0 

Student achievement 2 1 1 3 3 9 6 

Student engagement 1 0 5 2 1 3 2 

TEACHER SOCIALIZATION 

       Locus of Control 1 1 2 1 1 0 1 

Learns Role 4 2 2 1 2 7 9 

Relationship with co-workers 4 1 1 0 0 0 0 

Responsibilities 9 8 5 4 6 11 9 

School/district rules 2 2 1 1 1 4 3 

Survival/pressure 3 6 2 2 1 3 2 

Unexpected realities 2 0 1 1 0 1 0 

TEACHER SUPPORTS 

       DRC group helpful 1 0 1 0 0 0 1 

Peer 2 0 0 1 1 3 3 

Resources_helpful 1 1 0 0 0 2 7 

School/district 3 1 1 0 2 3 1 

Seminars helpful 0 0 0 0 0 0 0 

TFA 0 1 0 0 0 2 1 
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 When you look at the classroom culture subtheme of build/disrupt on Jean's 

chart, it is a little misleading if you only look at the numbers.  In the beginning of the 

year Jean reflected about all the negative behavior and fights that were happening.  At the 

end of the year she talked about the positive behavior and culture her class was 

demonstrating, like helping each other study for a test or reminding each other to use nice 

words to each other. The feedback Penelope offered assisted Jean in developing her 

classroom culture, which resulted in a positive outcome with her students.  
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Table 8 

Feedback Over Time_Jean 

  

 

 

Jean-Feedback Over Time Sep Oct Nov Jan Feb Mar Apr 

CLASSROOM CULTURE 

       Build/disrupt 19 7 13 4 7 6 6 

Classroom management 4 1 2 1 3 1 1 

Suggests resources 8 0 3 1 0 0 2 

Suggests specific actions to take 9 1 5 1 0 0 0 

INSTRUCTIONAL STRATEGIES 

       Provides alternative strategies 1 0 0 0 4 0 0 

Suggests resources 8 2 1 0 0 0 0 

Suggests specific actions to take 11 4 5 5 5 0 1 

SUPPORT 

       Affirms 7 0 1 5 5 1 1 

Emotional support 5 0 3 0 0 1 0 

Encouragement 13 0 4 3 1 1 1 

KNOWLEDGE OF STUDENTS 

       Concern for students 4 4 5 2 0 2 5 

Developmentally appropriate 5 4 3 2 3 3 4 

Social emotional growth of students 3 1 2 4 4 0 1 

Student achievement 5 5 3 5 8 9 6 

Student engagement 1 3 1 2 6 4 4 

TEACHER SOCIALIZATION 

       Locus of Control 0 0 0 1 2 2 1 

Learns role 0 2 1 1 2 5 4 

Relationship with co-workers 4 0 0 0 1 1 0 

Responsibilities 11 2 6 4 6 4 2 

School/district rules 1 0 0 0 0 1 0 

Survival/pressure 7 0 2 2 3 4 6 

Unexpected realities 10 1 5 1 2 2 2 

TEACHER SUPPORTS 

       DRC group helpful 1 0 1 0 0 0 1 

Peer 1 2 1 1 0 5 1 

Resources-helpful 1 0 0 0 0 3 5 

School/district 0 1 0 0 1 1 0 

Seminars helpful 1 0 0 0 0 0 1 

TFA 0 0 0 0 0 0 0 
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 In examining the tables, all of the CMs talked about student achievement more 

at the end of the school year.  In looking back at their reflections and coaching visits, they 

began noting successes, both academically and developmentally.  Claudia reflected, "I 

had my kids reading “at” words today as a group. This was awesome."  (23:136; R-

March, 2012)  Ellie shared, "...HE IS COMBINING COINS ACCURATELY!! He’s also 

raising his hand to answer questions about coin values – and he even came to the 

Promethean board and completed a coin counting exercise!"  (52:43; R-February, 2012)  

Jean reflected about student achievement more than the others throughout the year, but 

she also showed an increase as the year went on. 

 All of the tables illustrate that the feedback continued to be relative to each CMs' 

needs.  It is interesting to note that they all continued to mention survival and pressure 

throughout the year.  It did not lessen significantly as they gained knowledge from their 

courses, experience, and confidence in their abilities to teach. 

Summary of Cross-Case Analysis 

 When examining the data, Claudia, Ellie, and Jean reflected about and requested 

feedback in all of the major categories as shown in Table 5.  They all needed and were 

given support by Penelope.  The resources Penelope offered helped CMs grow in their 

knowledge and improve their teaching, understanding their children, and building culture 

in their classrooms.  This led to an increase in professionalism as they began to focus 

more on their instruction, handle the myriad of responsibilities needed, and advocate for 

their children's needs. 

 Two important findings emerged across the cases.  One is that Penelope's 

knowledge of the students in Claudia, Ellie, and Jean's classrooms was valued by each 
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CM.  She took the time to talk to them, to see what they were learning, and would then 

ask the CMs about them outside of the classroom.   

 A second finding is that of authenticity.  Penelope recognized the uniqueness of 

each CM and the ways in which they were each navigating their individual teaching 

identity and style.  She encouraged them to continue to "be [their] authentic self" and not 

to let others discourage them from being who they were, or to try to be someone they are 

not.  She admired their authenticity in keeping true to being educators who wanted to 

provide students with meaningful instruction while working toward building positive 

relationships.  Penelope also demonstrated authenticity in her relationship with and her 

feedback to them.  Penelope was willing to share her own challenges and experiences as a 

beginning teacher who had learned to teach in a similar environment.  Penelope 

empathized with them as well as supported them.  She freely shared her knowledge and 

experiences.  This authenticity helped in fostering positive relationships.  In addition, it 

helped CMs stand up for what they believe in, to teach against the grain so that when 

Ellie had to adhere to her SFA program, she still felt it necessary to advocate for more 

time for writing workshop for her students.  Jean advocated for her student with special 

needs to get him the help and support he needed, and Claudia tried to be consistent in 

using Love and Logic with her students because she did not want to yell at the kids the 

way her co-teacher did.  Claudia, Ellie, and Jean also recognized Penelope's authenticity 

stating she gave them the most authentic feedback in the program, which they valued. 

 Claudia, Ellie, and Jean each stated that the coaching relationship and the 

feedback Penelope provided was the most helpful aspect of Nicholson's program.  Ellie 

shared, "[Penelope] has been the single-most helpful person in my teaching experience 
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thus far.  She is observant, purposeful, and direct.  I appreciate her feedback and highly 

value her advice and general opinions." (64:19; I-February, 2013-email)  Jean and 

Claudia shared similar comments which are found in their individual cases. 

Theoretical Framework Analyses and Interpretations 

Experiential Learning Theory 

 As stated in chapter three, in my final stage of analysis I examined the data to 

look for connections to my theoretical frameworks of Kolb (1984) and Mezirow (1991, 

2000).  Each of the CMs stated that teaching definitely involved learning on the job and 

that they did consistently take note of things not working in their classrooms, what action 

they needed to take, action taken, and assessment of the success of the action.  Examples 

in the data ranged from realizing the books they chose for a read-aloud were not 

interesting to students to maximizing instructional time by creating weekly homework 

packets and assigning a job to stuff weekly folders.  To demonstrate the types of 

reflections that represented the Experiential Learning Theory (Kolb, 1984), I chose one 

salient example for each CM, yet there were several exemplars for each case.   

 Claudia reflected about the book she chose for a read aloud that did not interest 

her students.  As she experimented with reading different types of books, she made the 

connection that the books she chooses can really make a difference in her lesson, thereby, 

also in the behavior of her students.  She began finding out what interested her students 

and would choose books they could relate to, which also kept them active and listening as 

they participated with the text.  This is reflected in Figure 14. 
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Figure 14. Experiential Learning Cycle (Kolb, 1984)-Claudia's Reflective Practices 

 

Ellie's example was taken from her January reflective practices (see Figure 15).  

Being an English major, Ellie found reading and writing to be important.  She focused on 

Writer's Workshop with her students.  She was constantly reflecting on how she could 

make her writing block more productive and a better learning experience for her students.  

Through continuous revising and requesting a schedule change to create a larger writing 

block, she was successful at acquiring more writing time for her students. 

Concrete Experience 

• I had a really horrible read aloud 
today   

Reflective Observation 

•I thought that I was planning with 
my kids in mind. I chose to read 
them a book on Africa, because I 
know that they’re really into other 
cultures and learning about how 
other people.  

•What? Goal stated? 

Abstract Conceptualization 

• They did not listen at all during the 
lesson, and I found myself 
scrambling just to get them to listen 
to me. It was an awful lesson, and I 
felt so terrible about my abilities as 
a teacher.  

• So What? What is the plan?  

Active Experimentation 

• I realize that my choice of books really 
affects how my lesson goes. 

• I chose a book that was relevant to my 
kids, because it was about losing teeth 
and all my kids have lost some teeth!  

• I worked to make sure my kids were 
interacting with the story.  

•Now What?What Happened? Next 
Steps? 
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Figure 15. Experiential Learning Cycle (Kolb, 1984)-Ellie's Reflective Practices 

 

 Jean worked relentlessly to develop a classroom culture where students were 

learning and working together.  When she started making some progress, she was able to 

focus on her lessons.  As Jean got to know her students better she began understanding 

their strengths and weaknesses and made a decision to be an advocate for them.  She also 

reflected about the many resources available to her that she could utilize.  This illustrates 

two examples of her decision to advocate for her students (see Figure 16).  In addition, 

she mentioned making a deal with Charles' SFA teacher so that when he was successful 

Concrete Experience 

•On 11/14, I said, “I will build time into each day 
for students to write.”  This turned out to be very 
difficult.  The schedule was broken into sporadic 
chunks.  Writing time was not routine for the kids.   

Reflective Observation 

• Have the children spend 
more time actually writing. 

• What? Goal stated? 

Abstract Conceptualization 

• I committed a thirty minute chunk of ELA to 
writing.  This includes a Read Aloud and mini-
lesson on the concept to be used during Writers’ 
Workshop, but the students are writing for at least 
18 minutes straight every single day. 

•So What? What is the plan?  

Active Experimentation 

•After proposing (and actually 
receiving approval for!) a major 
schedule change, I created a 50 minute 
ELA/writing block...There is increased 
structure in this new writing block. 

•What Happened? Now What? Next 
Steps? 
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he could eat lunch with her.  Jean was able to become an advocate and learn from her 

experiences, yet these decisions manifested after she had that critical conversation with 

Penelope about working to build classroom culture and to also build a relationship with 

Charles. 

 

 

 

Figure 16. Experiential Learning Cycle (Kolb, 1984)-Jean's Reflective Practices 

 

 

 

 

Concrete Experience 

I am not meeting the needs of all my 
students.  

Reflective Observation 

•I need to work on taking full 
advantage of the resources that are 
available to me, including professors, 
coaches, mentors, veteran teachers, 
literacy specialists attending...etc.    

•What? Goal stated? 

Abstract Conceptualization 

• I have gathered data and held an IEP meeting for 
[student].  

• .[Charles] works better with our band teacher. 
He responds to him in a way that he does not 
respond to me.  

•So What? What is the plan?  

 

Active Experimentation 

•I have expressed my concerns and have 
helped get him the support he needs in 
the future  

•I will let [Charles] go to the band room 
to complete his work and talk to [band 
teacher] as long as he completes work 

•What Happened? Now What? Next 
Steps? 
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Transformational Learning Theory 

 Claudia, Ellie, and Jean all experienced challenges in the beginning of the year 

with understanding their students and building classroom culture.  Penelope provided 

them with specific strategies, resources, and constructive feedback.  Each of the CMs, as 

well as Penelope noted transformation in their classroom culture, the way they related to 

children, and themselves.  These pivotal events have been mentioned in individual cases 

or cross case analysis, but warrant mentioning again here because these are the instances 

where CMs transformed their classrooms so that learning could take place and they could 

focus on their students' academic needs. 

 Claudia began the school year without any experience working with young 

children.  She did not know what the expectations were for talking, movement, or 

listening.  She reflected about their social emotional growth, classroom management, and 

what was developmentally appropriate more often during the first half of the year.  

Penelope's discussions with her helped her grasp what was acceptable behavior for her 

four year olds.  She was getting frustrated when students were calling out when she was 

reading a story and Penelope discussed how in addition to being appropriate behavior, her 

students were learning.  Claudia said, 

 We were doing a read aloud on the carpet and something that I was irritated by 

 was my kids calling out...[Penelope] pointed out that they were calling out parts 

 of the story, and...were really mastering...cause and effect relationship in 

 the story so she [said]...you should really point that out to them and they are 

 really understanding the content while giving them a vehicle a way in which to 

 do that appropriate to the story so that they're not interrupting you. So that was 

 really helpful for me.  (31:23; I-June, 2012) 

 

Penelope and Claudia both recognized Claudia's growth in understanding her children.  

She took Penelope's feedback and used it, read the recommended books, and 
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implemented appropriate strategies to help her make changes in her classroom and 

teaching practices (see Figure 17).  

 

 

 
 

 

Figure 17. Intersection of Kolb (1984) and Mezirow (1991, 2000) in Coaching Feedback-  

     Claudia 

 

 

 

 

 

 

 

 

• Use neigborhood and 
playground to teach  shapes, 
colors, etc... 

• Teach conversational skills 

• Use family relationships 

• Think creatively how you 
can use these things 

 

•Read Yardsticks... 

•understand  what is 
developmentally appropriate 
for 4 year olds 

•Read Love and Logic to help 
with management 

•Penelope read 
reflections, 
recognized Claudia 
was struggling 
understanding her 
students 

•Observed  

•Grown so much 

•Understanding 4 year olds 

•Reading recommended books 

•You are planning 
developmentally appropriate 
lessons                                            

Active 
Experimentation- 
Reading Yardsticks... 
helped me... 
understand my kids 
and change my 
practices to be more 
developmentally 
appropriate 

Concrete 
Experience-I don't 

understand my 
students...had a rough 
time...felt that my kids 
were never listening to 

me...think that I was the 
one having control issues. I 

don’t know when it 
evolved in me that little 
things were not okay.  

 

Reflective 
Observation-

Lessons are not 
engaging for 
students...not 

reaching 
them...causing 
behavior issues 

Abstract 
Conceptualiztion- 

 If I can plan engaging 
lessons that are 
developmentally 
appropriate, my kids will 
learn and  be more 
attentive 



240 
 
 
 

 

 Claudia's changes in practice were more gradual, occurring over a few months 

and continued to grow throughout the year.  Ellie's made some immediate changes in her 

practice in respect to her interactions with students.  She continued to make changes in 

her instructional practices throughout the year.  Penelope observed Ellie and saw the 

negative discipline she was using and the way she spoke with her students and provided 

Ellie with verbatim notes that explicitly demonstrated the language she was using with 

Penelope's comments alongside.  She posed a question, asking Ellie how she would feel 

if someone spoke like that to her.  Ellie said the feedback she received was all she needed 

to make changes in her classroom (see Figure 18).

 

Figure 18. Intersection of Kolb (1984) and Mezirow (1991, 2000) in Coaching Feedback  

 Ellie 

 

• 1 1/2 hhrs. sitting in their 
chairs….not developmentally 
appropriate pedagogically, 
cognitively, behaviorally... 
multiple ramifications... 
working against you ...not 
being able to absorb 
information, getting 
antsy/acting out, etc. Think 
in 20-30 minute segments 

 

•Read Yardsticks... 

•understand  normal 
behaviors...know what to 
attend to...what to 
ignore...should cut down on the 
negative feedback...Conscious 
Discipline also 

•Penelope 
observed took 
verbatim notes 

•Gave to CM-
told her to call 
to discuss 

•You transformed your classroom 
overnight after...coaching 
feedback 

•Immediately started doing things 
...movement, interesting lessons, 
positive climate, conflict 
management, etc. THAT"S 
HUGE! 

Active 
Experimentation- 
reading  Concious 
Discipline -has 
honestly changed 
the classroom 

Concrete 
Experience-

Discipline issues-I 
asked [Penelope] to 

observe +/- ratio 
disciplinary 
measures 

 

Reflective 
Observation-I 
need to be more 
cognizant of the 

model I am 
presenting to my 

students.  

Abstract 
Conceptualiztion- 

 I stress positive behaviors-
but I use negative 
discipline-words, phrases 
and gestures-negative-not 
things I would like to see 
my students using-not 
words, phrases and 
gestures that I would 
appreciate having directed 
toward me.  
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 Jean implemented strategies and suggestions from Penelope which resulted in 

changes in her classroom.  She encountered frequent acting out by her students that Ellie 

did not have (see Figure 19).  Jean's growth and changes continued throughout the year as 

a teacher and her instructional strategies.  Both she and Penelope recognized that this 

current year has seen a notable transformation.  She is much more student-centered and 

not so teacher-directed in her learning which she attributes to the feedback Penelope 

imparted. 

 

 

Figure 19. Intersection of Kolb (Kolb) and Mezirow (1991, 2000) in Coaching Feedback-  

    Jean 

 

•Need to solve 
conflicts before they 
start...need to address 
now  

•Really play up your 
team/teammate 
concept 
 

 

•Read Conscious Discipline, 
Teaching with Love and Logic 
Yardsticks 

•Be explicit with your 
community building 
techniques. Teach them 
how/why to give and receive a 
compliment. 

•Penelope observed 
took verbatim 
notes 

•Observed students 
fighting 

• It's so encouraging to see this 
new space you are in with 
your students 

• I've enjoyed watching you 
grow. Your commitment to 
your students and classroom 
community has been a joy to 
watch. You did not give up on 
any of your students.  

Active 
Experimentation- 
Read recommended 
books, worked with 
Charles after school 
and lunch, modeled 
expected behavior... 
big change in room  

Concrete 
Experience-

Challenged  with 
extreme behaviors 
(fighting, yelling, 

chronic disruption) 

 

Reflective 
Observation-Not 

able to 
teach...trying to 

push through 
content and have 

ignored issues...not 
working 

 

 

Abstract 
Conceptualiztion-
-Positive classroom 
culture...I envision for 
my classroom and that 
my students deserve.  

-work at building 
relationships 

-model expectations 
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 I did not find any other studies which examined data using Kolb (1984) or 

Mezirow (1991, 2000) in a theoretical analysis as applied to a coaching cycle.  Claudia, 

Ellie, and Jean learned from the feedback they received from Penelope as she challenged 

their thinking and offered other points of view (Mezirow, 1991, 2001), but also stated 

that they learned through their experiences in their individual classrooms as they 

encountered daily events which caused them to reflect and enact (Kolb, 1984).   

Conclusion 

 In this chapter I presented the findings of three coaching dyads and how they 

perceived the purpose of feedback, expectations of feedback, the nature of feedback, and 

the use and reaction to feedback.  I discussed the similarities and differences of each CM 

in the cross-case analysis.  In addition, I presented a Theoretical Framework Analysis.   

In Chapter Five, I will discuss how this confirms, disconfirms, and extends the literature.  

Limitations of the study, as well as implications and recommendations for Nicholson, 

teacher educators, school districts interested in hiring TFA CMs, and teacher education 

are included. 
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CHAPTER FIVE 

DISCUSSION 

 In this qualitative multiple case study I examined how three coaching dyads 

which included four participants, experienced the nature of feedback as part of a coaching 

relationship in the context of their university coursework. Penelope, the UC is 

experienced in coaching and was in her second year of working at Nicholson as a UC and 

instructor at the time I began my study.  Claudia, Ellie, and Jean, the TFA CMs are part 

of Nicholson University's M.A.T. program as well as beginning teachers in their first year 

of teaching in urban elementary schools.  I investigated the following overarching 

research questions as stated by the CM and UC: (1) What is the purpose of feedback?;  

(2) What are the expectations of feedback?; (3) What is the nature of feedback?;  and    

(4) What is the use and reaction to feedback?  The findings and interpretations are 

detailed in Chapter Four.  To answer these questions, I analyzed multiple data sources 

including, (a) semi-structured interviews of participants, (b) artifacts (CM reflections, 

pre-visit coaching questionnaire, written and transcribed feedback, UC evaluations), and 

(d) researcher memos.  I analyzed each case separately, beginning with Claudia, followed 

by Ellie, then Jean.  In the cross-case analysis I compared and contrasted, finding 

similarities and differences among the three cases and completed a theoretical analysis.  

In this chapter I will present a summary of the findings and four overarching outcomes 

about feedback that emerged from both the with-in and cross-case analyses of the 

coaching dyads.  I will demonstrate how the findings confirm, disconfirm, or extend the 

literature.  I will also discuss the limitations of the study and include implications and 

recommendations for major stakeholders. 
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Summary of Findings 

  The within-case analyses answered the research questions and responses were 

relevant to each individual case, revealing six salient themes: classroom culture, 

instructional strategies, support, knowledge of students, teacher socialization, and teacher 

supports.  The cross-case analyses also helped to answer the research questions, but in 

addition revealed across all themes and subthemes that feedback promoted: efficacy, 

professionalism, teacher learning, and problemetizing practice by Claudia, Jean, and 

Ellie.  The themes are interconnected as the feedback given by Penelope about 

instructional strategies was sometimes related to classroom culture, and supportive 

feedback was often given simultaneously with feedback in one of the other themes  such 

as classroom culture or instructional strategies.   

 The theoretical analyses revealed that Claudia, Ellie, and Jean learned 

experientially (Kolb, 1984) as they encountered a situation or problem in their 

classrooms, reflected upon it and what effect it had on their classrooms, created a plan of 

action, and then enacted the plan to determine if it was useful or needed to be revised.  

They also learned through the interaction and critical conversations with Penelope and 

the feedback she provided, thusly transforming their practice (Mezirow, 1991, 2000).  

Sometimes the experiential learning occurred after they grew in their confidence after 

those critical conversations. 

 These findings hold important implications for multiple stakeholders including: 

(a) Nicholson University; (b) teacher preparation programs and teacher educators, 

including coaches/supervisors, (c) school districts and administrators interested in hiring 

TFA CMs; and (d) educational researchers.  To illustrate how these findings could inform 
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stakeholders, I connect the findings to the relevant literature, discuss implications, 

provide recommendations, and suggest future research. 

Purpose of Feedback. Penelope stated the purpose of feedback was to help 

Claudia, Ellie, and Jean move forward in their practice, deconstruct misconceptions about 

teaching, and should be relevant to their needs.  Penelope's training in coaching and 

supervision was based on Clinical Supervision (Goldhammer, 1969).  When Claudia, 

Ellie, and Jean turned in their pre-coaching visit questionnaire, they stated their goal, or 

what they would like Penelope to look for in their teaching.  Penelope said that contracted 

goal was one of the purposes for her feedback.  Each of the CMs said they felt the 

purpose of feedback was to help them improve their teaching, offer suggestions to help 

become a better teacher, and encourage self-reflection in order to change a behavior.  

These beliefs in the purpose of feedback align  with Christensen, (1988),  Costa and 

Garmston (1994), Gall and Acheson, (1997) and Goldhammer (1969) all positing that the 

purpose is to share the data collected from an observation, provide instructional help for 

improving teaching, and train teachers in techniques they may need for self-

improvement.    

Expectations of feedback. Penelope discussed her expectations of feedback as 

something she wanted the Claudia, Ellie, and Jean to consider.  She understood they were 

getting feedback from many people including peer teachers, their TFA MTLD (some of 

whom had only two years teaching experience), and their county mentor.  Penelope felt 

they should sort through all the feedback they are given and figure out what works best in 

their individual situations and contexts.  They need to develop their reasoning for what 

they do and why they do it so they can justify the choices they make in their practices. 
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Therefore, she didn't think it was necessary that they enact all of her feedback, just to 

consider it and how it might be relevant to them.  It was interesting to note that when 

specifically asked about the expectations of feedback Claudia, Ellie, and Jean were not 

sure what to expect.  Claudia thought it was going to be stressful, Ellie shared what she 

did not expect, which was for it to be supportive or helpful, and Jean said she just wasn't 

sure except that it would be about her strengths and weaknesses in teaching.  In their 

stated needs in reflections and observations, each had needs that were relevant to their 

individual classrooms.  In my search of the literature on feedback, I was unable to find 

any studies related to the expectations of feedback by either the giver or the receiver.  

However, Costa and Garmston (1994) said coaches need to be transparent about the goals 

and intents of coaching conversations in order to establish an understanding of the 

purposes and structure of the coaching cycle.   

Nature of Feedback. The process and content of feedback were discussed by all 

participants.  Each described the process similarly.  The content was relevant to 

individual needs, but themes and subthemes were consistent across cases. 

 Process of feedback.  All of the participants discussed the process of feedback 

as part of the coaching cycle.  Claudia, Ellie, and Jean received written feedback on 

reflective practices, verbal and written feedback on classroom observations, and written 

feedback on action plans.  Later in the school year Penelope began giving digitally 

recorded feedback in place of written feedback on classroom observations.  Penelope 

often took verbatim notes during the observation which were also given to Claudia, Ellie, 

and Jean.  They each said it was most helpful when Penelope was able to visit their 

classrooms and they could discuss in the debrief session.  Claudia said she did not really 
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care for the digital feedback and preferred the written feedback from observations, but 

classroom visits and debriefs were most useful for her.  The literature on the process of 

feedback is mixed.  Garza (2009) focused on written feedback because it could provide a 

permanent record which could be referred to as needed.  However, he found that the 

consistencies of the written feedback was varied and not all the AC beginning teachers 

received the same amount or type of feedback.  I only looked at Penelope's feedback; 

therefore, it is possible that had I examined other UCs' feedback, there could have been 

varying degrees of feedback.  Brinko (1993) found that when feedback is communicated 

in multiple modes it is more effective.  She also noted that if given in the coachee's 

preferred mode, it could affect her understanding, for example a visual learner might 

understand written feedback better.   

 Frequency and timing were also considered in the process of feedback (Scheeler, 

Ruhl, & McAfee, 2004; Thurlings, Vermeulen, Bastiaens, & Stijnen, 2012).  Claudia, 

Ellie, and Jean said their feedback was given in a timely manner, which Penelope said 

she tried to do.  This confirms the findings of both Brinko (1993) and Wilkins-Canter 

(1997).  Brinko (1993) found that timely feedback is valuable because teachers could use                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                         

recommended strategies in their classroom sooner.  Wilkins-Canter (1997) reported that 

student-teachers and cooperating teachers preferred oral feedback to written feedback 

because it was immediate.  At Nicholson, coaching visits were part of a cycle, but 

Penelope did visit more if needed.  Claudia, Ellie, and Jean each stated they wished it 

could be more, but understood the constraints of time and the number of CMs Penelope 

had to coach.  This is consistent with the findings of Borko and Mayfield (1995) who 

found that the student teachers felt the supervisors were not able to be in their classrooms 
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enough and the supervisors said they did not have the time or resources to visit more.  

However, Claudia, Ellie, and Jean did say feedback was ongoing as they would receive it 

from the coaching visits, on reflective practices, and then had opportunities to email 

Penelope or see her after an M.A.T. class.  This finding adds to the literature regarding 

ongoing feedback.  In my study, I had the ability to examine feedback for an entire school 

year and I could really study the feedback across the year to determine the changes (if 

any) in feedback.  Surprisingly I found no studies regarding teachers and ongoing 

feedback.  Christensen (1988) asked student teachers to reflect when feedback occurred 

and found that it was given daily, but there was no other discussion about its importance.       

 Content of feedback.  The content of feedback describes what type of feedback 

was delivered.  Claudia, Ellie, and Jean all stated feedback was relevant to their 

individual needs.  Similarly, Ponticell and Zepeda (2004) advocate when feedback is 

specific and relevant to a teacher's individual needs, he/she will then use the feedback to 

develop a plan for self-growth and self-improvement.  Penelope shared that her feedback 

was very specific to their needs and something Claudia, Ellie, and Jean could use 

immediately in their individual classrooms.  She said she went straight to the point and 

gave them concrete and specific steps they could follow and implement.   

 Claudia stated that it was helpful when Penelope gave her specific strategies she 

could use right away.  Ellie said Penelope's feedback was concrete and something she 

could enact quickly.  Jean also said Penelope gave her specific actions to take, but also 

used questioning strategies to get her to think of how she could improve things she didn't 

think went well.  Penelope also recommended resources to help them build their teaching 

repertoire.  The literature supports the content of feedback Penelope offered (Brinko, 
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1993; Christensen; 1988; Scheeler, et.al., 2004; Thurlings, et. al., 2012).   Brinko (1993) 

found that feedback that includes concrete information is more meaningful because it can 

help teachers understand what actions are needed to be more effective in the classroom.  

Similarly, Scheeler, et. al. (2004) found that when specific feedback about instructional 

practices was provided, specific teaching skills were quickly improved.  Claudia, Ellie, 

and Jean found that constructive and specific feedback supported them in their learning 

process.  This is supported by Christensen (1988) who found that the feedback 

supervisors gave to student teachers during post-observation conferences facilitated their 

learning and growth in their professional development.  Christensen's (1988) feedback 

was evaluative in nature 69% of the time, whereas Penelope's feedback was not 

evaluative in nature.  Penelope did need to give a grade for the coaching courses and 

CMs did need to show growth.  However, when giving feedback on Claudia, Ellie, and 

Jean's reflective and teaching practices , Penelope's feedback was supportive, 

encouraging, and provided CMs with strategies and resources to help them move forward 

in their practice.   My findings extend the literature as they demonstrate that non-

evaluative feedback on both reflective practices and teaching practices discussed in the 

debriefing session as part of the complete coaching cycle facilitated Claudia, Ellie, and 

Jean's growth and learning.      

 When Penelope was providing feedback on CMs' reflective practices, she 

sometimes asked them to add more details to the daily highs and lows so they could see 

why things were happening at that time of day.  Kitchen (2006) found that when she 

needed preservice teachers to reflect more deeply and consider their practice, she used 

questioning feedback to probe for higher thinking.   Penelope also used affirming 
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feedback when CMs were reflecting deeply.  Similarly in the research, Kitchen (2006) 

used what she called validating feedback when preservice teachers demonstrated deep 

reflection.  When Penelope asked CMs to add more details and analysis to help them see 

patterns, the CMs did begin reflecting more deeply; however, Claudia did state that she 

changed the way she reflected because she was asked to, even though she said she was 

reflecting for Penelope, not for herself.  Claudia was not motivated by the feedback 

Penelope provided her to add more details to her reflections, just by the fact that she 

thought she was "marked down" even though they were not given a grade for reflections.  

While, her reflections were much more thoughtful and analytical after Penelope asked her 

to add more context, she indicated that she knew what [Nicholson] wanted to hear so she 

changed the way she reflected.  These changes were motivated by grades and not by the 

feedback Penelope provided.  Otieneh (2010) also found that feedback did not motivate 

teachers to reflect more deeply, which aligns with Claudia's case.  Yet, Jean began adding 

more context to her reflections and said it helped her recognize trends over time about 

what was happening in her classroom, so Penelope's feedback to add more context and 

details did encourage Jean to do so. 

Reaction to and Use of Feedback. It was clearly evident in Claudia, Ellie, and 

Jean's reflections and in observation and reflection feedback from Penelope that all three 

used the feedback Penelope provided.  They all made important changes in their 

classrooms to build a culture that was conducive to learning, which Danielson (2006) 

established in her framework for teaching, creating an environment of respect and rapport 

between the teacher and the students and among the students (domain 2a) is an important 

part of teaching.  Each of them used the feedback Penelope offered, implemented 
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strategies, read recommended books, and transformed their classrooms. 

 They also used feedback in other areas, including preparing lessons that were 

more engaging for students, creating activities that were developmentally appropriate for 

the age of students they taught, creating assessments, and gathering resources.  The 

coaching cycle gave Claudia, Ellie, and Jean the opportunity to state their needs for 

feedback in their pre-coaching visit questionnaire and their reflections.  These targeted 

goals provided Penelope with the purpose for her feedback which she provided in the 

form of pedagogical information, recommendations of resources, and instructional 

strategies to improve their practice.  Borko and Mayfield (1995) was the only study I 

found that looked at student teachers' reaction to feedback and found that student teachers 

were often disappointed in their conferences because they were usually rushed and often 

not based on sufficient evidence of teaching.  This was not my finding as Claudia, Ellie, 

and Jean each shared they valued Penelope's feedback.   

 In this section I connected the literature to the findings from the with-in case 

analyses.  In the next section I connect the literature to the findings which emerged from 

the with-in case and cross-case analyses: feedback to promote (a) efficacy, (b) 

professionalism, (c) teacher learning, and (d) problemetizing practice. 

Emerging Outcomes About Feedback 

 The feedback Penelope gave promoted efficacy as Claudia, Ellie, and Jean felt 

more confident in their teaching and the workings of their classrooms.  They also felt 

more comfortable soliciting feedback from Penelope.  Penelope's feedback to promote 

professionalism revealed ways that Claudia, Ellie, and Jean implemented the feedback, 

strengthened their teaching practices, and began making important decisions that affected 
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their students.  Feedback to promote teacher learning illustrated the ways Claudia, Ellie, 

and Jean increased their knowledge of their students, classroom environments, 

instruction, and what teaching entails.  Finally, feedback to problematize practice 

indicated that Penelope had to challenge Claudia, Ellie, and Jean's thinking and provide 

them with alternative ideas to consider when they had misconceptions about teaching due 

to entering into the M.A.T. program and the teaching profession with little knowledge.  In 

addition, when some of their knowledge was problematic, or when Claudia, Ellie, and 

Jean held certain expectations about teaching Penelope also encouraged them to 

challenge their thinking.  . 

Feedback to Promote Efficacy. Claudia, Ellie, and Jean each at one point in the 

first few months of teaching expressed self-doubt in their ability to teach or to reach their 

students.  Penelope recognized the importance of providing affirming feedback of 

Claudia, Ellie, and Jean's instructional decisions and encouraged them to celebrate the 

things that were going well.  Penelope also offered words of encouragement, was 

empathetic, and provided emotional support.  Teachers who are alternatively certified 

like as Claudia, Ellie, and Jean are, (and like Penelope was) begin teaching with little 

experience and they often need to focus on how to get through the daily routines to 

survive (Simmons, 2005).  Guidance and instructional and emotional support are often 

needed (Garza, 2009).  When Penelope provided supportive feedback it was usually 

simultaneously given with feedback on instructional strategies and/or classroom culture, 

or recognizing Claudia, Ellie, and Jean's growth in knowledge of their students.  This 

helped them develop a feeling of self-efficacy, or beliefs that one is capable of bringing 

out desired outcomes of student engagement and learning (Bandura, 1977; Tschannen-
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Moran & Hoy, 2001).  Wilkins, Shin, and Ainsworth (2009) also found that supportive 

feedback from peer coaches helped some teachers feel more confident in their teaching.   

 Jean appreciated when Penelope started their debriefing session with a positive 

of something that was going well in her classroom.  Ellie said that it was helpful that 

Penelope forced her to think of the positive changes she was making because she tended 

to dwell on what she needed to improve.  Claudia said she really needed someone to be 

supportive as that was not something she received from her TFA MTLD.  Supportive 

feedback was valuable to each CM and was tailored to their individual needs and helped 

them feel more confident in their teaching.  This finding is supported by the research that 

states that feedback is effective if it supportive, encouraging, (Ackan & Tatar, 2010; 

Hyland, 2001), and the coach is empathetic, non-judgmental, and conscious of the 

coachee's individual situation and context (Brinko, 1993).  In examining the feedback 

over time I found that as Claudia, Ellie, and Jean gained more confidence in their 

teaching and became more efficacious, they did not need as much supportive feedback 

unless they were trying a new teaching strategy.  Similarly, Collet (2012) found that 

literacy coaches were able to provide less supportive feedback as reading teachers grew 

in their confidence and competence.  However, she found that support advanced through 

a five-stage process of, "modeling, making recommendations, posing questions, 

providing affirmation, and offering praise" (p. 38).  This differs from my findings in that 

while Claudia, Ellie, and Jean needed less supportive feedback, Penelope continued to 

provide emotional support for Claudia, affirm Ellie's teaching strategies, and give 

encouragement to Jean based on their individual needs.  In addition, Collet looked at 

coaching over the period of 11 weeks, while I examined an entire school year.  
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Feedback to Promote Professionalism. There are many aspects of 

professionalism involved in teaching.  Communicating with families, relationships with 

co-workers, growing in content knowledge and pedagogy, advocating for students, and 

keeping accurate records on student progress are all critical aspects of demonstrating 

professionalism.  Penelope provided feedback regarding all of these areas to help 

Claudia, Ellie, and Jean grow in their professionalism.  She recommended resources to 

help them increase their knowledge and understanding of child development, managing 

their classrooms, and building relationships with their students.  

 Claudia, Ellie, and Jean grew in their professionalism as they became more 

familiar with the practice of teaching and when they learned to manage their classrooms 

and build community.  Communicating with families, relationships with co-workers, 

growing in content knowledge and pedagogy, advocating for students, and keeping 

accurate records on student progress were all areas they showed growth individually and 

at different times in the year.  Penelope provided feedback in the form of resources to 

help them increase their knowledge and understanding of child development, managing 

their classrooms, and building relationships with their students.  Receiving and using 

Penelope's feedback helped Claudia, Ellie, and Jean grow in pedagogical competence in 

their teaching.  They began experimenting with teaching strategies and ideas independent 

of Penelope.  They initiated the necessary steps to advocate for their students, address 

issues with administrators, seek out their own resources, and take responsibility for their 

professional development.     

 Findings indicate that feedback did promote growth in professionalism in these 

three CMs.  Tang and Chow (2007) found that feedback provided by supervisors to in-
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service teachers promoted professionalism, self-regulated learning, and growth in their 

teaching practices by using a learning-oriented assessment tool.  They felt the use of the 

learning tool served as an aid to have more meaningful conversations about the 

observation and teaching practice of the in-service teachers and allowed them to have a 

shared understanding of what was being assessed.  Similarly, when Claudia, Ellie, and 

Jean sent Penelope their pre-coaching visit questionnaire, they let Penelope know what 

they wanted her to observe and their needs for feedback, which is the contracted goal.  

They too have a shared understanding of what Penelope will be looking for in their 

classrooms.  Tang and Chow (2007) did not examine if the teachers used the suggestions 

or feedback offered by the supervisors, which leaves a gap in the literature.  My study 

specifically shows how CMs did or did not use Penelope's feedback and the changes in 

classroom practice that resulted. 

Feedback to Promote Teacher Learning. Claudia, Ellie, and Jean began the 

practice of teaching with limited training.  Each discussed in their reflections and/or 

interviews that they were unprepared to teach when they first started.  Risko, Roskos, and 

Vukelich (2002) found teachers had preconceived notions about teaching and learning 

which were very powerful.  They also found that teachers need time to develop a change 

in perceptions and understanding.  Veltri (2008) also found that CMs received inadequate 

training and were unprepared to teach.  Similarly, Costelloe (2008) found that CMs had 

difficulties in learning and acquiring all the instructional strategies and pedagogical 

knowledge needed for teaching (Danielson, 1996; Darling-Hammond & Bransford, 

2005), and balancing the demands of teaching and being a student at the university.  

Risko et al. (2002) posit that teacher educators need to provide scaffolding to support 
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teachers so that new knowledge can occur.  In this study, the UC  gave more directive 

feedback, giving CMs specific strategies to use, concrete steps to take, and resources to 

consider.  Eventually she shifted to a more indirect approach to providing feedback. 

Through Penelope's scaffolding and feedback, CMs were able to match instructional 

strategies to the needs of their learners. 

 Penelope provided Claudia, Ellie, and Jean feedback on their instructional 

practices, suggesting resources, recommending specific actions to take, and suggesting 

alternative strategies.  The two areas where Claudia, Ellie, and Jean showed the most 

growth in their learning the most was, (1) knowledge of their students, especially their 

social and emotional growth and what was developmentally appropriate for their 

students, and (2) building a classroom culture which is conducive to learning.  Through 

verbal feedback in debriefing sessions she was able to bridge theory into practice (Collet, 

2012; Danielson; 1996; Darling-Hammond & Bransford, 2005; Mills & Satterthwait, 

2000; Morris, 2003) by clarifying meanings and information they were learning in their 

M.A.T. classes with what they were doing in the classroom.  For example, she 

recommended strategies for teaching reading that they were also learning in their literacy 

class.  Feedback to promote teacher learning is supported in the literature (Christensen, 

1988; Collet, 2012).  Christensen (1988) found that student teachers and supervisors 

stated that the most salient factor in the student teaching experience was feedback.  They 

attribute growth and learning to the feedback the supervisor provided the student teacher.  

Collet (2012) also found that through scaffolded coaching literacy teachers demonstrated 

an increase in learning about literacy instruction.  It is important to note that her 

participants were preservice or inservice teachers who had courses in teaching, which 
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help to explain her results of teachers demonstrating teacher learning and teaching 

transformation in 11 weeks.  Claudia, Ellie, and Jean did not have teaching experiences 

or teaching courses as a background when they entered the program to refer to when 

Penelope was recommending specific actions to take and suggesting resources.  This 

demonstrates why coaching and feedback to scaffold teacher learning is imperative to 

encourage alternatively certified teachers like Claudia, Ellie, and Jean to implement 

effective teaching practices to meet the needs of all learners. 

Feedback to Problematize Teaching Practices. Not only were Claudia, Ellie, 

and Jean unprepared with the pedagogical or content knowledge necessary for teaching, 

they were also unprepared for the realities of teaching in urban schools, which are very 

different from the schools each CM described as having attended.  Jean was not prepared 

for the behaviors she had in her classroom and serving families who became homeless 

and requested food and money.  Ellie was astonished by the students who were defiant or 

cursed at her, especially because they were first graders.  Claudia was surprised  that her 

four year olds had more reality-based matters on their minds and did not engage in 

imaginative play.  Veltri (2008) also found that the CMs she studied were unprepared for 

the realities of urban schools or the challenges students faced in their homes; however, 

she noted that CMs began to blame “students, cultural mores, site-based factors, other 

teachers, or all of the above for the problems they experienced” (p. 522).  Unlike the CMs 

Veltri examined, Claudia, Ellie, and Jean did not attribute blame to outside factors for the 

challenges they faced in the classroom.  Claudia reflected she was not going to blame 

parents for challenges she was encountering.  She did grapple with the relationship with 

her co-teacher, but that was due to their differences in philosophies and teaching styles.  
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Ellie and Jean did not place blame for the challenges in their classrooms on anything 

other than their need to improve their teaching and build their classroom culture.  

 Understanding what it meant to be a teacher is another area CMs had some 

misconceptions about that Penelope had to clarify.  Claudia, Ellie, and Jean were not 

aware of the many responsibilities, (attending meetings, paperwork...) required by a new 

teacher, the hours they would work, or mandates put forth by their schools and districts 

with which they were expected to comply.  Each of  them reflected about the amount of 

work teaching entailed and it was not what they expected based on their own educational 

experiences.  Borko and Mayfield (1995) also found that paperwork was one of the most 

prominent themes discussed in conferences between cooperating teachers and student 

teachers.  As Jean demonstrates, "Based on my own schooling experience, I expected    

teaching to be the traditional, 'I give you the information, you practice it, and I assess you 

on your knowledge' type of situation."  (94:45; I-November, 2012)   Lortie (1975) 

attributes these misconceptions to what he calls apprenticeship-of-observation in that 

what these CMs thought about teaching was based on their experiences of being students 

and the observations of the teachers who taught them.  This naive view point is limited 

and does not allow students to see all of the behind-the-scene work teachers do to run a 

classroom.  Like the participants in Lortie's (1975) study who stated teaching was harder 

than anticipated and clerical tasks were more strenuous and more difficult than they 

perceived, Claudia, Ellie, and Jean shared these sentiments. 

 Another major theme which was a source of misconceptions about teaching was 

knowledge of students.  Claudia, Ellie, and Jean entered teaching with expectations of 

what students should be able to accomplish.  They were each surprised by what they 
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thought students would be able to do and what they were actually able to accomplish.  

They were also influenced by the TFA stance who teaches CMs that children should be 

100% compliant 100% of the time which they soon discovered that this view was not 

developmentally appropriate and students could not be expected to sit in their seats with 

hands folded for an entire lesson.  Penelope's feedback and recommendation of resources 

helped to deconstruct these misconceptions and provided CMs with a tool to help them 

learn more about their children so they could best meet their learning needs.  An 

expectation of teaching is to have knowledge of your students (Danielson, 1996; Darling-

Hammond and Bransford, 2005) which these CMs were able to gain by utilizing the 

resources Penelope suggested, which led to planning more appropriate lessons. 

 Penelope provided Claudia, Ellie, and Jean feedback to challenge some of their 

erroneous views about teaching in urban schools, how to build relationships with their 

students, and what is developmentally appropriate for the students that each of them 

taught.  Through reading reflections, observing their classrooms, and providing them with 

feedback she was able to scaffold their learning about teaching in order for them to 

transform their practice.  Darling-Hammond and Bransford (2005) designed a framework 

for teaching (see Figure 20) that encompasses all that teachers need to know to develop 

their professional practice.  When examining the data, the areas CMs reflected about the 

most and requested feedback are also categories on this representation.  Across all three 

cases they reflected and needed feedback on their lack of knowledge of their students, 

especially their social emotional growth, and what was developmentally appropriate.  

They requested help in their instructional strategies in teaching things like guided 

reading, setting up centers, and read alouds.  Teaching diverse learners, classroom culture 
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which included classroom management were additional cause for reflection and needing 

feedback.  Penelope provided CMs with the feedback necessary to assist in preparing 

them to teach in urban schools. 

 

 

Figure 20. A Framework for Understanding Teaching and Learning (Darling-Hammond 

& Bransford, 2005) 

 

Limitations of the Study 

 In the fall of 2011, I interviewed five UCs to get their general views about 

coaching, feedback, and expectations for the school year.  Penelope did not know for sure 

if she would be a selected coach; however, knowing that she might could have been a 

factor in the feedback she gave.  Even so, she would not have known which CMs would 

be selected as part of the study, but I felt it necessary to mention here.   

 I also know Penelope as part of the graduate program at Nicholson and 

completed my teaching internship in the Teacher Development course with Penelope.  

http://www.google.com/url?sa=i&rct=j&q=&esrc=s&frm=1&source=images&cd=&cad=rja&docid=jngDbg2kK9yqbM&tbnid=ud_WzcVYtZEe2M:&ved=0CAUQjRw&url=http://www.edrev.info/reviews/rev540.htm&ei=7hk0UZ6dDom69QT8oYCgCQ&bvm=bv.43148975,d.eWU&psig=AFQjCNG6T5p_sLUIGiJilWtv-BQLv80PqA&ust=1362453818269448
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Currently we are working on a research team together, so we see each other regularly.  

When I analyzed the data, I do not believe I allowed my knowledge of Penelope as a 

coach, instructor, or researcher to hinder the process or bias my data analysis with 

subsequent interpretations. 

 Penelope is responsible for giving CMs a grade for the coaching course.  

Claudia, Ellie, and Jean did not know they were participants in my study until the end of 

the spring semester.  The summer interviews took place after all of their reflections and 

assignments were turned in and coaching cycles were completed.  However, Penelope did 

coach them in this current school year.  Claudia's second interview took place prior to 

beginning the second year of coaching with Penelope.  For Ellie and Jean, knowing they 

were receiving a grade from Penelope for the 2012-2013 school year could have possibly 

influenced what they said in their follow-up interviews.     

 My study examined one UC and three TFA CMs in three coaching dyads and 

the feedback provided to CMs on their reflective practices and teaching observations.   I 

did not audiotape the debriefing session which was part of the coaching visit.  Therefore, 

I only have what Penelope, Claudia, Ellie, and Jean said what feedback was given during 

the debriefing sessions.   

Implications and Recommendations for Nicholson  

 Unlike other professions where colleagues and supervisors provide daily 

feedback, teachers must most often rely on their students to provide them with feedback 

and acknowledge their small, daily successes (Brock & Grady, 2001).  Nicholson 

implemented a coaching program that includes the supports of reflection, coaching, and 

feedback.  My study found that for these three CMs the coaching visit and feedback were 
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the most valuable supports.   Embedding more time for coaching and feedback into the 

M.A.T. program would be valuable to CMs.  Claudia, Ellie, and Jean each stated they 

preferred when Penelope could visit their classroom and it was when they received the 

most meaningful feedback.  Therefore, reframing coaching loads so that coaches could 

spend more time in classrooms would be worth examining. 

Implications for Teacher Preparation Programs and Teacher Educators 

 If a goal of teacher education is to assist new teachers in developing expertise in 

their practice (Bransford, Derry, Berliner, Hammerness, & Beckett, 2005; Danielson, 

1996; Feiman-Nemser, 2001a), teacher preparation program faculty who are developing 

coursework to train AC teachers such as TFA CMs who enter teaching with little 

experience and limited coursework need to examine the importance of feedback in 

coaching relationships.  The findings in my study demonstrate that coaching and 

feedback are supports to help CMs develop expertise in their practice, particularly to 

promote efficacy, professionalism, teacher learning, and problemetizing practices.  

Examining the reflection, coaching, and feedback cycle using the lens of ELT (1984) and 

Transformative Learning  (1999, 2001) is important for Teacher Education.  

 Typically in teacher education, a supervisor or coach can be full time or part-

time faculty or graduate student (Borko & Mayfield, 1995; Wechsler & Hough, 2008).  

They may or may not have been trained in supervision, coaching, or giving feedback.  

Professional development (PD) programs for university coaches or supervisors need to 

consider the challenges AC teachers face that are different than traditionally certified 

teachers as they become teachers of record without pedagogical courses, method courses, 

or practicum experiences.  PD should also include awareness of the differences in 
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teachers and the needs they have for the feedback they receive.  CMs need individualized 

feedback that is relevant to their needs.  Sometimes Penelope had to use high direct 

feedback (Blumberg, 1974) because of the immediate needs of CMs.  They just wanted to 

know what to do to solve a problem right away.  Other times she was able to question and 

encourage reflection and problem-solving.  Penelope has also been trained on the many 

tools available for data collection in the classroom (Goldhammer, 1969).  These are 

useful tools and all coaches should be trained in using them.  Coaches should also be 

trained in giving feedback.  Based on her training and experience, Penelope was able to 

tailor her feedback to individual circumstances.  For example, Penelope knew that the 

feedback for Ellie on her first coaching visit was difficult, so she gave Ellie the 

opportunity to read it on her own and contact Penelope when she was ready to discuss it.   

 Claudia, Ellie, and Jean each reflected and spoke of the importance of Penelope 

knowing their students.  They realized that Penelope had read their reflections, spoke 

with the children during classroom visits, and then would ask about specific children 

when they would see her in their M.A.T. classes.  This is valuable to address in coaching 

training sessions; that coaches should get to know the students in the classroom to 

develop a better understanding of the dynamics and make connections between teacher 

reflections, their actual teaching, and their students.  Reflection, coaching, and feedback 

are supports that are recommended in assisting teachers in developing expertise in their 

practice, thereby should be incorporated in any coaching program, especially one that 

certifies teachers like TFA CMs entering through an alternative route. 

Implications and Recommendations for Districts Interested in Hiring TFA CMs 

 TFA CMs enter district schools unprepared for the realities that will face them 



264 
 
 
 

 

as they become teachers of record in urban schools.  Claudia and Ellie clearly stated that 

attending Nicholson while learning to teach was more than they could handle and took 

time away from preparing for their students.  Jean shared she was overwhelmed, but felt 

the classes were important to help her learn what she needed to be a better teacher for her 

students.  Districts should consider the pressure these teachers are under and avoid 

placing extra responsibilities on these teachers.  For example, Ellie was a lead teacher, 

served on the school council, and was assigned a student teacher in her first year of 

teaching.  Those extra responsibilities are cause for more stress and take away valuable 

time teachers placed in these positions could be spending on preparing for their students.   

Recommendations for Future Researchers 

 My study examined one UC and three TFA CMs in three coaching dyads and 

the feedback provided to CMs on their reflective practices and teaching observations.  To 

address the limitation of the study, additional research is needed to compare feedback 

provided by all the coaches within a program to determine if training, experience, and/or 

style influence the findings.  I also believe that obtaining permission to either video tape 

or audio tape coaching debriefings from the beginning of the year and end of year might 

provide additional insights.   

 Another key factor in the coaching dyads was the CMs themselves.  These three 

teachers were very dedicated to their students and worked extremely hard to learn what 

they needed to support their students and their classrooms, which was evident in the way 

they used the resources provided and enacted the feedback Penelope offered.  Penelope 

shared in her feedback to each of them how they put forth the effort to make the changes 

necessary for their students.  When I think of Claudia, Ellie, and Jean I think of the word 
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resilience.  I have not researched resilience in teachers, but it is something that I feel 

warrants further investigation. 

 All CM participants were Caucasian females in their first year in urban settings.  

The UC was also a Caucasian female in her second year as a coach in this program, but 

also had experience supervising preservice teachers.  Future research with diverse 

participants from diverse settings (e.g. race, gender, years of experience) is warranted.  

 Finally, examining the predispositions of CMs who enter the AC program may 

prove to be enlightening.  Claudia, Ellie, and Jean were receptive to feedback and enacted 

the feedback Penelope provided.  Findings in this study indicate that having Penelope 

visit their classrooms and the feedback she provided was helpful to CMs, but the 

underlying factors as to why CMs may or may not have been receptive warrants further 

investigation.    

Conclusion 

 This study was first envisioned as I was working on the research team 

investigating the reflective practices of TFA CMs in the first year of Nicholson's 

partnership with TFA.  We found that three CMs who reflected almost daily were 

struggling with the same issues at the end of the year as the beginning of the year.  I 

wondered what the role of the coach was in those relationships.  Having been trained as a 

mentor twice and in peer coaching once, and having been a cooperating teacher numerous 

times over 18 years, I began questioning what was taking place in the coaching 

relationship.  I wondered if the coach was modeling effective strategies, providing 

feedback, and/or providing resources.  I know in the coaching cycle, feedback is a major 

element.  Was this taking place?  If so, was the CM simply not enacting the feedback? If 
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not, why not?  Did the coach and CM not have a trusting relationship?  Building trust is 

important in any coaching relationship if it is to be successful (Acheson & Gall, 1997; 

Costa & Garmston, 1994; Goldhammer, 1969).  As Ellie began working with Penelope, 

she developed trust in her feedback which she valued because Penelope based it on 

experience and research.  Claudia trusted Penelope and knew she would support her in 

the challenges she had.  Jean found that as she trusted Penelope more, she began 

soliciting Penelope's feedback, support, and suggestions instead of waiting for her to 

come and observe her and give her feedback.   

 The findings of this study support that CMs did learn on their own from their 

individual experiences (Kolb, 1985), but for all three independent insights occurred after 

coaching conversations with Penelope.  These critical conversations (1991, 2000) 

empowered Claudia, Ellie, and Jean so they could make changes in their classrooms and 

made progress towards developing expertise as a teacher (Darling-Hammond & 

Bransford, 2005).  This is an important finding to support coaching and feedback for all 

beginning teachers, but especially CMs who enter the profession with limited knowledge 

and experience. 

 This study adds to the literature on feedback provided to beginning teachers for 

several reasons.  First, using ATLAS.ti as a tool to systematically analyze my data to 

examine my research questions regarding the nature of feedback has not been done in this 

type of study.  This allowed me to gain a deeper understanding of how a UC and three 

CMs perceived feedback.  Second, I was not able to find literature on the use of Kolb 

(1984) or Mezirow (1991, 2000) to examine the data as applied to a coaching cycle which 

contributes to the current literature.  Third, there is a dearth of empirical studies regarding 
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the nature of feedback, but especially if and how teachers use the feedback offered, in 

addition to studies regarding feedback to alternatively certified teachers.  Finally, I 

examined the feedback offered across time to include an entire school year and feedback 

that is ongoing to CMs.  Penelope provided monthly feedback to CMs on reflective 

practices and teaching practices.  She would also meet with them after class and have 

email conversations when needed.  There is no previous literature that examines a 

complete coaching cycle of reflective practices, classroom observations, and the feedback 

provided to both across an entire academic year. 

 Learning to teach is a complex endeavor, especially for teachers who are 

entering the profession through an alternative route with little coursework or classroom 

experience.  Reflection, coaching, and feedback are supports that aid teachers in the 

development of expertise in their practice.  Therefore, continuing to examine the giving 

and receiving of feedback in a coaching dyad is imperative to the teaching profession.  
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APPENDIXES 

APPENDIX A 

M.A.T. Program of Study 

Program Degree Requirements 

 

A. Professional Studies (9) 

Required (9): 

EPRS 7910 Action Research (3)  

EPSF 7100 Critical Pedagogy (3) 

EPY 7090 The Psychology of Learning and the Learner: The Young Child (3) 

B. Content Courses of Teaching Certification In Early Childhood Education: 

Required (23): 

ECE 6360 Culturally Responsive Pedagogy (3) 

ECE 6390 Foundations of Learning and Teaching Mathematics (2) 

ECE 6576 Integrative and Iterative Curriculum Design (6) 

ECE 6586 Advocating for Students through the Descriptive Review of the Child (3) 

ECE 6587 Language and Literacy Development (3) 

ECE 7393 Number and Operation in the Elementary Classroom (3) 

ECE 7576 Teacher Inquiry for Critical Change (3) 

C. Advanced Courses for Endorsement/Specialization (3) 

Select three credit hours: 

Courses should be selected from the list of recommended electives after consultation with 

advisor. Acceptable Prefixes include: CPS, ECE, EPY, EPSF, EDRD, EDLA, TSLE, 

EXC, EPEL, and EPRS. All courses elected must be at the 6000, 7000, or 8000 level. 

Courses with other prefixes may be selected with consent of advisor. 

 

D. Internships (9) 

 

ECE 6575 Beginning Teachers of Record as Reflective Practitioners I (2) 

ECE 6585 Beginning Teachers of Record as Reflective Practitioners II (2) 

ECE 7575 Induction Teachers as Change Agents I (2) 

ECE 7585 Induction Teachers as Change Agents II (3) 

Students must complete all Professional Studies and Content courses with a grade of "C" 

or higher. Student Teaching/Internship courses must be completed with a “B” or higher 

continue with the cohort. All courses in the ECE M.A.T. must be taken in sequence. 

Students must complete EXC 4020 Characteristics and Instructional Strategies for 

Students with Disabilities (3) or its equivalent to be eligible for recommendation for 

certification in addition to the program of study requirements. 

Program Total: minimum of 44 semester hours  
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APPENDIX B 

Pre-Coaching Visit Questionnaire 

Please meaningfully address each aspect of this questionnaire as it is a critical document 

to enable us to support you and your instructional needs. The more context you can 

provide your coach before the observation, the more he/she is able to support you; 

please, provide a scholarly level of concise information here. Please submit it via email 

to your coach at least 24 hours before your scheduled observation.  

(a) What will be happening in your room?  

(b) What do you plan to teach during the time the coach is present?  

(c) What is your personal goal/ area of focus?  

(d) To what would you like your coach to pay specific attention?  

(e) Is there a specific student(s) you would like for the coach to observe and/or work with 

during the visit? If so, what do you want the coach to think about and help you consider 

related to this/these student(s)?  

(f) What new aspect of your practice are you trying on which you would like feedback or 

support?  

(g) How is that topic or construct connected to your focus?  

(h) What ideas from seminars might we look for in the context of this visit?  

(i) Are there any particular ways that you would like your coach to participate in 

tomorrow's lesson? (If co-teaching or modeling is hoped for, you must reach out to the 

coach at least a week in advance so collaboration might occur). 

 (Course Syllabus, Fall, 2011 & Spring, 2012) 
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APPENDIX C 

Open-Ended Interview Protocol 

1. Can you please start out by telling me about yourself? 

Probe: personal, teaching, current position, experience, degree route, for CMs-

why did you join TFA, class make up 

2. Can you tell me about your coaching/mentoring experiences? (Probes will vary 

for UC and CMs) 

Probe: Classroom, in life, strengths, weaknesses,  

3. For UC: How were you prepared for coaching? 

4. What were your hopes for your coaching relationship? (probes:  How would you 

describe feedback? “What do you believe are the purposes of feedback? UC: Did 

CM use feedback, how? CM: Did you use feedback, how?  
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APPENDIX E 

Month in Review Chart 

 

 

 

 

 

 

 

 

 

Month in Review Chart 

DATE PRIORITY 

LEVEL  

WHAT? 
SO WHAT is the plan?        SO            

                                           WHAT 

                                                 happened? 

NOW 

WHAT? 

 High/Low 

Impact; 

Easy/Challen

ging to Enact 

(HE/HC/LE/

LC) 

Goal stated  

 

Actions taken  

(information gathered, 

steps implemented)   

Result NEXT 

STEPS –  

roll these 

over to  

the next 

month 
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APPENDIX F 

Celebrations Chart 

 
September  

October  

November  

December  

January  

February  

March   

April  

May  
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APPENDIX G 

Three Paragraph Synthesis 

Three Paragraph Synthesis (citing direct examples) 

What growth and development are 

evident in my pedagogical, 

instructional, and relational practices 

this month? 

 

What growth and development are 

evidenced through examination of 

student learning data (both 

qualitative and observational and 

quantitative tracker based data) 

across the month? 

 Attach your evolving data 

trackers as artifacts 

 

What actions and next steps should I 

take? What assistance and support 

would benefit my progress toward 

meeting these goals?  
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Appendix H 

Monthly Reflective Practice Rubric 

 
Pre-Reflector  

Novice 

Reflector  

Developing 

Reflector  

Advanced 

Reflector  

Exemplary 

Reflector  

Clarity (1, 16%)  Language is 

unclear and 

confusing 
throughout.  

 

Concepts are 
either not 

discussed or are 

presented 
inaccurately.  

There are 

frequent lapses 

in clarity and 
accuracy. 

Lapses in clarity 

and accuracy 

occur 
occasionally. 

Minor, infrequent 

lapses in clarity 

and accuracy. 

The language is 

clear and 

expressive. 
 

The reader can 

create a mental 
picture of the 

situation being 

described. 

Relevance (1, 16%)  Most of the 

reflection is 
irrelevant to 

student and/or 

course learning 
goals. 

Briefly 

describes 
learning 

experience, but 

the relevance is 
unclear to the 

reader. 

The learning 

experience being 
reflected upon is 

somewhat 

meaningful and 
relevant to 

student and 

course learning 
goals. 

The learning 

experience being 
reflected upon is 

relevant and 

meaningful to 
student and 

course learning 

goals. 

The learning 

experience being 
reflected upon is 

relevant and 

meaningful to 
student and course 

learning goals. 

 
Supports 

understanding of 

relevance with 

evidence. 

Analysis (1, 16%)  Reflection does 
not move 

beyond 

description of 
the learning 

experience(s). 

Attempts at 
applying the 

learning 

experience to 
understanding 

of self, others 

and/or course 
concepts.  

 

Shows some 
evidence of the 

importance of 

identifying root 
causes of 

teacher actions. 

 

Interpretation 

of 

experience(s) is 
based on 

recalling 

experience(s). 

The reflection 
includes 

occasional 

attempts to 
analyze the 

experience. 

The reflection 
demonstrates 

student attempts 

to analyze the 
experience but 

analysis lacks 

depth. 
 

Student attempts 

to analyze 
experience(s) 

from more than 

one perspective 
(personal, 

professional, 

political, 

philosophical). 

The reflection 
moves beyond 

simple description 

of the experience to 
an analysis of how 

the experience 

contributed to 
student 

understanding of 

self others, and/or 
course concepts. 

 

Student analyzes 
experience(s) from 

various 

perspectives 

(personal, 

professional, 

political, 
philosophical). 

Interconnections (1, 16%)  No attempt to 

demonstrate 
connections to 

previous 

Little attempt 

to demonstrate 
connections 

between the 

Limited 

connections 
between the 

experience and 

Some 

connections 
between the 

experience and 

Many connections 

between the 
experience and 

material from other 
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learning, 

readings, or 

experience(s). 

learning 

experience and 

previous 
learning, 

readings, 

experience(s), 
and/or personal 

goals 

material from 

other courses, 

readings, past 
experience, 

and/or personal 

goals. 

material from 

other courses, 

readings, past 
experience, 

and/or personal 

goals. 

courses, readings, 

past experience, 

and/or personal 
goals. 

Self-Evaluation of teaching 

practices (1, 16%)  

Shows a lack of 

attempt at 

reflection of 
teaching 

practices. 

Accurately 

describes a 

process for 
considering 

teacher actions. 

 
Shows some 

consideration 

of teacher 
actions in this 

way, but fails 

to demonstrate 
a new 

awareness of 

personal biases, 
stereotypes, or 

professional 

development as 
a teacher. 

Demonstrates 

some ability of 

student to 
question his/her 

own biases, 

stereotypes, 
preconceptions. 

 

Begins to search 
for rationale for 

situations that 

occur. 
 

Thinks about 

goals and 
strategies based 

on 

reflection/self-
questioning. 

Demonstrates 

ability of student 

to question 
his/her own 

biases, 

stereotypes, 
preconceptions. 

 

Considers the full 
range of causes 

that could 

explain key 
aspects of teacher 

actions. 

 
Begins to set 

goals and 

strategies based 
on 

reflection/self-

questioning. 

Demonstrates 

ability of student to 

question his/her 
own biases, 

stereotypes, 

preconceptions, 
and/or assumptions 

to define new 

modes of thinking 
as a result. 

 

Determines the 
cause that explains 

an identified 

teacher action. 
 

Supports 

understanding with 
data, nuanced 

observation and 

honest reflection. 
 

Sets and prioritizes 

goals and strategies 
based on strong 

evidence from 

reflection/self-

questioning. 

Engages in continual and 

meaningful learning experiences 

that directly transform teaching 

practices (1, 16%)  

No attempt to 
discuss 

transformation 

of practice is 
present. 

Reflection 
includes an 

attempt to 

discuss 
learning 

experience(s) 

that may have 
transforming 

effects on 

practice.  

Explains the 
importance of 

engaging in 

learning 
experiences that 

aids in 

transforming 
teaching 

practices. 

 
 

 

Reflection 
includes 

occasional 

discussions of 

transforming 

practice. 

Supports and 
clarifies new 

understandings 

with evidence in 
an attempt to 

discuss 

transformation of 
practice. 

 

Outlines the 
process of 

transformation of 

teaching practice.  
 

Reflection 

includes frequent 

discussions of 

transforming 

practice. 

Critically evaluates 
and utilizes 

relevant 

information from 
learning 

experiences 

iteratively. 
 

Outlines the 

process of 
transformation of 

teaching practice 

that builds upon 
self identified 

teacher and pupil 

strengths. 

 

 

Reflection includes 
extensive 

discussions of 

transforming 
practice. 



294 
 
 
 

 

APPENDIX I  

Monthly Coaching Rubric 

 Consistently 
Evidenced 
(2pts) 
 

Minimally 
Evidenced 
(1pt) 

Not evidenced 
/observed 
(0 pt) 

In collaboration with your coach, 
you were prepared, having thoughtfully crafted 
a pre-visit questionnaire and contextualized 
your coach in your practice. You scheduled time 
for the debrief so that conversation about your 
practice was possible. (1, 20%) 

   

In your collaboration (debrief and written 
communication) with your coach, you were 
open and responsive to feedback. (1, 20%) 

   

In the follow up visit you 
obviously considered, weighed, and put in to 
practice the recommendations, suggestions, 
and strategies that came from your 
conversations with and feedback from your 
coach. (1, 20%) 

   

Each visit (and the reflective 
practices in between) demonstrated a 
thoughtful and conscientious attempt to 
concentrate on aspects of shared focus for 
professional and personal growth and to build  
upon successes. (1, 20%) 
 
 

   

Action plans crafted from 
feedback and discussions were obviously not 
just documents created to meet a requirement, 
but rather, were articulated goals and hopes 
that you strove to embody. (1, 20%) 
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APPENDIX J 

Square, Triangle, Circle (STC) Assignment 
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APPENDIX K 

Retrospective Self-Reflection Rubric 

 

Highly 

Evident  

(3 pts)  

Evident 

 (2 pts)  

Minimally 

Evident  

(1 pt)  

Not Evident  

Narrated Growth Trajectory (4, 

40%)  

Narrated and 

thoughtfully 

analyzed 

growth 

trajectory 

Narrated 

growth 

trajectory- 

Narrated 

Experiences 

Minimally 

Narrated 

Experiences 

Increased Responsiveness (4, 

40%)  

Retrospective 

Reflections 

demonstrated 

increased 

responsiveness 

Retrospective 

Reflections 

demonstrate 

increased 

responsiveness 

Retrospective 

Reflections 

demonstrate 

minimal 

responsiveness 

Retrospective 

Reflections 

demonstrate 

instruction 

based on 

teacher need 

rather than 

students’ 

needs 

Goals and growing edges (2, 

20%)  

Articulated 

specific areas 

for future 

growth  

Indicated need 

for future 

growth  

Indicated 

general 

struggles but 

no specific 

goals 

Growing 

edges 

minimally 

articulated or 

mostly 

jargon 
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APPEDIX L 

Summative Coaching Rubric 

 

Highly 
Evident (3 

pts)  

Evident (2 

pts)  

Minimally 
Evident (1 pt)  

Not Evident  

Reflective Practices Driving Growth 
(7, 35%)  

Consistent 
critical self-
reflection on 
classroom 
practice and 
pedagogy ---
Consistently 
developing 
quality and depth 
of reflection----
Reflections have 
driven classroom 
practice 

Consistent 
reflection-- 
Minimal 
development in 
quality of 
reflection OR 
Reflections 
narrate 
classroom 
practice but do 
not drive change 

Inconsistent 
reflection--- 
Minimal 
development in 
quality of 
reflection AND 
Reflections 
narrate 
classroom 
practice but do 
not drive change 

Minimal or no reflection--- 
No growth in reflective 
practice 

Collaboration with Coach for 
Personal/Pedagogical Growth (8, 
40%)  

Fully prepared 
for all visits-- 
Responsive and 
open to 
feedback--- 
Setting and 
enacting goals 
and action plans 
based on 
coach’s 
feedback---  
Feedback 
evidenced in 
subsequent 
observations--- 
Consistently 
initiated 
commitment to 
growth 

Fully Prepared 
for most visits--- 
Responsive and 
open to 
feedback--- Set 
and enacted 
some goals and 
action items 
based on 
feedback--- OR  
Some feedback 
evidenced in 
subsequent 
observations. 

Not fully 
prepared for 
visits OR Less 
responsive and 
open to feedback 
OR Feedback 
minimally 
evidenced in 
Action Plans and 
subsequent 
observations 

Not prepared for visits AND 
Not responsive or open to 
feedback AND Feedback 
not evidenced in Action 
Plans and subsequent 
observations 

Collaborative Support with 
Colleagues (3, 15%)  

Consistently 
enacted seminar 
topics into 
classroom 
practice---  
Seminar topics 
were consistently 
evident in pre 
visit forms, action 
plans, and goal 
setting  
 
---Video and 
CLASS chart 
were analyzed 
fully and 
thoughtfully in an 
effort to take 
ownership in 
one’s 

Enacted seminar 
topics into 
practice 
sporadically---  
Seminar topics 
were consistently 
evident in 2 of 
the following pre 
visit forms, action 
plans, and goal 
setting  
---All aspects of 
the CLASS chart 
were completed.  
Video  
 
 
 
 

Enacted some 
ideas from 
seminars into 
practice---  
Seminar topics 
were consistently 
evident in 1 of 
the following pre 
visit forms, action 
plans, and goal 
setting  
 
---Video and 
CLASS chart 
were addressed 
in general terms 
but not with a 
critical eye 
towards 
professional 

Did not connect seminar 
topics to practice---  
Seminar topics were not 
consistently evident in pre 
visit  
forms, action plans, and 
goal setting  
 
---Video and CLASS chart 
were not done 
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Highly 
Evident (3 

pts)  

Evident (2 

pts)  

Minimally 
Evident (1 pt)  

Not Evident  

professional 
development and 
the development 
of a peer.  
All aspects of the 
Chart were 
addressed 
completely and 
professionally.  

 development and 
growth 

 

 

Progress Toward Key Assessments 
(2, 10%)  

 

 

Narrated and 
thoughtfully 
analyzed growth 
trajectory--- 
Retrospective 
Reflections 
demonstrated 
increased 
responsiveness--
- Articulated 
specific areas for 
future growth in 
self reflection, 
key 
assessments, 
and benchmark 
conference  
Thoughtfully 
prepared for and 
participated in 
Midpoint 
Benchmark 
conference---
Thoughtfully 
documented 
progress towards 
key assessments 
using 
quantitative and 
qualitative data 

 

 

Narrated growth 
trajectory--- 
Retrospective 
Reflections 
demonstrate 
increased 
responsiveness--
-  
Indicated need 
for future growth 
in self reflection, 
key 
assessments, 
and benchmark 
conference---  
Adequately 
prepared for and 
participated in 
Midpoint 
Benchmark 
conference---  
Adequately 
documented 
progress towards 
key assessments 
using 
quantitative and 
qualitative data 

 

 

Narrated 
experiences--- 
Retrospective 
Reflections 
demonstrate 
minimal 
responsiveness--
- Indicated 
struggles but no 
specific goals---  
Minimally 
prepared for and 
participated in 
Midpoint---
Benchmark 
conference---  
Minimally 
documented 
progress towards 
key assessments 
using some 
quantitative and 
qualitative data 

 

 

Minimally Narrated 
experiences--- 
Retrospective Reflections 
demonstrate instruction 
based on teacher need 
rather than students’ needs-
--  
Inadequately prepared for 
and participated in Midpoint 
Benchmark---conference  
Unsatisfactorily documented 
progress towards key 
assessments 

 

 

 

 

 

 



299 
 
 
 

 

APPENDIX M 

Summary of UC Coaching Evaluations 

 

 

 

 

 

 

 

 

 Strongly 

Agree 

Agree Neutral Disagree Strongly  

Disagree 

My[coach's] was good at identifying 

problems and suggesting alternative 

strategies. 

3 5    

My[coach's] ideas were clearly 

expressed. 

7 1    

My [coach] helped me develop a plan 

of action for improving my 

performance. 

3 5    

My [coach] provided an environment 

which was conducive to open 

communication. 

5 3    

My [coach] provided me with ongoing 

feedback concerning my progress. 

3 5    

My [coach] had a thorough knowledge 

of curriculum and child development. 

6 2    

My [coach] gave practical examples of 

theoretical concepts. 

6 2    

My [coach] interacted professionally 

with my school personnel. 

4 4    

My [coach] was available and 

responded to questions and/or concerns 

in a timely manner. 

6 2    

Overall, my [coach] was effective. 

 

7 1    
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APPENDIX N 

ATLAS.ti Primary Document List 

P 1: Claudia_September Reflection.rtf  

P 2: Claudia_September_Reflective_practice_rubric.pdf  

P 3: Claudia_Coaching Visit 1.rtf  

P 4: Claudia_STC and feedback.rtf  

P 5: Claudia_Extensions_September Seminar.rtf  

P 6: Claudia_October reflections.rtf  

P 7: Claudia_October_reflective practice rubric.pdf  

P 8: Claudia_Coaching Visit 2.rtf  

P 9: Claudia_Coaching Visit 2 rubric.pdf 

P10: Claudia_October seminar session.rtf  

P11: Claudia_November reflections.rtf  

P12: Claudia_November_Reflective_Practices_rubric.pdf  

P13: Claudia_Coaching Visit 3.rtf  

P14: Claudia_Coaching_Visit 3_rubric.pdf  

P15: Claudia_Fall Retrospective_Self_Reflection.rtf  

P16: Claudia_January_Professional Reflections.rtf  

P17: Claudia_January_Reflective_Practice,_rubric.pdf  

P18: Claudia_Coaching Visit 4.rtf  

P19: Claudia_Coaching_Visit_4_rubric.pdf  

P20: Claudia_February_Reflections.rtf  

P21: Claudia_Digital feedback_coaching visit 4_transcription  

P22: Claudia_February reflective practice_rubric.pdf  

P23: Claudia_March_Reflections.rtf  

P24: Claudia_March reflective practice rubric.pdf  

P25: Claudia_Coaching Visit 5.rtf  

P26: Claudia_Coaching_Visit_5_rubric.pdf 

P27: Claudia_April_Reflections.rtf 

P28: Claudia_Spring_Retrospective_Self_Reflection.rtf 

P29: Claudia_Spring_Retrospective_Self_Reflection_rubric.pdf 

P30: Claudia_Coaching_Summative_Assessment_spring.pdf  

P31: Claudia_Interview transcription.rtf 

P32: Second interview with Claudia.rtf  

 

P33: Penelope interview_fall_2011.rtf  

P34: Penelope Interview with UC_6_22.rtf 

P35: Penelope Interview_7_27.rtf  

P36: Penelope_sp_coaching_evals_001.pdf  

 

P37: A_Ellie_September reflections.rtf 

P38: B_Ellie_September_reflection_ rubric.pdf 

P39: C_Ellie_Coaching Visit 1.rtf  
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P40: D_Ellie_October reflections.rtf  

P41: E_Ellie_October_reflection_rubric.pdf  

P42: F_Ellie_Coaching Visit 2.rtf {22}  

P43: G_Ellie_Coaching_Visit_2_rubric.pdf 

P44: H_Ellie_Novermber_Reflections.rtf 

P45: I_Ellie_November_reflection_rubric.pdf  

P46: J_Ellie_Fall_Retrospective.rtf   

P47: K_Ellie_fall_summative coaching rubric.pdf  

P48: L_Ellie_January_Reflections.rtf  

P49: M_Monthly_Reflective_Practice,_January_rubric.pdf  

P50: N_Ellie_Coaching Visit 3.rtf  

P51: O_Ellie_Coaching_Visit_3_rubric.pdf  

P52: P_Ellie_February_Reflections.rtf  

P53: Q_Monthly_Reflective_Practice,_February_rubric.pdf  

P54: R_Ellie_Coaching Visit 4.rtf  

P55: S_Ellie_Coaching_Visit_4_rubric.pdf  

P56: T_Ellie_March_Reflections.rtf 

P57: U_Monthly_Reflective_Practice,_March_rubric.pdf  

P58: V_Ellie_Coaching Visit 5.rtf  

P59: W_Ellie_Coaching_Visit_5_rubric.pdf 

P60: X_Ellie_April_Reflections.rtf 

P61: Y_Ellie_Spring_Retrospective.rtf  

P62: Z_Spring_Retrospective_Reflection_rubric.pdf 

P63: ZA_Ellie_Interview_627.rtf 

P64: ZB_Second Interview_Ellie.rtf 

P65: A_Jean_September Reflections.rtf 

P66: B_Jean_September_Reflection_rubric.pdf  

P67: C_Jean_September Seminar.rtf 

P68: D_Jean_Coaching Visit 1.rtf 

P69: E_Jean_STC.rtf  

P70: F_Jean_Oct_reflections.rtf 

P71: G_Jean_October_Reflection rubric.pdf 

P72: H_Jean_Oct_Seminar_extensions.rtf 

P73: I_Jean_Coaching Visit 3.rtf 

P74: J_Jean_Coaching_Visit_3_rubric.pdf 

P75: K_Jean_Nov_reflections.rtf 

P76: L_Jean_November_Reflection_rubric.pdf 

P77: M_Jean_Fall_Retrospective Reflection.rtf 

P78: N_Jean_Fall_Coaching_Summative_Rubric.pdf  

P79: O_Jean_Jan_Reflections.rtf 

P80: P_Jean_January_Reflections rubric.pdf 

P81: Q_Jean_Coaching visit 4.rtf 

P82: R_Jean_Coaching_Visit_4_rubric.pdf 

P83: S_Jean_Feb_Reflections.rtf  

P84: T_Jean_Feb_Reflections rubric.pdf 
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P85: U_Jean_Coaching Visit 5.rtf 

P86: V_Jean_Coaching_Visit_5_Rubric.pdf  

P87: W_Jean_March_Reflections.rtf  

P88: X_Jean_March Reflections rubric.pdf  

P89: Y_Jean_April_Reflections.rtf 

P90: Z_Jean_Spring Retrospective Reflection.rtf  

P91: ZA_Jean_Spring Retrospective Self reflection_rubric.pdf  

P92: ZB_Jean_spring Coaching_Summative_Assessment.pdf  

P93: ZC_Interview with Jean.rtf  

P94: ZD_Second interview with Jean at library.rtf  

P95: A_Sept. Coaching needs doc compiled. 9.16.rtf  

P96: B_Oct._Coaching_needs_doc_compiled..rtf  

P97: C_Nov  Coaching needs doc compiled 11.15.rtf  

P98: D_December Coaching needs doc compiled. 12.6.rtf  

P99: E_February_Coaching_needs_doc_compiled._2.22.rtf   

P100: F_March_Coaching_needs_doc_compiled._3.15.rtf 

P101: G_April Coaching needs doc compiled. 4.9.rtf  

P102: Final Interview with Penelope.rtf 

P103: Member Checking 
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Suggests specific actions to take-When 

Penelope gives CMs something they can 

use right away to improve instruction or 

management. 

(P3:24)  I would also talk to the boys separately to find out what 

they are thinking, feeling, wanting, needing, etc. That might 

help you. 

 

 (P42:19) Try the hold the thought in your head signal..it gives 

your students a visual and kinesthetic cue to hold their idea 

silently in their head.  

 

(P68:33)…girls in the back group---they need some conflict 

resolution and community building exercises….try pulling the 

three of them for lunch to get to know them and talk with them, 

see what they have in common, try and get them to see each 

other as allies, etc. They are keeping each other from learning. 

INSTRUCTIONAL STRATEGIES- Any discussion about teaching strategies 

Provides alternative strategies-when 

Penelope gives CMs other ways to look at 

things. She usually begins with, what 

about...maybe...it would be great if... 

(P8:12) [CM wrote letter D d on board] What about asking for a 

word that begins with d? (dad, Ms. [D,] doughnut, maybe role 

play charades to help lead them with the d words if it is too 

much or asking, does DAD have the letter d in it? Does Dog? Or 

having a morning message to read to them that is on the board, 

and they can pick out the Dds in the message….) Maybe talk 

with your buzz partner and come up with a d word to share with 

group or pick d words from pictures of dog, door, etc and have 

them see and hear?  

 

(P39:150)  [CM was discussing basic needs of a cheetah] What 

is their prior knowledge for this…perhaps reading a children’s 

book, watching a short youtube of a cheetah in the wild would 

help 

 

(P85:26) [CM was discussing but not recording 

anything]...whenever you're doing this type of unit, especially 

like a science unit or social studies unit, it would be really great 

to have a KWL chart and so that any time you're watching a 

movie or your reading in a textbook or you're doing an 

experiment, you all can add to the chart and see how you're 

learning from each one of the pieces. It also lets you can see 

what gaps you need to fill in. 

Suggests resources- When Penelope 

suggests resources (books, videos, 

internet sites, etc...) to assist CMs in 

learning more about instruction (reading, 

math, SS, science, etc...) 

(P3:18)-check out the university itunes selection of Podcasts 

that were made for Bright from the Start pre-k…I think you will 

get some great ideas in there… sounds like you have a long 

enough commute to get a few in there each day. :) 

 http://itunes.apple.com/us/itunes-u/best-practices-learning-

library/id405936014  

 

(P39:171) http://www.youtube.com/watch?v=oCW-dJyBrog   

(Continent/oceans rap)  

http://www.youtube.com/watch?v=jgmZYslTBLk   this one 

shows how the globe stretches to a map…kind of boring, but I 

think the concept is important when introducing because it is 

hard to go back and forth from globe to flat map on paper.  

 

(P102:32) I gave [Jean] resources, I sent her the things that 

Florida Center for Reading I showed her how it could be how 
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kids interested. I need more practice with the method we were 

taught this week!  
 
(P44:73) My students are really into landforms!  It’s one of the 

first concepts I’ve seen them invest in and get excited about.   

 

(P83:14) I am struggling to teach social studies in an effective 

and engaging way. My students are extremely bored and off-

task during pretty much all of my ss lessons.  

TEACHER SOCIALIZATION- When CMs demonstrate they are learning about the norms, 

values, behaviors, and social skills that are needed in the job 

of a teacher. 

Locus of Control-events that occur that 

are beyond the CM's control 

(P20:51) Low today was having no heat in the classroom, and it 

is getting progressively colder. For a couple days it was fine, but 

now it is too cold. Last month we had to close because of heat 

issues, and this month we are having the same issues 

 

(P60:61)  My home printer isn’t working; the copiers at school 

are broken and the printer at school to which my computer is 

mapped is out of ink.  I went to FedEX Office to print 

documents and make copies to find that FedEX Office devices 

don’t open Apple Word documents.  Argh – technology.  For 

the next three and a half weeks, I am going to be ready for the 

school week BEFORE the school week starts so as to avoid 

these frustrations!   

 

(79:64) I hate technology! I planned 2 lessons based on the 

promethean board today and the board was not working… I’ve 

learned my lesson about needing back up plans all the time.  

Learns the Role-CMs are self-directed in 

their role as a teacher, initiating 

conferences, advocating for students, 

seeking out resources, etc... 

(P27:272)   In my relational practices, I went through some 

setbacks with my co workers, but I really connected to a parent 

of a child that I’ve struggled to reach in the past. Having my 

conversation with [a] dad on the 12
th

 was really good for both of 

us, because I was able to turn a possible negative interaction 

into a positive one, and connect with [the] dad. These aspects of 

growth show that I’ve come a long way this semester. 

 

(P48:102)  I decided to talk to the principal today about my 

colleague’s behavior.  She returned yesterday without a word of 

apology about lesson plans, did not turn in lesson plans for this 

week and did not leave any plans for her substitute for the 

duration of the week, although she has apparently been at 

workshops, which required her to come into school in the 

mornings, yet still didn’t do anything for her students to be 

successful – for four days.  It was hard for me to go and speak to 

the principal, but I am immensely frustrated by the ways in 

which her shrugging off her duties are affecting mine.   
 
(P87:141)  Today I had an IEP meeting about [a student]. It was 

a great opportunity for me to express my concerns about his 

needs. I was also able to have great conversation with his 

mother and build a better relationship. As a team we decided 

that he will be better served in an environment where he has 

someone with him one-on-one. This makes me happy because I 
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am confident that I have advocated for [him], although I’ll miss 

seeing him next year. 

Relationship with co-workers-working 

with others in the school...could be co-

teacher, team member, administrator, 

etc...; could be positive or negative 

(P11:29) My co-teacher has been very demanding about our 

work sampling online stuff done, but she is very unaccepting of  

what I have to contribute to the process.  

 

(P37:151)  The teacher with whom I am supposed to be teaching 

took her “planning period” today because her original 

homeroom was at specials, despite the fact that when my kids 

have specials, I am still in the classroom teaching the students 

who were originally in her homeroom.    

 

(P87:64) Once again, our grade level meeting seemed inefficient 

and ineffective. 

Responsibilities-any of the 

responsibilities of a teacher: grading 

papers, planning lessons, assessments, 

meetings, data sheets for SIP goals, etc... 

(P11:86) Start for Life program came to review us today, and 

my co-teacher decided she was over it and disappeared, leaving 

me to do the whole program by myself. IT takes two people to 

set up and implement the program, so our class was written up 

because we didn’t complete it in time. 

 

(P37:71) I left school before 7 pm, but I worked at home until 

11 pm – and I still didn’t finish what needed to be done.  I need 

to prioritize tasks and use my time more effectively! 

 

(P89:76) Today I spent much of my day at my desk completing 

webinars and getting SST stuff together instead of teaching my 

students, because I was told JUST TODAY that much of these 

logistical things were due. Ugh. 

School/district rules (P15:11) I’ve learned that a lot of being a teacher is dealing with 

bureaucracy...the “other” aspects to being a teacher really hit 

home for me in October and November. The Work Sampling 

Online system, which is used for Pre-K to track our students, 

had some things due, and my co-teacher and I spent a lot of time 

catching up and re-doing our work sampling things. In addition, 

because I work at a [federally funded program], there’s a lot 

more paperwork involved than usual.  

 

(52:76) Kindergarten and first grade were supposed to see The 

Wizard of Oz downtown on Wednesday, March 7.  I checked 

the dates with the lead kindergarten teacher two months ago, 

okayed them with the front office and completed the necessary 

paperwork, etc.  Today, we were informed that there is ITBS 

testing for SOME first grade students that day – only the FIVE 

students in first grade that are being tested for Gifted – so 

NONE of us would be allowed to attend the show.  
 

(P65:154) I had to give common assessments that my students 

were not prepared for. 

Survival/pressure (P23:104)  At the literacy meeting, we learned that we will be 

completing an e-learning course for literacy training. The 

training itself is fine, but I am so concerned that I’m just not 

going to have any time to breathe in the next two months. This 

is just one more thing on my plate, and I’m worried that all of 

my work is going to suffer from it.  
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(P48:49) Today felt strained from a professional standpoint: 

report cards are due tomorrow, bulletin boards and information 

alley are being observed tomorrow morning, the main office 

wanted us to fill out supply orders by 4 pm and redo our lesson 

plans by 5 pm. 

 

(P69:3) In the article, “Phases of First Year Teaching”, I felt as 

if it was describing my own life perfectly. As a new teacher, I 

am most certainly in the survival phase, if not already entering 

into the disillusionment phase.  
Unexpected realities (P32:51) Yes totally unexpected. I thought I would come into a 

classroom with four and five-year-olds who like to make 

princess wings and pretended they were racecar drivers, and all 

of my kids did that, they absolutely, absolutely did. But they 

were also just so much older in the way that they viewed me, in 

the way they viewed the world, and in the way they viewed each 

other.   
 

(P46:10) I still unconsciously holding unrealistic expectations 

for my first grade students’ memories, but this reading was the 

first time I really grappled with the fact that my students were 

not physically capable of some skills with which I was 

becoming frustrated with them for lacking.  

 

(P94:39)  Yes, I think I expected that when a teacher said 

something, kids would listen. I knew it was going to be difficult, 

I mean, you know at institute (TFA) that kind of gave me a peek 

into what it was going to be like. But uum (pauses), but yeah, I 

would say that I expected at least for the majority of for the 

most part for them to follow directions because they were the 

students and I was the teacher because when I grew up it would 

never have crossed my mind to not listen to the teacher. Also 

with like losing their homes not something most teachers go 

through. 

TEACHER SUPPORTS -Supports from sources other than the UC.(or lack of) 

DRC group helpful (P20:111) I did my DRC today, and I got a lot of strategies to 

work with and reach [student]. I will try them out, but I think 

they’re going to work really well, because my group is 

awesome. They suggested giving her a lot of personal attention, 

as well as some responsibilities, and I think these will work out 

well for her. 

 

(P60:98) I am so thankful to have had a DRC group with whom 

I get along, for the most part.  I’ve learned a lot from them – 

time management from K., optimism and realistic but high 

expectations from S. and the necessity of work-life balance from 

A.!  

  

(P77:30) My experience with has been challenging, yet 

informative and beneficial to my teaching practice. Now that I 

have observed and reflected on [Charles], and am now more 

aware and observational of my other students. The DRC taught 

me that really listening to my students does wonders for 
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behavior management. The responses and feedback to my DRC 

presentation has greatly helped me refocus my energy and 

emotion on what goes on inside of my classroom. In other 

words, I was putting much of my energy and emotions into 

thinking and worrying about what is going on in my students’ 

lives outside of the classroom, which I cannot control or do 

anything about.  

Peer (P10:34) One of my fellow teachers suggested the “Thirty 

Seconds Move” rule… every thirty seconds, do some kind of 

small movement to keep the kids engaged. 

 

(P52:45) Three people helped me get my bulletin board up 

today.  One kindergarten paraprofessional just stopped by and 

asked if she could help.  She took down the old background, put 

up a new one and, after enlisting another paraprofessional, put 

up a border and hung the bulletin board’s title.  During lunch, 

my student teacher put up the students’ work that I had selected 

and graded.  This was so immensely helpful to me today!  It was 

wonderful to feel supported by my colleagues; that they even 

offered to help was an affirmation that I didn’t realize I was 

seeking. 

 

(P87:33) My students and I engaged in a fun and exciting lesson 

on the promethean board today. The game was given to me by a 

colleague (yay for sharing resources!). It was an ELA game, 

which has been a struggle to teach in an exciting and engaging 

way. Students were having fun and excited to learn. 

Resources helpful (P6:31) Using the Lakeshore Learning sound-matching app on 

my Ipad to see how developed my highest and lowest child’s 

phonological awareness skills were. They did great and I found 

a great new learning tool! 

 

(P56:31) There is a wonderful storyteller who comes to our 

school, it seems, every two months or so.  The children love her, 

and she is truly engaging.  Usually, there is little or no notice 

she’s coming, but I don’t mind a routine change when it’s done 

for her. 

 

(P87:68) I got a ton more resources today. I have been reaching 

out to family members, and have gotten great support. Our 

classroom library is has doubled in size and my students were 

able to try out new math games today. 
School/district (P56:126) My [district] mentor dropped by today. She always 

makes me feel overwhelmed; she never seems to come at the 

same time, and always seems to bring more work than I feel I 

have the energy to complete.  Today, she brought three articles 

on teaching gifted students – they are very long articles.  I feel 

the need to say, “I am doing the absolute most that I can right 

now, ma’am.  I will skim these articles, and if they seem really 

great, I’ll dive in, but right now, they are too much!”  

 

(P6:58) Training day—Excellent discussion about what types of 

literature help the growth of vocabulary in 3 and 4 year olds 
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(P87:28) My principle called me into her office today just to let 

me know how “proud she was of me”..it helps to have a 

supportive administrator who believes in what you are doing. I 

am so thankful for [my principal] and all of her support. 

Sometimes I just feel like I am putting all of this work into my 

classroom, but I am not sure if I am even doing anything right. 

Encouraging conversations from others mean the world right 

now. 

Seminars helpful (P10:109) From this month’s sessions, I learned a lot. I very 

much enjoy the monthly sessions we get, and these ones in 

particular, because they were very age-appropriate for my Pre-K 

students. From the words session, I learned a lot of small 

phonological awareness activities that I can do with my kids.  

 

(P89:124) In math we played the number chart “Mystery 

Number” game on the hundreds charts. This activity was 

introduced to me in the Feb or March seminar. It was a great 

and fun experience for a small group of my students, and It 

helped me to realize who is still having trouble with simple 

adding and subtracting.  
TFA (P11:49) My TFA coach came to visit today, and I’ve been 

having a pretty tough day when it came to how my kids were 

responding to me. In addition, there is continued drama with my 

co-teacher about Work Sampling Online. My TFA coach did not 

give me any tools to solve this, nor did she help how I felt about 

the situation, and I was very hurt by her lack of sensitivity. 

 

(P56:118) I am meeting tomorrow with my Teach for America 

MTLD. She seems to  have been a bit swamped this year, but I 

feel like she and I are planning some really positive things that 

could increase my classroom’s efficiency over these next and 

final seven weeks of school.  


