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ABSTRACT
Quality early education and kindergarten readiness are now nationally
recognized as indicators of future success. A growing body of research links
quality preschool education to lifelong benefits, including greater likelihood of
high school graduation, higher educational attainment, greater contribution to the
community at large, and lower impact on social services, government healthcare
programs, and the justice system.
In order to equitably prepare preschool students for 21st-century learning
at the elementary level and beyond, preschool teachers must be provided with
highly effective, continuous, professional learning opportunities. Research
related to what constitutes highly effective in-service professional supports for
preschool educators is very limited. Preschool programs now have state and
federal funds available to support research-based in-service professional
learning, but educational leaders struggle with the decision of which professional
learning supports will most effectively impact instructional quality.
The problem that this mixed methods study addressed was identifying an
effective approach to support preschool teachers in meeting increased demand
for content knowledge and instructional expertise to enhance the quality of the
preschool experience for our youngest learners. Quantitative and qualitative
results showed that the professional learning system approach implemented in
Orange County, California, which included instructional coaching coupled with
Professional Learning Community implementation over the course of the 2015–
2016 school year statistically increased teacher efficacy in instructional strategies
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and classroom management and the ability of teachers to engage students. A
teachers’ self-efficacy survey and interview results indicated that, as a result of
participating in the professional learning system, teachers demonstrate a greater
ability to provide instructional and behavior supports to struggling students, to
accurately assess and use data to drive student learning, and to provide
individualized learning opportunities.
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CHAPTER 1
INTRODUCTION
Quality early education and kindergarten readiness are now identified as
indicators of future success. A growing body of research links quality preschool
education and kindergarten readiness to third grade proficiency in reading,
greater likelihood of high school graduation and higher education attainment
(Duncan et al., 2008; Reynolds, Temple, Ou, Arteaga, & White, 2011). Potential
community returns on investment in quality early childhood education and
kindergarten readiness include a stronger workforce and a higher tax base, and a
lower impact on social services, government healthcare programs, and the
justice system (Grunewald, 2003). As a result, preparing young children for
school readiness has become a national priority.
Until recently, in California there has been no measure of overall quality or
preschool teacher preparation requirements within preschool programs. In
contrast to the K-12 education system there continues to be no standardized
requirement for attaining a college degree or earning state teaching credentials
for preschool teachers. Additionally, aside from federal Head Start programs,
very little professional support has been provided to in-service childcare workers
and preschool teachers charged with the increasingly complex job of providing
quality care and education to preschoolers in preparation for kindergarten and
beyond.
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The award of federal Race to the Top–Early Learning Challenge grant
funding has afforded California county offices of education the opportunity to
develop Quality Rating and Improvement Systems (QRIS) aimed at identifying,
measuring, and supporting efforts to increase the quality of participating
preschool programs. However, given the lack of evidence-based research
addressing what quality improvement efforts most effectively support instruction,
many counties have struggled to determine what types of professional
development will best support preschool teachers to meet the growing demand
for increased content expertise and instructional skills.
In Orange County, preschool teachers participating in the local QRIS are
paired with highly trained instructional coaches. These coaches provide
guidance and support to increase both instructional quality and content
knowledge. In addition to instructional coaching, participating teachers are also
afforded the opportunity to attend professional development training and sitebased technical assistance to implement sustainable Professional Learning
Communities (PLCs). To date, there has been no evaluation of the impact of
these quality improvement practices on preschool teacher effectiveness.
Background of the Problem
Early care and education, now thought of by many as the critical
foundation of academic success, first gained widespread adoption in the late
1700s in Great Britain and Europe. Early care and instruction of young children
was based on philosophical ideals developed by John Locke (1632-1704), Jean
Jacques Rousseau (1712-1778), and Johann Heinrich Pesalozzi (1746-1827) (M.
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Doyle & Smith, 2007; Gianoutsos, 2006;). These philosophers advocated for a
teaching approach which viewed children as natural learners; the education of
young children must “preserve the ‘original perfect nature’ of the child, by means
of the careful control of his education and environment, based on an analysis of
the different physical and psychological stages through which he passed from
birth to maturity” (as cited in M. Doyle & Smith, 2007).
Methodologies centered on a holistic approach to teaching, utilizing
instruction and curriculum that was developmentally appropriate and
emphasizing children as natural learners. Early care and education practices
were based on expert contributions from fields related to education, which were
deemed relevant to the education and development of children from infancy
through 5 years of age: psychology, sociology, and child development. These
fields focused on child development theories (Lickona, 1971), which became the
theoretical foundation of the first kindergarten program, developed by German
educator Friedrich Froebel (1782-1852) in the late 1700s (Olson, 2002).
Over the next 200 years, the kindergarten movement was propelled by the
Industrial Revolution and the increasing number of women working outside of the
home as part of the factory workforce. However, early education was not widely
accepted in the United States as part of the educational structure until after
World War II, when public kindergarten enrollment surged in the United States
with a growth of 150% from 1940 to 1954, eventually serving close to 1.5 million
children (Olson, 2002).
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In California, kindergarten continues to be an integral part of the
educational system. Although school enrollment is not mandated until age 6 in
California, a high percentage of our young children attend full- and half-day
transitional kindergarten or kindergarten programs (Robinson, 1987). In
California, transitional kindergarten (TK) and kindergarten grade levels fall under
the umbrella of the K-12 educational system. Academic standards that have
been set for TK/kindergarten programs include preschool learning foundations,
kindergarten Common Core State Standards, the inclusion of kindergarten in the
content area frameworks, state-adopted grade-level curricula, and teacher
qualification standards, including a bachelor’s degree and state teaching
credential.
Although the majority of children in the United States are enrolled in a
kindergarten program by age six, the need to enrich the academic and social–
emotional development of children at an even earlier age in preparation for
kindergarten was recognized in the mid-20th century. The Head Start Program
was created in the 1960s to serve low-income families, and it grew from the
widespread belief in America that children younger than five years of age were in
need of a “head start” prior to beginning formal schooling. Head Start was the
first movement that emphasized the importance of early childhood education as
the first rung of the ladder of our educational system. Enrolling young children in
educational settings outside of the home has continued to be a widely accepted
practice since the inception of the Head Start program. Across the nation, over
40% percent of 4-year olds are enrolled in publicly funded preschool programs
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through state preschool, Head Start, and special education preschool services
(U.S. Department of Education, 2015).
Due to a rapid expansion of early care and preschool programs coupled
with a growing body of research related to the importance of “kindergarten
readiness” (Duncan et al., 2008; Kurdek & Sinclair, 2001; Pagani & Fitzpatrick,
2013), there is a politically driven attempt to impose the curriculum and state
standards expectations of kindergarten at the preschool grade level. Preschool
teachers are now faced with growing pressure to meet kindergarten readiness
standards which now include Common Core State Standards readiness and
21st-century skill development (Hatcher, Nuner & Paulsen, 2012).
This academic expectation contradicts the long-held child development
philosophy of teaching the child based on developmentally appropriate practice.
An examination of current academic expectations of kindergarten readiness
based on the Common Core State Standards leads educators to backward
mapping those skills to education in the preschool setting. This back-mapping of
academic skills requires the preschool teacher to focus on the development of
early literacy skills and mathematics.
Underlying early literacy and mathematics are foundational skills that
children must develop in order to successfully engage in preschool academic
content, including language development and executive functioning (Schwartz &
Shaul, 2013). Executive functioning includes self-regulation, critical thinking, and
the ability to problem solve. Researchers have discovered that the development
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of these executive functioning skills has a high correlation to both kindergarten
readiness and long-term academic success (Schwartz & Shaul, 2013).
In addition to the increased complexity of preschool education academic
content and instruction, teachers in California are faced with Title 22 licensing
requirements (http://www.ccld.ca.gov/pg555.htm), health, nutrition and safety
requirements, and the expectation of building social–emotional and physical
development. The complexity of the early educator’s role has expanded greatly.
Preschool is now considered, by some experts, to be the most important of all of
the grade levels (Barnett & Hustedt, 2003).
Unlike the K-12 educational system in California, a baseline criteria for
professional credentialing requirements has not been established for preschool
teachers. The notion of the “highly qualified teacher” language prevalent in No
Child Left Behind does not exist in the preschool setting. In California, the
minimum requirements to work in a K-12 educational setting as a highly qualified
teacher are attainment of a bachelor’s degree and a multiple subject or single
subject California teaching credential. These educational requirements do not
apply to preschool teachers responsible for teaching the youngest learners
during their first years in a school setting. The Head Start program requirements
for teacher qualifications is minimal: an associate’s degree in early education or
related field. The California State Preschool Program (CSPP), which is the
largest state-funded preschool program in California serving our highest needs
children across the state, requires preschool teachers to have completed 24 units
of early childhood education coursework. For family childcare, the educational
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requirements are even slimmer. To receive a license to open and maintain a
family childcare facility, 15 hours of a preventative health and safety training is all
that is required (http://www.ccld.ca.gov/PG513.htm). Family childcare licenses
are the most common childcare licenses issued in the state of California.
In an attempt to address the gap between a preschool teacher’s level of
expected knowledge and required education levels, the California Department of
Education created the California Preschool Instructional Network (CPIN). The
purpose of CPIN is to develop module trainings facilitated by expert CPIN
leaders focused on the Preschool Foundations and Frameworks which are the
California state standards developed for preschool programs (California
Department of Education, 2008). California Preschool Instructional Network
trainings and workshop modules focus on key foundational components of
preschool content. However, completing these episodic module trainings is not a
requirement for teaching in the preschool classroom, and they have not been
evaluated as an effective strategy for increasing teacher effectiveness.
Research has indicated that the most effective professional development
for educators is that of continuous, consistent support that is social and related to
practice (Driscoll, 2008; Webster-Wright, 2009). In response to this research,
preschool programs across the nation are now implementing ongoing
instructional coaching (Hsieh, Hemmeter, McCollum, & Ostrosky, 2009).
Instructional coaching has been defined as “non-evaluative individualized
guidance and support that takes place directly within the instructional setting”
(Mangin & Stoelinga, 2008). The purpose of ongoing professional coaching is to

8
promote the learning and practice of highly effective instructional strategies.
There are a variety of types of instructional coaching. Coaching can be
performed by someone in a supervisory role, a professional developer, or a peer
teacher. Coaching is intended to extend a teacher’s learning over a long period
of time and enhance content knowledge and instructional practices. Coaching
provides an opportunity to reduce teacher isolation and encourage networking
with other educators to enhance collective instructional practice (Mangin &
Stoelinga, 2008).
Another research-based strategy to improve teacher effectiveness, which
has not been widely accepted as a support to preschool teachers, is peer
collaboration in the form of PLCs. A PLC is a structured, ongoing process of
educators working collaboratively using inquiry and data analysis to target
teaching and learning supports that will enhance student achievement (DuFour,
DuFour, & Eaker, 2008). The utilization of the PLC framework to improve
student achievement became widespread among K-12 educators over a decade
ago, but it was not widely used as a professional development strategy in the
preschool setting. Professional Learning Communities offer preschool teachers
the opportunity to gain insight from peers, build new relationships, and increase
both content knowledge and instructional expertise through collective knowledge
and inquiry. Teachers are also provided training and technical assistance to
implement and sustain the PLC process (DuFour, 2008; Fairfield, 2011).
Because of the complexity of the work of a preschool teacher and lack of
educational or professional development requirements, the ability to utilize the
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expertise of an instructional coach coupled with the peer collaboration through
PLCs may greatly enhance the quality of teaching in the preschool setting.
Problem Statement
Research indicates that students across the nation are starting
kindergarten unprepared to face the rigor of the state Common Core State
Standards and lacking social, behavioral, language, and academic skills
necessary to succeed in school. In order to prepare our youngest learners for
the rigors of the elementary school experience and beyond, preschool teachers
will need the additional support of ongoing, relevant, and highly effective
professional development opportunities.
Instructional coaching has been identified as an effective professional
development strategy to increase teacher efficacy and student success (Hsieh et
al., 2009; Martinez-Beck & Zaslow, 2006; Skiffington, Washburn, & Elliott, 2011).
However, only a very limited amount of that research has been conducted with a
focus on preschool teacher effectiveness or preschool student outcomes.
Research has also identified the positive impact of structured peer collaboration
as an effective strategy for professional growth (Mintzes, Marcum,
Messerschmidt-Yates, & Mark, 2013; Vescio, Ross, & Adams, 2008). Again, the
body of research related to preschool teacher peer collaboration is slim and does
not address the impact of peer collaboration coupled with instructional coaching
as a professional development strategy to enhance outcomes for teachers or
students.
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Existing research is insufficient in determining what professional
development approaches result in the greatest gains in preschool teacher
effectiveness and student achievement. In order to effectively implement a
successful professional development system in a preschool setting, additional
research is needed to determine what instructional support approaches
effectively increase teacher efficacy.
Purpose Statement
In Orange County, California, efforts to improve the quality of preschool
instruction have centered on utilizing instructional coaching as a means of
professional development. During the 2015–2016 school year, preschool
teachers also engaged in site-based professional learning communities. The
purpose of this explanatory mixed methods study is to determine whether the
instructional coaching protocol utilized in Orange County coupled with
implementation of PLCs will increase teacher efficacy of state preschool
educators.
Research Questions
In order to develop an understanding of the structure and content of the
professional learning experienced by participating Orange County state
preschool teachers during the 2015–2016 school year and the impact of that
experience on teacher efficacy, the following questions are posed to guide this
mixed methods study:
1.

How is state preschool teacher professional learning implemented
in Orange County?
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2.

How do participants perceive the relationship between the two
different components of professional learning?

3.

What is the relationship between participating in professional
learning (instructional coaching and PLCs) and self-reported
teacher efficacy for state preschool teachers in Orange County?

4.

What factors enable a successful implementation of professional
learning?
Significance of the Study

This study serves to guide policymakers, preschool administrators, and
preschool educators in making critical decisions regarding targeting investment
opportunities and promoting professional development opportunities to increase
the quality of preschool programs.
This research will make a significant contribution toward determining what
professional development investments result in the greatest gains in teacher
efficacy, which is instrumental to the ability to fully prepare all preschool students
for kindergarten readiness. An early education quality improvement matrix is
currently in development by a collaborative of early education leaders and early
education administrators from the California Department of Education. Included
on the matrix will be the measurable elements of a quality preschool program.
This completed and California Department of Education–approved matrix will
drive decisions regarding allowable expenditures of state and federal funds
toward quality improvement services. This study will offer evidence about the
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impact of instructional coaching and PLCs as a means to increase teacher
efficacy.
This study will further benefit superintendents, preschool directors, and
site supervisors in making research-based decisions regarding the quality
improvement efforts of Orange County preschool programs. The increased
knowledge about the impact of instructional coaching and PLCs in the preschool
setting will enable school leaders to initiate and sustain positive change in
preschool programs.
Scope of the Study
The scope of this study encompasses the impact of instructional coaching
coupled with the implementation of PLC implementation on teacher efficacy over
the course of one instructional year. The participant pool was narrowed to
include 162 state preschool lead teachers who were provided five instructional
coaching visits and participated in twice-monthly site-based PLC sessions
between August 2015 and April 2016. A teacher self-efficacy survey was given
to participants prior to the instructional coaching visits and PLC sessions at the
beginning of the school year and following the coaching and PLC sessions at the
end of the school year. Sixteen participating preschool teachers and six
instructional coaches were interviewed in May 2016 to further clarify the
perceived impact of the instructional coaching and/or PLC participation on
student engagement, instructional practices, and classroom management.
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Assumptions of the Study
It is an assumption of the study that all preschool teachers participating in
the study who have completed the self-efficacy survey have answered the
questions truthfully and that all participating teachers have received five site visits
from an instructional coach, have attended a PLC one-day training, have fully
implemented twice-monthly PLCs and are actively participating with fidelity in
both programs. It is also assumed that all teachers remained in their employment
position as state preschool teacher for the entire year of the study.
Study Delimitations
This study does not address other aspects that may contribute to teacher
efficacy, including higher education attainment and other professional
development workshops that the teacher may have attended. This study was
intentionally designed to include only a specific type of coaching and protocol for
PLC implementation. Other coaching and/or teacher collaboration models
utilized by other preschool programs were excluded from the study. The
participating teachers are limited to Orange County state preschool teachers.
The California state preschool system has specific requirements for teachers and
programs that are defined by Title 5
(http://www.cde.ca.gov/ls/fa/sf/title5regs.asp).
Study Limitations
Participation in this study was limited to state preschool teachers. The
state preschool program is the only preschool system able to currently fund the
instructional coaching and PLC participation requirements. The time frame of this
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study was limited to one year because of the state preschool block grant funding
timeline. State block grant funds were used by preschool administrators to fund
instructional coaching support and PLC implementation. A longer term of study
with a higher dose of instructional coaching and longer implementation period for
PLCs would likely show a greater increase in teacher efficacy. Strategies were
built into the protocol to result in higher gains in a short amount of time, such as
giving the instructional coaches time to also assist in facilitation of the PLCs
which enhanced the teacher–coach relationship. The Teachers’ Sense of
Efficacy Scale survey was administered to the 162 participating preschool
teachers anonymously. The survey did not include identifiers to match pre and
post data results.
Definitions of Key Terms
California Preschool Learning Foundations. The California Preschool
Learning Foundations outline key knowledge and skills that most children can
achieve when provided with the kinds of interactions, instruction, and
environments that research has shown to promote early learning and
development (California Department of Education, 2008).
Early childhood education. Early childhood education i refers to
educational programs and strategies geared toward children from birth to the age
of eight.
Head Start. The Head Start Program is a program of the United States
Department of Health and Human Services that provides comprehensive early
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childhood education, health, nutrition, and parent-involvement services to lowincome children and their families.
Instructional coaching. Instructional coaching is a partnership between a
teacher and a colleague who demonstrates expertise in instructional practice
(Knight, 2007).
Professional Learning Communities (PLCs). A PLC is a collaborative
structure put in place to support the professional growth of teachers and
improvement of student learning (DuFour, DuFour, Eaker, & Karhanek, 2004).
Quality Rating and Improvement System (QRIS). A QRIS is a “method to
assess, improve and communicate the level of quality in early care and education
settings” (Mitchell, 2005, p. 4).
Race to the Top–Early Learning Challenge Grant. The RTT-ELC grant
competition focuses “on improving early learning and development programs for
young children by supporting states' efforts to: (a) increase the number and
percentage of low-income and disadvantaged children in each age group of
infants, toddlers, and preschoolers who are enrolled in high-quality early learning
programs; (b) design and implement an integrated system of high-quality early
learning programs and services; and (c) ensure that any use of assessments
conforms with the recommendations of the National Research Council's reports
on early childhood” (U.S. Department of Education, 2016).
State preschool. State preschools are funded by a state grant program
that supports preschool programs for low-income families.
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Teacher efficacy. Teachers’ beliefs about their personal capabilities to
affect and influence learning for all students is referred to as teacher efficacy
(Bandura, 1997; Woolfolk Hoy & Davis, 2006).
Organization of the Dissertation
This study analyzes the impact of providing instructional coaching coupled
with participation of PLCs on preschool teacher efficacy. Chapter 1 provides the
context and background regarding how the preschool teacher’s job has evolved
since the inception of child daycare provided outside of the home and a
description of the scope of the problem, which is identification of in-service highyield professional learning to support preschool educators. Chapter 1 also
addresses the significance of the study’s contribution to the existing body of
research relating to preschool teacher professional development and defines key
terms embedded within this study. Chapter 2 presents a critical review of the
literature pertaining to the research questions, and Chapter 3 describes the
research design, including data collection and analysis methods. Chapter 4
presents the study’s findings, and in Chapter 5, I discuss conclusions,
interpretations, and recommendations for policy and practice.
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CHAPTER 2
REVIEW OF THE LITERATURE
This chapter opens with a discussion of the study’s theoretical foundations
in social learning theory and transitional learning theory and then presents a
rationale for the increased need for highly effective professional learning in the
preschool setting. The in-depth review of the scholarly literature that follows
begins with an overview of the section’s conceptual framework before providing
an extensive review of the related empirical research. I conclude with a chapter
summary.
Theoretical Foundation
The purpose of this study focusing on the use of instructional coaching
and PLCs as strategies to increase adult learning and increase the effectiveness
of application of learning is based on two distinct but related learning theories:
Albert Bandura’s (1971, 1977, 1986) social learning theory and the
transformative adult learning theory as articulated by Jack Mezirow (1991).
Together, these theories serve as a useful theoretical foundation for
understanding how to advance efforts to increase knowledge and expertise in
adult learners.
Social Learning Theory
Bandura proposed social learning theory (1971, 1977) as an enrichment to
classic behavioral theories that attributed learning to simple conditioning,
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reinforcement, and punishment. According to Bandura, learning is a social
experience that can occur either through direct experience or through
observation of others. Human cognitive functions allow skills to be learned and
enhanced not only through action/performing responses but also through the
consequences that occur from the actions. Humans develop hypotheses that are
used to select or renegotiate future actions based on the consequences of
historical experiences that have been “cognitively mediated.” (Bandura, 1971).
Not all learned behaviors are acquired experientially. Humans also learn
either deliberately or inadvertently through observable examples. Termed
observational learning, behaviors are observed and mentally “coded” by the
observer and are applied to guide future action (Bandura, 1977). According to
Bandura, there are four distinct processes that influence learning through
observation:
Attentional processes. Observational learning can only occur if the
subject is attending, or paying attention, to the essential features of the behaviors
that are being modeled. Simple exposure is insufficient in ensuring that the
observed task will be learned; the observer must be able to select the specific
relevant characteristics to attend to that will increase the learning.
Retention processes. Observing the model is not sufficient in order to
learn; the learner must have the ability to store the mode in long-term memory.
One must be able to create and retrieve either a symbolic memory or develop
verbal coding to achieve a long-term memory, which is required to reproduce the
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behavior without the model present. Rehearsal serves as an effective aide to
storing information into long-term memory.
Motoric reproduction processes. Once a behavior is observed, the
reproduction of the behavior is contingent upon the ability of the learner to put
together the sequence of component skills that were observed. If the learner has
acquired each of these skills, then the behavior is easily reproduced. If subskills
are lacking, the learner will need to relearn and practice the subset of skills in
order to fully replicate the behavior. Physical limitations can also impede the
ability to acquire the necessary subskills to achieve the task.
Locus of response integration in observation learning. Once a
behavior is observed, the learner produces a cognitive sequence of the behavior
prior to reproducing the behavior. The behavior is learned before it is performed.
If a behavior is accurately observed, the observer can accurately describe
verbally each subskill and component of the behavior without actually performing
the task.
Motivation is also a key factor in the successful reproduction of observed
behavior. Observing positive results derived from the behavior can be as
motivating as experiencing the positive consequences firsthand (Bandura,1971).
Observational learning is key to instructional coaching, where the expert coach
models lessons and instructional and interactional strategies as part of the
coaching protocol (Knight, 2007). Observational learning is also a critical
component to the professional learning community where peer modeling is an
essential part of the cycle of PLCs: reviewing data; collaboratively designing,
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implementing, reviewing and readjusting lessons; and instructional strategies
(DuFour, DuFour, & Eaker, 2008).
Transformative Adult Learning Theory
Transformative theory is an emerging theory of adult learning.
Transformative theory is founded on the idea that as adult learners we are
continually constructing new learning through the lens of our own histories. “A
crucial dimension of adult learning involves the process of justifying or validating
communicated ideas and the presuppositions of prior learning” (Mezirow, 1991,
p. 5). Transformational learning involves reflective assessment or reassessment
of assumptions. The learning is transformational when the reflection leads to the
realization that the assumptions or perceptions are found to be “distorting,
inauthentic, or otherwise invalid” (Mezirow, 1991, p. 6).
Transformational learning is both constructive and formative, in that the
learner is reconstructing meaning and perceptions to form new perspectives that
lead to thoughtful actions. Reflection is the key dynamic to intentional learning
and improvement. John Dewey described reflection as “active, persistent and
careful consideration of any belief or supposed form of knowledge in the light of
the grounds that supports it and the further conclusion to which it tends” (Dewey,
1933, p. 9). Transformative theory views this reflection as testing the validity of
beliefs or knowledge as an essential component to problem solving. “Reflection
involves a review of the way we have consciously, coherently and purposefully
applied ideas and strategizing and implementing each phase of solving a
problem” (Mezirow, 1991, p. 101).
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The transformative adult learning theory provides the framework for
teachers to use reflection as a tool in either a PLC or instructional coaching
session to question, discuss, and address beliefs or assumptions. This
collaborative reflection and inquiry will help teachers to objectively analyze and
interpret data that will lead to the enhancement of instructional strategies and
lesson plans to more effectively meet the needs of individual learners.
A Rationale for Increased Professional Development
in the Preschool Setting
In the early 21st century, the requirements and expectation of the
preschool teacher have grown exponentially. In California, the Preschool
Learning Foundations and Frameworks were developed to address the need for
standardized content and instruction at the preschool level (California
Department of Education, 2008). These state-adopted documents include
standards for early language development, academic content, and social
emotional instruction to children aged 36 to 60 months. These documents serve
as the preschool state standards.
Preschool teachers are held accountable to use these documents to plan
and deliver standards-based instruction. Preschool teachers are also held
accountable for all students to achieve “kindergarten readiness” (Hatcher, Nuner,
& Paulsen, 2012; Piotrkowski, Botsko, & Matthews, 2000). An accumulating
amount of research identifies kindergarten readiness as a key indicator of future
academic success (Duncan et al., 2008; Kurdek & Sinclair, 2001; Pagani &
Fitzpatrick, 2013). Unfortunately there hasn’t been a state adopted system to
measure kindergarten readiness. The definition of “readiness” varies among
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California school districts, making the task of training preschool teachers to
engage in “readying” students complex.
In California, various assessments of preschool student outcomes have
also been developed to measure whether preschoolers are meeting the
“standards” identified in the CA Preschool Learning Foundations (California
Department of Education, 2008). Preschool teachers are now held accountable
for students’ meeting or exceeding these standards. In addition, many preschool
teachers are now assessed on their own instructional quality according to
emotional climate in the classroom, classroom management, and quality of
instructional supports. Administrators are using both student assessment
outcomes and teacher instructional assessments as part of the preschool teacher
evaluation process. Preschool teachers historically have not been supported by
consistent and relevant professional development opportunities that are now
critical to meet the growing requirements and expectations of the field related to
both content knowledge and instructional practices.
Review of the Scholarly Empirical Literature
This section provides a review of the published research regarding
professional learning support for early childhood educators and the relationship
between professional learning practices, teacher efficacy, and student outcomes.
Conceptual Framework
The conceptual framework for this literature review is grounded in four
broad concepts. The first is research that has addressed effective professional
development. The second is research that has examined teacher efficacy. The
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third concept is research addressing various models of professional coaching.
Finally, I review research on the impact of PLCs on teacher efficacy and student
academic achievement.
Professional Development
Research has confirmed that the quality of early education programs is
strongly related to the qualifications of the program teachers. “In order to
achieve America’s educational goals, it is imperative that excellent teachers be
recruited, prepared and supported in every school” (Kent, 2004, p. 427).
Teachers need to be immersed in professional development that will increase the
knowledge of the core content areas and instructional strategies (Dickinson &
Caswell, 2007). Professional development is the catalyst to professional growth
in increasing teacher knowledge and expertise in best practices relating to
instruction and curriculum to produce high educational results for students (Kent,
2004; Moore, 2002). Studies have found serious deficits in teacher content
knowledge and instructional strategies awareness to deal with individual student
differences in academic skills (Darling-Hammond, 1997). According to findings
from the National Commission on Teaching and America’s Future, “while
teachers’ knowledge and skills powerfully influence student learning, the United
States has no real system in place to ensure that teachers get access to the
kinds of knowledge they need to help their students succeed” (as cited in DarlingHammond, 1997, p. 2).
Professional development to support preschool teachers to meet or
exceed current instructional expectations has been highly inconsistent (Landry,
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Swank, Smith, Assel, & Gunnewig, 2006). Until recently very limited professional
development has been made available to preschool teachers. Workshops and
trainings designed to address developmentally appropriate strategies aligned to
the Preschool Learning Foundations have been made available in California;
however, there has been no formal structure set into place for preschool teachers
to participate in these trainings. A system has yet to be developed that provides
context specific, classroom- or site-based, ongoing support to preschool teachers
to increase their content knowledge or instructional expertise. Even publicly
funded preschool programs do not provide teachers with consistent professional
development opportunities during contract hours.
Based on empirical research spanning two decades, professional
development is most effective when consistently provided long term and “situated
within a community that supports learning” (Webster-Wright, 2009, p. 703).
Preschool professional development is typically episodic updates of information,
offered through single-content specific workshops. Content is often not
systematically connected to other professional development topics and tends to
be decontextualized, offered as “one-size-fits-all” trainings, disconnected from
engagement of real work experiences (Bradley-Levine, 2012; Webster-Wright,
2009).
This type of segregated training does not meet the needs of teachers who
are faced with “pressing immediacy” (Fullan & Hargreaves, 1996). Pressing
immediacy is the amount of pressure teachers continually face, such as having to
make hundreds of on-the-spot decisions which directly affect student learning
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and social–emotional development, keeping up required paperwork, attending to
parent needs, meeting administrative demands, and developing and
implementing lesson plans and instructional strategies to meet the individual
needs of children every minute of every working day (Clipa & Boghean, 2015).
Episodic trainings are often viewed by teachers as another required task piled on
an already overburdened schedule.
Teachers are also faced with competing interventions. With the identified
importance of “kindergarten readiness,” districts and programs are now
subjecting teachers to more and more strategies and programs for teachers to
implement without putting into place realistic implementation plans. Teachers
are faced with too much disconnected training, poorly delivered, with inadequate
ongoing supports (Knight, 2007).
An inadequate amount of time and resources is made available for staff
planning and reflection. Often staff development is of short duration, lacks focus
and is not research based (Kent, 2004). The professional development that is in
place is often not providing practical, sustained opportunities for learning
(Darling-Hammond, 1997).
Changing instructional habits and creating new routines is not easy. If
teachers lack resiliency and are physically and emotionally fatigued by pressing
immediacy coupled with an overwhelming amount of initiatives that are expected
to be implemented, the small amount of episodic professional development that
is currently offered is inadequate to promote long-term improvements of
instructional practices (Knight, 2007).
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In an evaluation of professional development in a climate of educational
reform, Little (1993) identified key principles of effective professional
development practice: engaging teachers in meaningful social and emotional
engagement of ideas, professional development that takes explicit account of the
contexts of teaching and experience of teachers, and professional development
that includes “close collaboration and long term inquiry-oriented partnerships”
(Little, p.138). These principles are closely aligned to assertions made by Wright
(2009) who states that a consensus among researchers has been reached based
on empirical evidence that effective professional learning is “continuing, active,
social and related to practice” (Wright, 2009 p. 703).
During the past decade, researchers have also identified that context is
essential to quality professional learning. The workplace has been identified as
an essential setting for effective professional development (Wright, 2009). This
is also reflected in social learning theory, which states that professional learning
and practice can be understood as a “moment-by-moment,” context-relevant
continuum of learning (Wright, 2009). The notion of the importance of contextspecific learning is also supported by Illeris (2003), who asserts that workplace
learning supports the professional development of individuals by providing both
context-relevant application of new learning and meaning for the learner.
One researcher conducted an examination to determine what makes
educational professional development effective. Thirteen different lists of
professional development characteristics were analyzed, taken from publications
published within the previous 10 years. The purpose of the task was to
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determine the most highly rated professional development characteristics.
Characteristics that were most consistently noted were enhancement of teacher’s
content and pedagogical knowledge, sufficient time and resources, and the
“promotion of collegiality and collaborative exchange” (Guskey, 2003, p. 749).
For collegiality and collaborative exchange to lead to improved teacher
instructional quality and higher student outcomes, that collaboration must be
focused on concise goals and purposeful (Guskey, 2003).
In an attempt to identify the challenges associated with achieving and
sustaining teacher engagement of professional development, a survey exploring
reasons for ineffective professional development was administered to 212
teachers. Findings from the survey indicated highest responses related to
teachers’ feeling that they were overwhelmed with too many disconnected school
initiatives, little accountability for participating in the trainings, and insufficient
support and training. Five key conditions were identified that support teachers’
ambitiousness and industriousness related to professional development
implementation: (a) goals that are clearly defined, (b) goals are deemed
important, (c) the experience is engaging, (d) ongoing support is provided, and
(e) peers are supportive (Ferguson, 2006).
Many examples of innovative learning opportunities for teachers have
moved away from episodic trainings to a more consistent, context-driven
approach. A study conducted by Landry, Anthony, Swank, and Monseque-Bailey
(2009) compared the effectiveness of four models of professional development of
teachers working with at-risk preschoolers. The study compared professional
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development models, which included in-class mentoring coupled with detailed
student progress reports, to models with varying mentoring opportunities and
varying amounts of feedback of student progress. All teachers were also
provided with online year-long coursework on language and literacy. The
teachers participating in the model that included the highest dose of mentoring,
coupled with the highest detail of student progress and consistent coursework,
made the greatest gain in both teaching behavior and student academic
achievement.
Effective professional development through the lens of Lev Vgotsky’s
social development theory suggests that adults “progressively internalize
teaching behaviors” (Kent, 2004, p. 430), meaning we must consider teachers’
existing belief systems and experiences. To effectively engage teachers in
increasing instructional and content expertise through professional development,
the learning must be relevant, context related, and challenging, yet not
overwhelming. The learning cannot be a one-size-fits-all model, given teachers’
varied backgrounds, including education and experience. According to social
development theory, if teachers determine that the new learning is effective, they
will more readily put it into practice, leading to instructional change (Kent, 2004).
A study by Roskos and Bain (1998) examined professional development
of teachers that focused on “adults’ purposeful learning.” The professional
learning was developed through inquiry and individual learning pathways, which
included the social, economic, and cultural forces of the school setting, allowing
the teacher to personalize the learning. This style of learning enhanced
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teachers’ ability to become thoughtful and reflective practitioners. By providing
high-quality professional development opportunities that are content specific,
ongoing, and relevant, teachers can achieve higher self-efficacy and increase
both content and instructional expertise (Bruce & Ross, 2008; Swackhamer,
Koellner, Basile, & Kimbrough, 2009).
Teacher Efficacy
Bandura was the first to pioneer the concept of self-efficacy, which is the
belief that individuals can control, organize and implement actions toward
bringing a desired outcome (Bandura, 1971). Bandura asserted that there are
two cognitive-based types of motivation: efficacy expectations and outcome
expectations. An efficacy expectation is a belief that one has the capabilities
necessary to bring about achievement of a specific outcome. An outcome
expectation is the belief that a specific action or behavior will lead to a particular
outcome. These two cognitive-based types of motivations interact; confidence in
the capabilities of oneself, coupled with the belief that specific actions will
determine outcome, drive the actual actions that a person will take (Bandura,
1993).
Bandura’s two cognitive-based types of motivation have been applied to
teacher efficacy (Bandura, 1986). Personal efficacy is the belief that one has the
capabilities to effect student outcomes, and teaching efficacy is related to
Bandura’s’ outcomes expectations: teachers’ belief that their decisions and
actions affect student outcomes (Soodak & Podell, 1996). There has been an
increase of attention in research to both personal and teaching efficacy related to
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teaching. Soodak and Podell (1996) found that teacher efficacy is actually
composed of three uncorrelated factors. These are outcome efficacy and two
related dimensions of personal efficacy: teachers’ sense of personal
responsibility regarding positive student outcomes and those concerning
negative outcomes.
Personal, or self-, efficacy is identified as one’s motivation to take on
tasks, a sense of wellbeing, and the belief that positive and negative outcomes
are within one’s responsibility (Bandura, 1997; Soodak & Podell, 1996).
Personal/self-efficacy controls the ability to make choices and governs the effort
required to successfully implement decisions and resolve problems (Bandura,
1997). Teachers with high personal/self-efficacy can create masterful learning
experiences and be willing to engage in innovative instructional practices that
enhance learning (Bandura, 1997). Caprara, Barbaranelli, Steca, and Malone
(2006) assert that teacher’s self-efficacy beliefs influence student outcomes in
several ways. Teachers with a high self-efficacy are more likely to implement
dyadic innovation in the classroom, encouraging student autonomy by
implementing classroom management and instructional strategies that loosen the
“custodial control” (Caprara & Steca, 2005). High self-efficacy also positively
affects the support of students with special learning needs and the management
of problems in the classrooms. Low self-efficacy leads to the inability to make
critical instructional decisions and changes, implement new programs and
policies, driven by an underlying disbelief that one’s capabilities to achieve
increased instructional quality and higher student outcomes (Bandura, 1977).
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Outcome efficacy relates to the teacher’s belief that the systems,
structures, lessons implemented will bring about desired outcomes in students.
Outcome efficacy has been identified to relate consistently to teaching and
learning, student achievement, and successful program implementation (Soodak
& Podell, 1996). Research has also indicated that outcome efficacy may underlie
critical decisions that teachers make in the classroom related to instruction,
questioning techniques, time, classroom management, and student referrals.
Teachers with high outcome efficacy believe that their decisions, actions,
and lessons can have a positive impact on student outcomes (Soodak & Podell,
1996). Teachers with high outcome efficacy set high expectations for all learners
with the underlying belief that they can positively impact individual student
achievement. Teachers with low outcome efficacy believe that outside influences
such as community, home, and background have a greater influence on student
success; the teacher ultimately holds very little control of student outcomes.
Teachers holding this underlying belief are apprehensive about setting high goals
for students or implementing new programs or strategies.
Teacher efficacy is considered both outcome and self-efficacy; teachers’
self-judgment that their personal capabilities can affect student achievement
regardless of outside influences, even in the most challenging situations.
Without appropriate preparation and ongoing support, teachers can easily fall
prey to feeling unprepared, inadequate, and incapable of providing high-quality
learning opportunities that will result in student success. They can develop low
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teacher efficacy, which can ultimately negatively affect the learning experiences
of students.
Teachers who have developed a high level of teacher efficacy develop a
more positive attitude about teaching, expect more from themselves, and are
more able to reflect on their own practice when working to increase student
achievement. Those teachers spend more time and effort on improving their
instructional practice, teach their subject matter in a clearer manner, and show a
greater persistence and openness to new strategies and ideas when working
with students (Shidler, 2009).
Preschool teachers who lack higher education attainment and receive
inconsistent professional development supports are at high risk of low teacher
efficacy. Enhancing teacher efficacy correlates with providing professional
development that improves instructional knowledge and practice, and classroom
management strategies (Dixon, Yssel, McConnell, & Hardin, 2014; Marzano,
2011).
Implementing sustainable change in teaching practices and increasing
teacher efficacy beliefs has shown to be one of the greatest challenges to
professional development practitioners (Ross, 1992). To evoke sustainable
improvement, professional development is most effective when it occurs on site
and allows for both modeling and reinforcement of new instructional learning.
According to adult learning theory, teachers need to be given the freedom to
move through the learning process at their own pace, with repeated opportunities
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for guided practice and reflection of new skills in order to unlearn old habits and
initiate new behaviors that become permanent (Shidler, 2009).
Professional Coaching
In the early years of the 21st century there has been a national drive
toward increasing preschool teacher efficacy through the implementation of
professional coaching. Professional coaching provides consistent, contextrelevant support to teachers. This support provides opportunities for
improvement of instructional and interactive skills. Through coaching, teachers
develop new skills and use self-reflection as a means to refine current skills and
strategies (J. Doyle, 1999; Dunst, Herter, & Shields, 2000).
The role, function, and responsibility of a coach vary widely depending
upon the coaching model, identified content area, and structure of the coaching
support (i.e., individualized vs. peer or group) coaching model. There is not a
standardized definition or approach to the professional coaching process.
According to Rush and Shelden (2005) coaching is defined as “an adult learning
strategy issued to build the capacity of a parent or colleague to improve existing
abilities, develop new skills, and gain a deeper understand of his or her practices
for use in current and future situations“ (p. 1). There exists many different forms
of coaching approaches, which vary in duration, form, content, and setting;
however, the intent of professional coaching is to be collaborative, relationshipbased, ongoing, and separate and distinct from the supervisory processes
(National Association for the Education of Young Children, 2011). A critical
component is the ongoing support required to solidify newly learned behaviors
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and build on the strengths of newly acquired skills (Fixsen, Naoom, Blase,
Friedman, & Wallace, 2005).
Models of professional coaching. Many variations of coaching are
represented in the literature. Knight (2007) describes several of those models:
Cognitive coaching. Cognitive coaching is derived from a coaching
theory developed by Costa and Garmston (2002) that is now one of the most
widely used forms of coaching in education. Cognitive coaching enhances
professional learning through reflective communication and relationship-building
tools and strategies. The underlying theoretical foundation of cognitive coaching
is that to change behavior, one must first change beliefs. “Human beings
construct their own meaning through reflecting on experience and through
dialogue with others” (Costa & Garmston, 2002, p. 7). Cognitive coaching is a
communication approach that uses reflection to mediate thinking and beliefs.
Cognitive coaching encompasses three interrelated components: a planning
conversation, an observed event, and a reflective discussion (Knight, 2007).
The pre-event planning conversation includes a discussion of goals and
identification of what successfully meeting those goals will look like and what the
metric for success will be. The planning conversation also addresses data
collection, instructional strategies, and decisions that will be employed in order
for success to be achieved. The event itself is often an observed lesson or
series of lessons. The coach collects evidence of the identified objectives that
are met during the observation.
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Reflective discussion occurs following the event. The cognitive coach uses
data analysis and reflective practice to collaboratively determine whether the
goals were met during the event(s) and uses new knowledge gained from the
data and event to enhance future instructional practice. “The mission of
Cognitive Coaching is to produce self-directed persons with the cognitive
capacity for high performance, both independently and as a member of the
community” (Costa & Garmston, 2002, p.16).
Content-focused coaching. Content-focused coaching engages the
teacher in specific skills and strategies related to a specific content area. The
approach can vary widely, but the underlying goal is to motivate teachers to
provide effective lessons guided by conceptual tools and strategies. Contentfocused coaches engage in content area collaborative lesson planning and may
utilize a variety of strategies with the teacher, including modeling, observation,
videotaping, discussion, and reflective dialogue, all within the classroom setting
to promote enhanced student learning. Three types of lessons may be utilized:
coach as teacher, teacher as teacher and both coach and teacher collaboratively
teaching a lesson, each session contains a prelesson conference, an actual
lesson, and a post-lesson conference (Knight, 2007; Raber, 2004; West & Staub,
2003).
Peer coaching. Peer coaching involves two or more professional
colleagues working together to enhance instructional strategies, practice, and
knowledge. Peer coaching can include shared observations of teaching or one
teacher observing another. Peer coaching generally includes three elements: a
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pre-observation conference, an observation, and a post-observation discussion.
During the preliminary conference, the focus of the observation is determined,
lesson goals are set and the form of data collection is identified. Peer coaching
can be an expert/novice or reciprocal model.
Peer coaching can also involve sharing stories or approaches to learning
with a small group of peers or a study group of a specific problem brought to the
attention of the group by one or more teachers. Peer coaching can also be used
to enhance the collective understanding of a professional development training
and transfer learning into skills that can be applied in the classroom (Joyce &
Showers, 1982). The focus is on the “teacher as a learner.” According to Fullan,
Bennett, and Rolheiser-Bennett (1990), within peer coaching the aspects of the
teacher as a learner include the technical, the reflective, the research, and the
collaborative.
Instructional coaching. Although various forms of professional coaching
described above are utilized to support the professional development of
educators, the focus of this study is on the impact of instructional coaching.
Therefore the empirical literature provided below will pertain specifically to
research related to instructional coaching models and application.
The primary goal of the instructional coach is to support the teacher to
utilize research based instructional practices while teaching. Instructional
coaches often use a modeling strategy; working with students directly to
demonstrate new effective instructional practices. The instructional coach also
collaboratively works with teachers to identify goals and design an action plan
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which support implementation of those goals. Instructional coaching requires
expertise in communication skills, relationship building, facilitating reflective
practice, research-based instructional strategies and the ability to develop a high
level of trust (Knight, 2005).
Knight (2007) identifies instructional coaching as focused on a broad
range of instructional issues and effective practices that enhance content
knowledge, classroom management-specific teaching strategies, and formative
assessment. The instructional coach develops a partnership with the teacher to
learn and practice new skills and research-based interventions to increase the
effectiveness of student learning. Other researchers define instructional
coaching as a novice/expert relationship, the expert serving as a content and
instructional expert in specific areas. This expertise is used to identify, develop
and capitalize instructional and personal strengths (Danielson, 2007; Kise, 2006).
Skiffington et al. (2011) identify the instructional coaching role as
“engaged and engaging facilitators of teachers' learning, not all-knowing experts
or casual classroom helpers, coaches cultivate in teachers the habit of
continually assessing what they can do to support children's learning” (p.1).
Hanft, Rush, and Shelden (2004) describe five components to effective
instructional coaching: joint planning, observation, practice/instruction, reflection,
and evaluation and/or feedback. This is a circular process which allows the
teacher to receive critical feedback and opportunity for reflective practice that
supports the achievement of instructional goals.
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Instructional coaching utilizes such strategies as reflective practice,
videotaping and open-ended questions to help teachers to increase the
instructional impact on students (Skiffington et al., 2011). Instructional coaching
varies in design, duration, and contextual setting. Traditionally, the role of
instructional coach has been filled by a site administrator, teaching peer or other
internal or external instructional lead. Instructional coaching is intended to be
relationship-based and collaborative and is recommended to be conducted by
someone who is not in a supervisory role (Knight, 2007).
Coaching first emerged in the 1980s as a form of professional
development. Since that time instructional coaching been utilized as an essential
methodology to instigate educational improvement in various educational
reforms, such as Head Start, Early Reading First, and No Child Left Behind; each
of these initiatives seeks to improve both student outcomes and teacher
instructional performance. Instructional coaching has also been recognized
within as an essential professional development approach to increase teacher
efficacy (Knight, 2007; Shidler, 2009; Tschannen-Moran & Woolfolk Hoy, 2007).
Tschannen-Moran, Woolfolk Hoy, and Hoy (1998) found that teachers who
were provided consistent modeling on site by an instructional coach increased
reported levels of teacher efficacy. Another study that investigated the effects of
yearlong instructional coaching on elementary and high school teacher efficacy
reported an increase in both individual teachers’ personal and general efficacy
for literacy teaching and an increase in teachers’ collective teaching efficacy
(Cantrell & Hughes, 2008).

39
A study conducted by Shidler (2009) looked at the linkage between the
hours spent coaching and preschool student achievement. A significant positive
correlation was found between the time a coach spent with the teacher in the
classroom and improved outcomes of both vocabulary and preliteracy skills of
preschool students. Research has indicated that providing teachers with
instructional coaching has resulted in improved instructional practices. Powell
and Diamond (2013) conducted a study to improve Head Start teacher’s literacy
and language instruction through implementation of a coaching-based
professional development program and found that fidelity to an instructional
coaching approach did improve vocabulary and phonemic awareness instruction.
Neuman and Cunningham (2009) examined the impact of coaching on
early language and literacy instruction practices on participants from 291
preschool sites that received coursework and weekly instructional coaching over
a 15-week period. This research was based on the premise that improvements
in professional development for preschool educators held great promise for
improving quality early literacy instructional practices. Results showed
participating teachers demonstrated significant improvements in both language
and literacy practices.
A quantitative pre-experimental study was designed in one South Texas
school district to determine if the presence or absence of instructional coaches
had an effect on student achievement. Results showed that student
achievement on standardized content assessments indicated that the presence
of instructional coaches in the specific content areas of mathematics, writing,
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reading, science, and social studies were positively correlated to teachers’
receiving instructional coaching support (Garcia, Jones, Holland, & Mundy,
2013). Ross (1992) measured student achievement in 36 classrooms and found
middle school classroom teachers who were provided with instructional coaching
to support an instructional innovation showed higher student assessment results
than classroom teachers who were supported by site administrators.
In one of the few studies conducted specifically on the impact of
instructional coaching in the preschool classroom, Neuman and Cunningham
(2009) examined the impact of coaching on early language and literacy
instruction practices on participants from 291 preschool sites that received
coursework and weekly instructional coaching over a 15-week period. This
research was based on the premise that improvements in professional
development for preschool educators held great promise for improving the quality
of early literacy instructional practices. Results showed participating teachers
demonstrated significant improvements in both language and literacy practices.
The role, function, and responsibilities of a coach vary widely depending
upon the instructional coaching model, identified content areas, and structure of
the coaching support (i.e., individualized vs. peer or group). According to
Borman and Ferger (2006), instructional coaches can be consultants brought in
to support an individual or group of teachers, or they can be employed by the
district and hold dual functions, such as instructional coach plus curriculum
teacher, reading specialist, or lead teacher. Large-district instructional coaches
often assist with other district professional development functions, such as
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professional development planning and support and facilitation and
implementation of PLCs.
Professional Learning Communities
A professional learning community (PLC) is a collaborative structure put in
place to support the professional growth of teachers and improvement of student
learning (DuFour et al., 2004). PLCs have been widely used in the K-12 setting
as an “essential way to organize schools in order to maximize time spent in
professional development” (Vescio et al, 2008, p. 81). A review of research has
shown a positive impact between participation in well-developed PLCs and
improvement of both teacher practice and student achievement (Vescio et al.,
2008).
Instructional coaching and peer collaboration through participation in PLCs
as a means to increase professional expertise are founded on social learning
theory as a basis for learning. Bandera’s social learning theory (1971) posits that
people naturally learn from one another through observation, modeling, and
imitation. Lev Vygotsky (1978) expanded that definition by asserting that we
learn through interaction and communication with others, including peers,
teachers, and experts. Consequently, a learning environment is enhanced when
opportunities for discussion, interaction, and collaboration are created (Bandura,
1986b; Hillman, 2009).
Preschool teachers face daily challenges related to the complexities of
providing a holistic education that is standards based, data driven, and
incorporates developmentally appropriate practice with very little release time for
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professional development, planning, or preparation. Collaboration allows
teachers to utilize collective knowledge to make critical decisions related to
student learning.
An effective method of bringing staff together to collaborate using the
analysis of student data to drive decisions is the development and
implementation of PLCs (DuFour et al., 2008; Linder, Post, & Calabrese, 2012;
Schmoker, 2005). Based on empirical data spanning decades, what we know
about the sustainability of professional learning is that it must be “continuing,
active, social, and related to practice” (Garet, Porter, Desimone, Birman, Yoon,
2001; see also Wilson & Berne, 1991, as cited in Webster-Wright, 2009, p. 703).
Communities of professional learners utilize the collective knowledge of a team
to gather data, analyze student work, and guide teachers in self-reflection toward
focused targeted teaching and learning.
The structure of PLCs can provide opportunities for both vertical and
horizontal grade-level data discussions that will foster a systematic, progressive
approach to support preschool educators. Learning communities study multiple
sources of student data to determine areas of strength and need. The members
then decide on one area on which to focus attention and collectively take
responsibility to learn new content and instructional strategies to increase
effectiveness of teaching. That new learning is applied in the classrooms
(DuFour et al., 2008).
Adult learning within the context of a professional learning community is a
reciprocal process of constructivist learning (Hord, 2009; Lambert, 2003). The
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learning is interactive and the adults work in concert with others to construct
knowledge about students and effective instructional strategies. Cochran-Smith
and Lytle (1993) identify three distinct conceptions of teacher learning. The first
is “knowledge for practice.” This is the formal, university-based researchergenerated knowledge and theory that are developed for use by teachers in the
classroom to inform practice. The second is “knowledge in practice,” which is the
practical knowledge that teachers acquire from practice, reflection, and on-thejob experience. The third is “knowledge of practice.” This idea embraces
aspects of the first two, however, it does not compartmentalize formal learning
and practical knowledge. Knowledge of practice assumes that teachers are
utilizing their classroom learning environment as sites for “intentional
investigation” while at the same time using the formal university-based
researcher-generated knowledge as content for collaborative interpretation and
to further construct and enhance their own work using “inquiry communities” as a
platform to connect to larger social, cultural, and political issues (Cochran-Smith
& Lytle, 1993).
Effectiveness of PLCs is based on the assumption that the ability to
enhance learning for children is best acquired through both the day-to dayexperience of the teacher in the classroom and collaborative and critical
reflection with colleagues who share similar experience (Hord, 2009). This
knowledge of practice is critical for preschool teachers to collaboratively
construct a meaningful learning experience for our youngest diverse learners that
is standards based, data driven, incorporates developmentally appropriate
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practice, and is socially and culturally connected to the community. This process
can be greatly enhanced by the collective knowledge and experience of the PLC
members.
According to social learning theory (Bandura, 1977), there are four general
contributors to teacher self -efficacy: master experience, physical state and
emotional state, and social persuasion. It is possible that these contributors can
be enhanced through participation of PLCs. For a preschool teacher the
opportunity to develop lesson plans and practice instruction with the support and
guidance of a team of like-minded colleagues increase both the instructional
expertise and self-confidence of the teacher. Physical and emotional states are
heightened through collective planning and preparation, as well as receiving
constructive feedback from colleagues. Emotional states are also improved by
teachers’ feeling less isolated and receiving ongoing emotional support from
peers. Social persuasion is increased through reflection and discussion during
the PLC collaborative meeting. All these factors lead to increased teacher selfefficacy (Mintzes et al., 2013).
Vescio et al. (2008) reviewed a body of research on the impact of PLCs on
teaching practice and student learning. A review of 11 research studies that
examined the effect of participation in a PLC on teaching practices revealed a
positive impact. However, most results did not specifically describe what
instructional or pedagogical changes were made that enhanced learning for
students. Although the results of the impact on teaching were not fully described,
the evidence of the effects on student outcomes as a result of teachers’
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participating in PLCs was clear. Of the 11 studies that were evaluated, eight
specifically addressed whether student achievement was impacted when
teachers participated in PLCs. Those eight studies showed an increase of
student achievement, some showing significant gains in students’ meeting gradelevel standards (Vescio, et al., 2008).
Professional learning communities vary considerably in structure and
content. Louis and Kruse (1995) identified five essential elements that underpin
effective PLCs: (a) deprivatization of practice, (b) collective focus on student
learning, (c) reflective dialogue, (d) collaboration, and (e) shared norms and
values. These critical elements were later verified by Rose (2008), who identified
similar key components of successful collaboration models, including determining
clear and specific goals, attention to results, use of time and structure, deprivatization, and reflective dialogue about practice.
Clear and specific goals. Educators need clear and specific measurable
goals connected to academic achievement (DuFour, 2006; McLeod, 2009;
Schmoker, 2002). There exists a tendency to set an overabundance of goals in
an attempt to cover the broad range of content areas and priorities that schools
have adopted. When too many goals are in place, teachers become overtaxed,
leading to ineffective learning communities and a diminished return of positive
student outcomes (Fullan, 1996). “Select a meaningful goal; gather meaningful
assessment data regularly relative to the goal; then use the data to monitor
progress and to identify the areas of performance that represent your best
change for promoting additional improvement” (Schmoker, 1997 p. 134).
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According to DuFour (2004), to ensure that students can equitably access the
same essential outcomes, teachers must work together to “clarify and commit to
those outcomes” (p. 174).
Use of time and structure. Time allotted outside of instructional hours,
but occurring during the contract day, is imperative to the success of the
collaborative structure. This quality team time needs to be of sufficient duration
to promote in depth discussions. Rentfro (2007) recommends consistently
meeting twice weekly, with the first meeting focused on instructional planning and
pacing and the second identifying areas of concern and problem solving for atrisk students. Structure should include appropriate resources, tools, and ongoing
teacher training to create and maintain a continuous inquiry cycle (Supovitz &
Christman, 2005).
Deprivitization. Combating teacher isolation is critical for educational
improvement (Darling-Hammond & Sykes, 1999; Fullan, 1999). It is essential
that teachers build collective expertise, share insights, and collaboratively
improve practice. (Fullan, 2001; Fullan & Hargreaves, 1996). The norm of
teacher isolation is counterproductive to shared decision making (Rose, 2008).
Preschool teachers often experience isolation, not self-imposed but as a result of
the structure of state preschool programs, which often places single preschool
classrooms on elementary school campuses.
Collaborative reflective dialogue about practice. An essential
component of the professional learning community is the collegial reflection and
evaluation of instructional practices. Merriam (2008) recommends the use of
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reflection and dialogue as a means for adult learners to connect new learning to
prior knowledge. When educators come together collaboratively to build a
shared knowledge, come to a deeper understanding of their craft, and “engage in
an ongoing cycle of questions that promote deep learning,” (p. 94) higher levels
of student achievement can be reached.
There is a very limited body of research addressing the impact of PLCs on
preschool teacher efficacy. A mixed methods, experimental study of 116
elementary teachers participating in PLCs in Northern California revealed
significant quantitative increases in self-efficacy of participating PLC teachers
over a three year period. Qualitative results through interviews revealed that
teachers who participated in PLC experienced emotional reinforcement and an
increase of instructional mastery (Mintzes et al., 2013).
Chapter Summary
Preschool education shifted dramatically in the late 20th and early 21st
centuries. The original instructional methodologies developed by psychologists,
sociologists, and child development experts are still in place. However,
kindergarten readiness expectations now encompass developmental appropriate
“natural learning” alongside academic readiness and 21st-century skill
development. Preschool teachers are charged with providing an educational
experience that will ready young learners for the rigor of the kindergarten
Common Core State Standards, which include early literacy and mathematics
while at the same time supporting language development, physical and social
emotional development, and executive functioning skills.
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Although the expectations of the preschool teacher have grown
dramatically, the educational requirements have not; state requirements for
preschool educators continues to be fewer than 30 units of higher education
coursework and no requirement for a teaching credential. Every day, millions of
our highest need preschoolers are in classrooms with teachers who are
educationally underprepared for the enormous undertaking of meeting the
complex needs of our most vulnerable learners. At the same time, a body of
research has emerged which indicates that high-quality early education positively
impacts future academic achievement, including third-grade reading proficiency,
high school dropout rates, and success in college and career. (Barnett, 1993;
Barnett & Hustedt, 2003; Dickinson & Porche, 2011; Lee, 2012).
The question remains, how do we best support our preschool teachers
who are currently in instructional positions to increase teacher efficacy?
Preschool teachers have not been afforded the opportunity to engage in
consistent, workplace-based professional learning. Workshops are offered to
preschool educators with the intent to increase standards-based knowledge and
instructional expertise; however, research related to professional development
has indicated episodic workshop attendance is an ineffective approach to
professional development (Knight, 2007).
The most effective professional development practices are “continuing,
active, social and related to practice” (Webster-Wright, 2009, p. 703). Increasing
teacher efficacy by elevating instructional skills and habits is not easy. Episodic
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workshops are inadequate to promote long-term improvement of instructional
practices (Knight, 2007).
Implementation of instructional coaching and PLCs have separately
shown great promise in promoting increased content knowledge and instructional
expertise. However, there is a very limited body of research related to the impact
of instructional coaching paired with structured peer support, as an approach to
increasing teaching efficacy, and even fewer studies that relate specifically to
addressing the needs of preschool educators. This literature review has
revealed significant information about the need for provide to preschool teachers,
who are not required to complete the same level of college education and
credentialing as their K-12 peers, with high-quality, research-based, professional
development opportunities. In order to effectively provide the highest quality
instruction in a climate of increasing professional expectations, professional
development must be continuous, relevant, context related, and collaborative,
and must evoke reflection and discussion as a driver to long-term instructional
improvement. Instructional coaching paired with the implementation of PLCs is a
promising approach to meeting the increasing demands of preschool instruction.
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CHAPTER 3
RESEARCH METHODOLOGY
To meet the professional development needs of preschool in-service
educators, countywide efforts to improve the quality of early education programs
have centered on utilizing ongoing high-quality instructional coaching coupled
with the implementation of PLCs. The purpose of this mixed methods study was
to answer the following questions: What is the relationship between instructional
coaching coupled with PLC participation and teacher efficacy? How does this
relationship differ by engagement, instruction, and management constructs?
Utilizing both survey and interview processes provides a greater depth of
understanding of teachers’ perceptions of the impact of instructional coaching
and PLC participation.
In this chapter, I first present the methodology utilized for examining the
impact of instructional coaching and PLCs on preschool teacher efficacy. Next I
provide a description of the research design within my selected study. I follow by
detailing my specific research methods, including information about the setting,
sample data collection, instrumentation, procedure, and data analysis.
Mixed Methods Research
The selected study methodology is mixed method. Mixed method
research involves the mixing or blending of quantitative and qualitative data to
develop a stronger understanding of the research problem (Creswell, 2014).
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Mixed methods approaches originated in the late 1980s, emerging from such
diverse fields as education, sociology, and health science. The primary
underlying philosophy of mixed methods research is pragmatism; the purpose is
to explore multiple viewpoints and perspectives derived from both quantitative
and qualitative research (Creswell, 2014).
A contingency theory has been proposed by McLafferty and
Onwuegbuzie (2006) outlining a multidimensional framework where qualitative
and quantitative paradigms are no longer dichotomous. The mixed methods
approach is used to discover the “dimensionality” of the research data (Johnson,
Onweugbuzie, & Turner, 2007). This research design was chosen to build a
greater depth of understanding of how instructional coaching and participation in
PLCs affect preschool teacher efficacy related to classroom instruction, student
engagement, and classroom management.
The quantitative research method is a systematic approach to
investigating observable, measurable phenomena. Quantitative purists assert
the positivist paradigm: quantitative research reveals the objective underlying
“real world” truth (Creswell, 2003). By utilizing a quantitative methodology, I
sought to uncover objective information regarding the impact of instructional
coaching and PLC participation on teacher efficacy.
Qualitative purists reject the positivist view that there is an objective “truth”
(Hatch, 2002). Qualitative methodology was utilized to discover the underlying,
socially constructed perceptions about both instructional coaching and PLC
participation. With the use of both a qualitative interview process and
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quantitative survey data collection, I increased the depth and detail of information
about the impact of instructional coaching and/or PLCs to preschool teacher
efficacy.
Research Design
This study followed a sequential explanatory mixed methods research
design (Creswell, 2014), which employs two distinct phases. First, the
quantitative survey data was collected and analyzed. This was followed by
qualitative data collection in the form of interviews, which attempted to explain
and expand upon some of the initial quantitative results (Creswell, 2014). The
strength of this design is the collection of both objective and measurable data
with the ability to explore the results in greater depth through qualitative
interviews. The limitations to this design are the length of time and difficulty in
collection and analysis of both quantitative and qualitative data.
Research Methods
In this section I describe the specific research methodology utilized to
apply the explanatory mixed methods approach in this study, including setting,
data collection, data analysis, and steps taken to ensure validity.
The participants studied are state preschool teachers who had received
instructional coaching support and participated in site-based PLCs as part of a
state-funded quality rating and improvement grant. The participating preschool
educators completed a Teachers’ Sense of Efficacy Scale survey prior to
beginning instructional coaching and PLC participation. Upon completion of a
year-long series of five instructional coaching sessions and implementation of
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PLCs, teachers took a posttest Teacher Sense of Efficacy survey, and both
preschool teachers and instructional coaches were interviewed to increase the
depth and detail of understanding of the impact of professional learning
strategies.
I compared the results of the aggregated teacher efficacy survey prior to
and following instructional coaching and participation in PLCs. The interview
question development was influenced by the quantitative data results.
Setting
The setting of this study is Orange County preschool classrooms. The
participating classrooms represent only publicly funded state preschool
programs. Locations of participating preschool programs spanned nine school
districts within Orange County. The majority of state preschool programs are
housed on K-6 school campuses. Characteristics of preschool programs vary
considerably; most classrooms contain more than one session per day/week,
including morning, afternoon, and twilight (mid-afternoon to early evening)
sessions and range from two to five days a week.
The socio–economic makeup of students does not vary greatly. State
preschool serves only students who fall within 200% of the poverty line. Student
ethnic diversity, however, does vary from program to program. The participating
preschool program racial and ethnic distribution is reflective of the overall public
school race/ethnicity makeup within Orange County. Table 1 includes ethnicity
information of Orange County children, ages 0–17. As shown in Table 1,
Hispanic children are the largest group served in the county (48.3%).
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Table 1
Orange County Child Population by Race/Ethnicity
Race/Ethnicity

Percent

African American/Black

1.5

American Indian/Alaska native

0.5

Asian/Asian American
Filipino

14.8
1.9

Hispanic/Latino

48.3

White

30.0

Other

4.0

Note. Adapted from California Department of Finance, Demographic Research
Unit, Race/Ethnic Population with Age and Sex Detail, 2010-2060 (February
2014). kidsdata.org
Sample
The pool of participants for this study were 162 Orange County preschool
teachers who teach in state preschool programs supplemented by state QRIS
block grant funds. The year-to-year state QRIS block grant program is intended
to support state preschool quality improvement efforts. Only teachers
participating in one full school year of the instructional coaching and PLCs were
included in the study pool. Participating preschool educators received five
instructional coaching visits per year. The coaching visits varied from 1.5 to
three hours per visit. In addition, each site was offered up to three additional
coaching visits to support professional learning community implementation.
All participating teachers were required to attend three days of training:
Intro to DRDP 2015, Meaningful Observations, and Professional Learning
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Communities. The Intro to DRDP 2015 was a full day of training on the updated
Desired Results Developmental Profiles (2015) Instrument, which is the adopted
assessment tool required for use by state preschool programs by the California
Department of Education. The DRDP assessment tool is an observation
instrument. Meaningful Observations is a training designed to complement the
use of the DRDP 2015. The Intro to DRDP 2015 and Meaningful Observations
trainings were developed and facilitated by WestEd’s Center for Child and
Family Studies Desired Results Training and Technical Assistance Project. The
Professional Learning Communities one-day training was provided by Orange
County Department of Education (OCDE) and based on DuFour’s Learning by
Doing: A Handbook for Professional Learning Communities at Work. (DuFour,
2006). The training requirement was designed to support PLC implementation
and sustainability. The training introduced a PLC meeting structure with
resources to support that structure. While there is no requirement from the state
as part of the grant funding to adhere to this PLC structure, it was highly
recommended by OCDE PLC program leads.
Each participating teacher attended two site PLC meetings per month.
The OCDE instructional coaches who supported the study participants were
trained in distinct methods of instructional coaching: Cognitive Coaching,
Dynamic Instructional Coaching, and My Teaching Partner, an online coaching
model developed through the Center for Advanced Study of Teaching and
Learning. Coaches also attended the three required professional learning
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community implementation trainings: Intro to DRDP 2015, Meaningful
Observations, and Professional Learning Communities.
The participating preschool teachers ranged in education levels from 16
units of early childhood education units of study to master’s degrees in child
development or related majors. The participants varied in race/ethnicity, and
approximately 40% of the participating teachers speak both Spanish and English.
A high majority of participating teachers are female. The age of teachers ranged
from 20 to more than 65 years of age. (Specific information regarding age and
ethnicity of state preschool educators is not currently collected at the state or
county level.) Teaching experience also varied greatly, ranging from less than
one year of teaching to more than 20 years of experience.
Participants also included the state preschool instructional coaches
employed by OCDE. Six instructional coaches were interviewed to provide
additional information related to professional learning implementation and
perception of impact to teacher efficacy. All Orange County state preschool
instructional coaches were invited to voluntarily interview as part of the study.
Out of eight eligible coaches, six agreed to be interviewed. All participating
coaches provided the prescribed number of coaching visits, attending all
mandatory coach and PLC teacher training and supported state preschool
teachers who are also participating in PLCs. Instructional coaches’ education
levels range from bachelor’s degrees to master’s degrees, three of the six
interviewed coaches also possess a California teaching credential. The number
of years of experience as an instructional coach ranged from three years to over
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10 years. The instructional coaches who were interviewed collectively supported
teachers in all nine participating school districts.
Data Collection and Management
This section will describe quantitative and qualitative data collection and
management including instrumentation tools, procedures for data collection and
data management strategies.
Quantitative instrumentation. Participating early education teachers
voluntarily completed the Teachers’ Sense of Efficacy Scale (see Appendix A),
developed and researched by Tschannen-Moran and Woolfolk Hoy, (2001). This
24-item survey includes questions pertaining to instructional strategies, student
engagement, and classroom management. The survey was administered online
through SurveyGizmo and on paper. This survey uses a 9-point Likert scale from
1 (nothing) to 9 (a great deal). A factor analysis was conducted by TschannenMoran and Woolfolk Hoy (2001) on participant responses of this survey and three
moderately correlated factors emerged: efficacy in student engagement, efficacy
in instructional practices, and efficacy in classroom management (see Appendix
B).
Subscale scores. To determine the efficacy in student engagement,
efficacy in instructional practices, and efficacy in classroom management
subscale scores, unweighted means will were computed on the items that load
on each factor. These groupings are:



Efficacy in student engagement: Survey items 1, 2, 4, 6, 9, 12, 14,
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22


Efficacy in instructional strategies: Survey items 7, 10, 11, 17, 18,
20, 23, 24



Efficacy in classroom management: Survey items 3, 5, 8,13, 15, 16,
19, 21

Quantitative data collection procedures. The 24-question Teachers’
Sense of Efficacy Scale survey (long form) pretest was administered to
participants during professional development trainings in August and September,
2015. The posttest was sent to participants through SurveyGizmo in April and
May, 2016. The participants who were administered the survey via SurveyGizmo
were allowed two weeks to complete the survey. A reminder was sent out one
week prior to the deadline.
Qualitative data collection procedures. Qualitative interview questions
were derived from questions that surfaced from the quantitative data analysis.
(See Appendix D for teacher interview questions.) Qualitative interviews were
face to face and were conducted either in teacher’s classrooms or other teacherselected venue. Instructional coaches’ interviews were conducted at the OCDE.
(See Appendix E for the coaches’ interview questions.) All qualitative interviews
were recorded, transcribed, and coded.
Human subjects. State preschool teachers were the subjects of the
study. Teachers were anonymously surveyed. Aggregated teacher efficacy
survey results were made available to district administrators, however individual
teacher survey results will not be made available. The survey was completed on
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a volunteer basis only—teachers were informed that participation in the study
was voluntary. The interview process included 16 state preschool program
teachers and six instructional coaches who self-selected to be interviewed in
person. Each interview took place at a location, date, and time chosen by the
participant. Individual responses to the interview questions will be kept
confidential.
Data Analysis and Interpretation
Quantitative data analysis and interpretation. The data from the
teacher efficacy survey was entered into the Statistical Package for the Social
Sciences (SPSS). Confirmatory factor analysis was conducted on the long
teacher efficacy survey questions to verify the three constructs from TschannenMoran and Woolfolk Hoy (2001). Once the scales were confirmed, independent
samples t-tests were used to compare the means of the pretest and posttest
scores on the three teacher efficacy scales. This data was used to determine
shifts specific to individual questions and correlated factors.
Qualitative data analysis and Interpretation. The qualitative data of the
responses collected during the interviews were transcribed, organized and coded
observing the following coding protocols:
●

organize and prepare data for analysis, notes were reviewed,
interviews were transcribed;

●

develop a list of terms, code using terms, organize into themes; and

●

use coding process to generate a description of theme of each
category.
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The streamlined codes-to-theory model was used in the analysis.
(Saldaña, 2009). By using codes-to theory approach, I was able to determine
common themes or concepts that emerged by coding and categorizing answers
to specific interview questions.
Procedures to ensure validity and/or trustworthiness. Measures were
taken throughout this mixed methods study to ensure validity of the quantitative
survey results and trustworthiness of the results of the participant interviews.
Content validity was determined by a team of early education experts who
examined the teacher efficacy survey items to ensure that the questions were
appropriate for teachers of early education. Confirmatory factor analysis was
conducted on the long teacher efficacy survey questions to verify the three
constructs from Tschannen-Moran and Woolfolk Hoy (2001). Directions were
written for the survey administrator to read to participants to ensure consistency
of administration (see Appendix C). Those directions were also provided on the
online survey. The participants who participated in the survey were instructed to
answer each question truthfully and were assured by the survey administrator
that the individual survey results would be kept confidential and would not be
shared with district or school administrators.
To ensure trustworthiness of the interview data, participants were selected
from a pool of teachers who indicated on the posttest survey that they would be
available to be interviewed. An additional assurance was site triangulation.
Triangulation is the use data from multiple or different sources as a way to
validate corroborating evidence (Creswell, 2013). Participant Interviews included
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participating teachers from a wide variety of districts and school sites and a pool
of instructional coaches (Shenton, 2004). I engaged in peer debriefings
throughout the study with qualified early education experts from the field to
receive feedback regarding both methods and interpretation (Creswell, 2014).
Role of the researcher. Positivism is a philosophical belief that there is
natural order to the universe that is independent of human perception; scientific
assertions can be scientifically verified, therefore research results can be
considered independent of the researcher (Hatch, 2004). Postpositivists critique
this assumption and assert that, although an objective “reality” does exist,
because of limitations to human inquiry, the researcher cannot detach from
personal values, background and beliefs, and therefore all “truth claims” by the
researcher must be subjected to close critical scrutiny (Creswell, 2013; Hatch,
2004).
I took into consideration the limitations asserted by postpositivists.
Although the research methodology does not include participant observations, I
did determine interview protocol, design interview questions, interview
participants, and interpret results. I do have early childhood education
experience and had applied that background knowledge to design an appropriate
protocol for interviews and critical review of developed questions. The wording of
the questions was vetted by both early childhood education experts and
experienced outside qualitative researchers to check for bias and negative or
positive influence prior to interviews. The questions were developed based on
the three constructs derived from the teacher efficacy survey and addressed the
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effect of instructional coaching and PLC participation on teacher efficacy. I do
carry an assumption that these quality improvement efforts can positively impact
teacher efficacy. SPSS was used for statistical analysis of pretest and posttest
teacher efficacy survey results.
Chapter Summary
This chapter presented how this sequential mixed methods study of the
Orange County state preschool professional learning system was conducted. By
utilizing the mixed methods approach, I was able to develop a depth and breadth
of understanding of the two components of the professional learning system and
the impact of participation on teacher efficacy. There is a very limited body of
research for administrators to rely on when selecting appropriate professional
development supports. Through the analysis of pretest and posttest teacher
efficacy survey data and teacher and instructional coaching interviews, the
results of this study provide evidence of the positive impact of providing
instructional coaching in concert with professional learning community
participation on teacher efficacy.
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CHAPTER 4
FINDINGS
The OCDE has developed a system of site-based professional learning to
enhance professional practice and teacher efficacy related to classroom
instruction, classroom management, and student engagement. This structure of
professional learning, which includes instructional coaching and participation in
PLCs, was fully implemented during the 2015–2016 school year. The purpose of
this explanatory mixed methods study was to determine whether the instructional
coaching design coupled with the PLC protocols utilized in Orange County will
increase teacher efficacy of state preschool educators.
Explanatory mixed method research design enables the researcher to
collect and integrate two forms of data. “The core assumption of this form of
inquiry is that the combination of qualitative and quantitative approaches
provides a more complete understanding of a research problem than either
approach alone.” (Creswell, 2014, p. 4). The mixed method design provided an
in-depth description of the structure and content of the two types of site-based
professional learning strategies implemented in Orange County and captured the
depth and breadth of participating teachers’ experience of instructional coaching
and PLCs. Through both quantitative and qualitative measures, this study
attempts to show the impact of the instructional coaching and PLC experience on
teacher efficacy related to lesson planning and instruction, classroom
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management, and student engagement, along with the added benefit of coupling
the two professional learning strategies during a single school year.
This chapter presents an analysis of data collected employing both
quantitative and qualitative data collection methods. Quantitative data included
in this research was derived from the teachers’ self-efficacy survey pretest and
posttest results. Teacher survey results were grouped according to the three
confirmed constructs: student engagement, classroom instruction, and classroom
management and analyzed using a sample independent t test. Qualitative data
was collected through individual interviews of six instructional coaches and 16
state preschool teachers. The data findings relate to four research questions that
guided this study:
1.

How is state preschool teacher professional learning implemented
in Orange County?

2.

How do participants perceive the relationship between the two
different components of professional learning?

3.

What is the relationship between participating in professional
learning (instructional coaching and PLCs) and self-reported
teacher efficacy for state preschool teachers in Orange County?

4.

What factors enable a successful implementation of professional
learning?

This chapter is organized in sequential order of the four research
questions, which include both qualitative and quantitative data results, followed
by presentation of the emergent themes generated from the qualitative data. The
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chapter concludes with a summary of the findings, which lays the groundwork for
the implications, limitations, and recommendations presented in Chapter 5.
First Research Question
How is state preschool teacher professional learning implemented in
Orange County? As discussed in Chapter 2, there exists a wide variety of
professional coaching models focused on a broad range of instructional issues
(Knight, 2007). The same variance of implementation strategies exists for PLCs
(Wells, 2008). The intent of Research Question 1 is to provide an in-depth
description of the specific qualities of the implementation of the instructional
coaching protocol and professional learning community approaches provided to
state preschool teachers in Orange County.
The following data was derived from interviews conducted with six
participating instructional coaches and 16 participating preschool teachers. All
instructional coaches interviewed provided instructional coaching support via onsite visits to state preschool teaching staff during the 2015–2016 school year as
part of a California state grant-funded program. Participating teachers were selfselected for interview through the posttest teacher efficacy survey. All teachers
interviewed received at least five on-site coaching visits and participated in site or
regional professional learning community meetings twice per month during the
2015–2016 school year.
Instructional Coaching
“Instructional coaching is one of the most prominent and promising
practices in education today, and yet it is not well understood” (Taylor, 2008, p.
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10). Six preschool instructional coaches and 16 teachers were interviewed in an
effort to better understand the instructional coaching structure and content
implemented in Orange County. Two specific structures emerged from the
interviews of teachers and coaches: in-person coaching and in-person coaching
integrating components from My Teaching Partner.
Of the 16 teachers interviewed, 13 reported that they participated in inperson coaching, and the other three used the combined model of in-person
coaching and My Teaching Partner described in Chapter 3. All six interviewed
coaches received My Teaching Partner training and were qualified to practice
both coaching methodologies. Teachers did not self-select which methodology
would be used during their coaching sessions; the directors of the program
initially made the decision for their district teachers prior to the beginning of the
school year. Foundational to both types of coaching is the Classroom
Assessment Scoring System (CLASS) assessment system. Prior to the initial
coaching visit, an independent CLASS assessor completes a formal CLASS
observation. Teachers receive their CLASS assessment scores from the
instructional coach during the first visit, the CLASS domains become the focal
point of both types of coaching strategies.
In-person coaching. As described by the 13 teachers and instructional
coaches interviewed, the in-person coaching yearly structure included five or
more site coaching visits with teachers. The initial visit included introduction and
discussion of the teacher’s overall needs, a tour of the classroom environment,
and presentation and discussion of the teacher’s CLASS assessment scores and
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collaborative goal setting based on the CLASS score discussion. Goals were
documented by the teacher on the Continuous Quality Improvement Plan (CQIP)
template. The coach answered any questions that the teacher may have had
regarding the upcoming coaching experience and upcoming coaching visit dates
were collaboratively set.
Following the initial visit, four (or more) classroom visits were conducted
within the school day, 1.5 to three hours in length. During that time coaches
observed, recorded, videotaped, and modeled lessons for the teachers while
class was in session. The specific goals and content of the classroom visit were
determined during the coaching conversation that occurred during the prior visit
or by email preceding the visit. The coach was given an allotment of time
following the observation block to prepare for the coaching conversation, which
occurred during the same visit. Teachers were either given release time for this
meeting during the school day or met with the coach after school. The coaching
conversation was no less than a 45-minute review of goals, discussion of the
observed lesson, and development of a plan for next steps/update of goals on
the CQIP.
My Teaching Partner. The integration of in-person coaching and My
Teaching Partner coaching protocol was described by both the instructional
coaches and three participating teachers. The initial visit included introduction
and discussion of the teacher’s overall needs, a tour of the classroom
environment, and a presentation and discussion of the teacher’s CLASS
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assessment scores. Based on that discussion, the focus for the first My
Teaching Partner video coaching cycle was determined.
The three teachers who also received My Teaching Partner support in
addition to in-person visits were each given a recording device to self-record a
selected 30-minute lesson each month. Each teacher sent that recording via
email to the instructional coach, who edited the video to include only
demonstrated components related to goals set on the CQIP. Those edited clips
were sent back to the teacher via email with feedback provided to the teacher
from the coach along with CLASS domain-based questions to answer related to
each video. In-person visits included discussions about the video observations
and next steps for goal setting, determined collaboratively and documented by
the teacher on the CQIP template.
When asked to provide feedback about the coaching experience, almost
every teacher provided feedback related to two specific areas:
Strength-based coaching. Throughout the interviews, an emerging
theme was the value of utilizing a strength-based coaching approach. Over and
over, teachers reported that coaching visits centered around positively reinforcing
and strengthening what that they were already doing. One interviewed teacher
stated, “It gave me more confidence in my own abilities to teach. Every time she
came to visit it just reinforced what I’m doing, she had such a positive way of
relating to me. . . . it was amazing.”
Feedback opportunities. Teachers reported that the specificity of
feedback provided by the coaches that emerged through reflective discussion
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following either observations or viewing classroom lesson video was extremely
beneficial to professional growth.
Just being able to video tape and focus on just interactions with the
children, listening to that ongoing language . . . and to be able to go
back and watch the tape again and hear that feedback from your
coach and coming up with different ideas, what else I can do to
further their language development?
When asked in a follow-up question, In what ways does your coach support
you?, one teacher responded:
Like I said, for example, the coach said to me “oh when you said
this . . . [specific language from video] . . . the students really
responded to it, that furthered their conceptual understanding, then
you explained the concept even better by scaffolding the
information using a connection to their real world . . .”
Professional Learning Communities
All instructional coaches and teachers interviewed reported that prior to
PLC implementation they attended the three required days of PLC
implementation training: Intro to DRDP 2015, Meaningful Observations, and
Professional Learning Communities as described in Chapter 3.
PLC Structure: Schedule. The PLC requirements for grant funding set
the minimum number of PLC meetings per month to two and required both
teachers and teaching assistants to participate. Participating districts had the
option of designing PLC structures that included teaching assistants’ attending
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PLC meetings either one or two times per month. Teachers were required to
attend both meetings per month. Within that framework, there were variations to
the structure of the programs as reported through individualized interviews.
When asked during interviews to describe the structure of PLCs, the following
PLC structures emerged:


Classroom-based PLC meetings were held twice monthly, one hour
in length, and included the classroom teacher(s) and teaching
assistants.



Meetings were held twice a month, each meeting one hour in
length, which included teachers and assistants from four
neighboring schools. Meetings rotated between sites.



One classroom-based meeting with teacher and assistants once a
month, and either one half day or full day of collaboration with
teachers from neighboring school sites.



One classroom meeting with teacher and assistants once a month
and every other month a rotation of a one-hour regional teacher
meeting and a districtwide PLC teacher meeting.

Insights on implementing effective PLCs include providing a clear
structure and purpose for PLC meetings and fostering an atmosphere of trust
(Pirtle & Tobias, 2014). All teachers interviewed demonstrated an understanding
of the purpose of the structure of meetings and expressed how much they value
the time to meet with their assistants beyond the instructional day. “It’s like the
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one time a month where we can get together, and just focus on the kids, and
what we want to do together as a team.”
Most participants who reported a PLC structure that included the regional
meetings also declared how important it was to move out of the isolated
environment of the classroom and engage in discussion with other regional
teachers. The smaller regional meetings were perceived to be of greater value
than the district meetings. Teachers stated that they were more prone to share
and discuss ideas in a less intimidating environment. Teachers rotated between
sites, valuing the opportunity to visit the classrooms of teaching colleagues. “I
think the smaller meeting built camaraderie among the local teachers.” Two
responders mentioned that the hour to meet with area teachers did not give the
group enough time go into depth when addressing the needs of students and fill
out district required PLC paperwork.
PLC Structure: Content. Professional learning communities should
address the most pressing instructional challenges while supporting teachers’
sense of efficacy and level of professionalism (Pirtle & Tobias, 2014). Figure 1
shows the proposed structure of the professional learning community meeting
focus that was presented during the required PLC training attended by all
preschool PLC administrators and teachers. This structure included using a
PLC-planning template designed by OCDE as a resource to drive a circle of
inquiry between the two monthly PLC Meetings:


First PLC Meeting: Review student work looking for evidence of
student learning through the lens of the DRDP Developmental
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Continuum and determine the appropriate Foundation and
Frameworks domain focus.


Second PLC – Use the information gleaned from PLC meeting #1
to plan activities, classroom environment, interactions, determine
success criteria and what data will be gathered for the next PLC
meeting data discussion.

1st Meeting of the Month

2nd Meeting of the Month

Focus: Analysis of student learning
Where are they in their learning continuum at
this moment in time?

Focus: Progressing student learning
Completing the Planning Template

Figure 1. Monthly professional learning community meeting structure
This structure was highly recommended but not required; however, the
use of the preschool standards documents (Foundations and Frameworks) and
DRDP-2015 assessment results was a requirement of state preschool PLC
implementation.
All interviewed teachers reported that the structure described above was
implemented during the classroom PLC meetings with assistants or co-teachers.
During the PLC regional or district PLC meetings, the preschool standards
(California Preschool Foundations and Frameworks documents) were used, but
the agenda and planning templates varied from district to district. One teacher
reported dissatisfaction with her district PLC implementation:
Looking at the data, coming up with activities was natural. We
didn’t have a problem with that, but it was like that paperwork to fill
out before and after was a barrier to making it useful, it was time
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consuming, I didn’t think for the hour twice a month that we got
together that the forms weren’t even realistic.
Six teachers who fully implemented the prescribed structure within their
classroom PLCs reported that the protocols and paperwork were difficult to
adhere to with assistants who had very little background knowledge, experience,
or training in the Foundations and Framework documents prior to the PLC
implementation. “Using the books, and DRDP . . . was overwhelming, they were
like deer in headlights, I felt like I was dragging them along.” Another teacher
stated, “It was very confusing for me, it seemed so much in two hours a month,
overwhelming, here’s the booklet, but I’m still trying to figure this part out, a lot of
information.” Two teachers noted during the interview that the planning
paperwork would have been far more useful if it had been designed as a lessonplanning template.
I wish it had been combined into a lesson plan template, then it
wouldn’t have seemed so complex, if I had not been previously
training in the Foundations and Frameworks and DRDP, say I was
new . . . those huge books, what? That’s how my teaching assistant
feels.
While implementing effective PLCs, it is essential to support teachers’
sense of efficacy and level of professionalism (Pirtle & Tobias, 2014). According
to adult learning theory, adults have a “self-concept of being responsible for their
own lives” (Knowles, Holton, & Swanson, 2005, p. 64). Once this self-concept is
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developed, adult learners need to be treated by others as capable and able to
self-direct.
The teachers who were allowed greater freedom to design their own
agendas reported higher overall satisfaction with the PLC meetings. The
majority of teachers who met with teachers from other sites reported that during
those meetings, the agenda was created collaboratively prior to the meeting or at
the conclusion of the prior meeting. The Foundations and Frameworks and
DRDPs were still an integral part of the discussion; however, teachers were also
able to collaboratively nurture and expand ideas to address individualized
instruction using anecdotal evidence and formative assessment results.
Overall, of the 16 teachers interviewed, 13 stated that the PLC was a
valuable experience. When teachers were asked to explain why they found PLC
valuable, three main themes emerged from responses:
Time for relationship building and communication. Almost every
teacher interviewed responded that time provided to build or strengthen
relationships and communication within their classrooms with their instructional
assistants and with preschool teachers from other sites was greatly valued.
Typically, preschool teachers are not afforded time with their instructional
assistants outside of the instructional day. As reported by a majority of
interviewed teachers, direction, decision making, and discussion between
teacher and assistants usually occur while the students are present. The PLC
has given teachers and assistants the opportunity to take time outside of the

75
school day to collaboratively plan lessons, activities, and assessment strategies,
and engage in discussion related to individual student and group needs.
Several teachers expressed their perception that the PLC has empowered
assistants to take greater responsibility and contribute ideas related to instruction
and classroom management strategies; one teacher commented, “With the
assistants, it’s just we’ve had better communication on how we wanted to run
things in the classroom”.
Most district state preschool classrooms are housed on school campuses,
which may only include one state preschool classroom per school site.
Historically, very little time, if any, is provided for teachers to meet with
instructional preschool peers. The PLC time allotted to meet with state preschool
teachers from other sites has been beneficial in building new collaborative
relationships that now extend beyond the PLC meetings. Interviewed teachers
indicated that being the only preschool teacher at a site can be isolating. They
now know colleagues from other schools who they feel comfortable contacting to
gather new ideas, seek advice, or to discuss issues related to students with
someone who may have similar experiences.
It was nice because I got to know these [teachers from other sites]
better, maybe I knew the name or I’d see them at a staff meeting,
but after 18 years I really didn’t know them. . . . It’s made a huge
difference. There are times when I would think to contact
someone before but didn’t. . . . Now because we have each other’s
email addresses and at this point, we established a professional
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working relationship we can seek each other’s guidance and
suggestions, information. I really like the PLC, if we could continue
one [professional learning] it would be PLC.
Innovation. The PLC collaborative created an environment that nurtured
collective knowledge and ingenuity. Teachers reported that not only did they
take away new ideas, but they were also were able to generate ways to expand
and improve activities and systems that were already working. One teacher
mentioned that she felt challenged during meeting with her colleagues to come
up with innovative lessons. “It was a little competitive, but in a good way. I’ve
been doing this a long time, it was fun again trying to come up with new ideas.”
Intentional teaching. Using the Foundation and Frameworks and DRDP
results to drive goal setting and planning lessons during PLC time increased
knowledge and use of both standards and assessments. Teacher mindset
regarding planning evolved from planning activities and then aligning those
activities to the DRDP, to starting with the DRDP data, identifying strengths and
gaps, and planning activities that meet the needs of the students using the
Foundations and Frameworks as guidance tools. “The PLCs make our teaching
a lot more intentional, using the DRDPs I know where to focus the lesson plan
and how to change that activity for each group to meet the needs.”
Second Research Question
How do participants perceive the relationship between the two different
components of professional learning? The data related to the relationship
between the two professional learning strategies, PLCs and instructional
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coaching, was derived from interviews of six instructional coaches and the 16
preschool teachers who participated in both types of professional learning during
the 2015–2016 school year. The program directors implementing PLCs during
the 2015–2016 school year were offered instructional coaching facilitation of the
PLC process. All coaches reported attending the PLC three-day training. The
majority of instructional coaches attended at least one PLC meeting per site, one
coach who was interviewed had attended several site-based PLC meetings.
Teachers and coaches were asked during the interview, Is there a
relationship between professional learning communities and instructional
coaching participation?
All six coaches, and 14 out of the 16 teachers, affirmed that there is a
relationship between the two professional learning types. A second question
followed: Do you believe there is added benefit to attending both within a single
year?
The six coaches and 14 interviewed teachers responded that they did see
a relationship/connection between the two professional learning strategies and
that there was added benefit to attending both concurrently. The majority of
responses fell within three central themes:
Interrelationship of Instructional Practices and Strategies
Participating in the two strategies concurrently allowed teachers to see
and address interrelated components of instructional practices: lesson planning,
content, management, and instructional strategies to enhance learning. The two
types of professional learning address different aspects of instruction, collectively
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complementing each other. The focus of the professional learning community
was the use of preschool standards (Foundations and Frameworks) and student
assessment data (DRDP-2015 results) to support instructional decision making,
including altering classroom goals and objectives, developing and adapting
lessons in response to student needs, and organizing and modifying student
grouping arrangements.
The instructional coaching focus was on CLASS interactive strategies to
enhance learning. Combining these two instructional supports greatly enhanced
instructional practice. One teacher commented, “I think the two are a perfect mix
of ingredients to support learning. They are different components of being a
good teacher.” The coaches reported that participating during the same year
afforded teachers time and opportunity to work on different but interrelated
aspects of instructional content and instructional strategies. One coach
remarked,
The PLCs and coaching, when the teachers are participating in
both as part of their job, they look at all aspects of their practice of
teaching. How do I individualize my lesson plan? How do I
incorporate curriculum and make sure I’m using the best practices
and the best strategies and make improvements to the way I
teach?
Coaches Provide Guidance and Focus
The PLC implementation was complex. There were many components of
the PLC process that teachers were expected to navigate with limited support.
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Teachers stated during interviews that the one day of professional learning
community training provided prior to the first meeting was insufficient to develop
an understanding of the protocols and processes of a PLC. The majority of the
teachers reported that the first few PLC meetings were not as productive as they
could have been. The paperwork was confusing, the protocols were new, and
they felt uncertain in whether they were “doing it right.” Only two of the 16
teachers interviewed had received prior training or had prior experience of the
PLC process. A shift was expected to occur, from planning in isolation to
collaborative planning. During the PLCs, teachers were now analyzing data to
drive goal setting and lesson planning, and using the Foundation and
Frameworks tools to lesson plan.
Teachers reported that coaching visits gave them the opportunity to ask
questions about the PLC content and process. The ideas that emerged through
the coaching conversations were shared during PLC meetings. One teacher
stated:
Even though [the coach] wasn’t [at the PLC], she would help me to
understand what’s going on in the PLC. Then if I needed any help
or advice I could reach out to her as well. Within our PLC group
there are some really new teachers so I’ve been asking for [the
coach’s] guidance and support in ways to help the newer teachers
in understanding objectives from their Foundations and their lesson
planning.
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Both coaches and teachers benefited from the coach’s attending the PLC
meetings to serve as a facilitator during early implementation and as a support to
answer any questions related to the content or meeting structure. The
contribution of the coach as facilitator guided, validated, and solidified the PLC
process. Two coaches stated that they were able to take what they had heard
during the PLC meetings and connect it to what was being discussed during
coaching conversations. Coaches were able to serve as a conduit between the
instructional coaching experience and the PLC meetings.
Negotiate Meaning and Understanding of Coaching and PLC Content
During the coaching visits, the teachers and coaches discussed goals and
instructional strategies using video and feedback to reflect and build upon the
strengths identified within lessons. The PLCs gave the teachers place and time
to negotiate the meaning of what was discussed with instructional peers. This
was only reported by teachers who were allowed flexibility within the PLC to do
so. Those teachers who were held to strictly following the protocols and
paperwork of the PLC did not connect the coaching discussions to PLC
meetings.
One teacher reported that she did not find benefit in participating in both
during a single year. Together, it was an overwhelming amount of information
and too time consuming; she stated that she was out of her classroom too much
as a result of professional learning.
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Third Research Question
What is the relationship between participating in professional learning
(instructional coaching and PLCs) and self-reported teacher efficacy for state
preschool teachers in Orange County? Teacher efficacy has been defined as
teachers’ beliefs in their abilities to bring about desired results in students
(Tschannen-Moran et al., 1998). To examine whether the professional learning
(instructional coaching and PLCs) implemented in Orange County state
preschools impacted teacher efficacy, I used the Teachers’ Sense of Efficacy
Scale survey from the study titled “Teacher Efficacy: Capturing an Elusive
Construct” (Tschannen-Moran & Woolfolk Hoy, 2001). Of the 162 state
preschool teachers from nine state preschool district programs, 110 teachers
anonymously completed the Teachers’ Sense of Efficacy Scale survey prior to
implementing the professional learning, and 91 state preschool teachers
anonymously completed the survey following the 2015–2016 implementation.
The Teachers’ Sense of Efficacy Scale survey includes 24 items, each
measured using a 9-point scale (1 = nothing; 3 = very little; 5 = some influence;
7 = quite a bit; and 9 = a great deal; Tschannen-Moran & Woolfolk Hoy, 2001).
Within the 24-item scale are three identified subscales of teacher efficacy:
instructional strategies, classroom management, and student engagement. Each
of these subscales consists of eight related items. A confirmatory factor analysis
was conducted to verify the three subscales, and all three subscales were
validated. Table 2 shows that the differences between the pretest and posttest
means are significant for the three subscales listed above.
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Table 2
Desciptive Statistics for Teacher’s Sense of Efficacy Scale Pretest/Posttest
Dimensions

Pretest Mean Posttest Mean Sig.

Efficacy in Student Engagement

-.142

.167

*

Efficacy in Instructional Strategies

-.177

.213

*

Efficacy in Classroom Management

-.182

.216

*

* p < .05

Table 2 shows that the means on the Teachers’ Sense of Efficacy Scale
survey posttest significantly increased from the mean scores on the survey
pretest within all three confirmed subscales. Results of independent sample
t-test comparing pretest and posttest results on the three subscales of efficacy in
student engagement, instructional strategies, and classroom management,
indicate that the null hypothesis, which proposes that no statistical significance
exists in a set of given observation, is rejected. In other words, there was
significant growth following yearlong participation of instructional coaching and
PLCs.
The explanatory mixed methods design was strategically selected to
further explore results derived from the quantitative survey (Ivankova, Creswell,
& Stick, 2006). The interview questions were intentionally crafted to provide a
greater depth of understanding of the Teachers’ Sense of Efficacy Scale survey
results and specifically identify factors of the professional learning experience
that impacted teacher efficacy related to the three subscale areas.
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What Is the Relationship between Professional Learning and Teacher
Efficacy of Instructional Strategies?
Table 3 compares the mean values and standard deviations from the 8
instructional strategies pretest and posttest items.
Table 3
Pretest and Posttest Item-Level Descriptive Statistics for Teachers’ Sense of
Efficacy Scale - (Fall 2015 – Spring 2016)
Pretest

10

11

17

18

20

23

24

Avg.
Gain
Score

n

M

SD

n

M

SD

How well can you respond to
difficult questions form your
students?

110

7.53

0.94

91

7.82

1.13

0.29

How much can you gauge
student comprehension of
what you have taught?

110

7.07

1.10

91

7.53

1.22

0.46

To what extent can you craft
good questions for your
student?

110

7.43

0.94

91

7.65

1.14

0.22

How much can you do to
adjust your lessons to the
proper level for individual
students?

110

7.72

1.04

91

7.90

1.17

0.18

How much can you use a
variety of assessment
strategies?

110

7.38

1.17

90

7.61

1.41

0.23

To what extent can you
provide an alternative
explanation or example when
students are confused?

110

7.24

1.23

91

7.85

1.05

0.61

How well can you implement
alternative strategies in your
classroom?

110

7.52

1.12

90

7.77

1.08

0.25

How well can you provide
appropriate challenges for
very capable students?

110

7.53

1.01

91

7.91

1.05

0.38

Questions
7

Posttest

Analysis of the two group means indicates that within the category of
instructional strategies, participants surveyed made the highest average gain on
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item number 20, item 10, and item 24. These items relate to teachers’ perceived
ability to provide alternative explanations or examples when students are
confused, to “gauge” student comprehension, and to provide appropriate
challenges to capable students. Teachers made significant gains in mean scores
on every item within the category of instruction.
The interview questions posed to 16 participating teachers and six
instructional coaches served to build a depth of understanding of what supports
and systems were put into place through the professional learning that increased
teacher efficacy related to instructional strategies. All teachers and coaches
interviewed responded that the coaching experience does impact instruction.
The following themes emerged when asked about instruction in the classroom.
Intentional teaching. Several teachers responded that they have made
an instructional shift from planning and teaching random activities to intentional
planning and teaching. Teachers mentioned reevaluating their grouping
strategies, seeking opportunities for interactive moments with students to expand
language and concept development, and breaking lessons down to provide more
focus to specific components of concepts to deepen understanding.
I think throughout the whole program, there has been a shift, I think
I’m paying more attention to the detail and the reactions of the
children. Not trying to cover so much stuff and rush through the
day, but slow down a little and enjoy those positive interactions,
and just live in the moment with the kids and understand their
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learning. Really being able to listen to what they’re saying and not
just moving onto the next thing.
Instructional coaches reported a significant shift in the way teachers
interact with students during class discussions. During the first classroom
observations, coaches across the board reported observing teachers consistently
asking students close-ended questions. Following reflective discussion about the
value of open-ended questioning and providing role modeling during coaching
visits they saw a “huge difference” in the types of questions teachers were
asking. Teachers also stated that during class discussions they now use
preplanned questioning strategies which consider context, background
knowledge, and language. Teachers mentioned that they now ask “thinking
questions” to increase conceptual understanding and problem-solving skills.
Within the PLCs the teachers reported that the intentional planning and
teaching comes out of the consistent use of the student assessment results
(DRDP-2015) and the preschool standards (Foundations and Frameworks) to set
goals, drive instructional decisions, and select activities based on student need.
When asked whether they had been using the Foundations and Frameworks
consistently while planning prior to PLC implementation, a high majority reported
that they had not. Most reported limited training on the tools prior to PLC
implementation, but they had not actively used the books for planning purposes
and had not made the connection between the Foundations and the DRDP-2015
assessments.
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Using the DRDPs and Foundations has changed what type of
lessons that I may have planned for some of the children. . . . The
DRDPs help me to know where to focus the lesson plan and how to
change it to meet their needs. While lesson planning during the
PLC, we plug in the Foundation, then the activity, the objective and
then the DRDP measure to help us prepare the lesson and make
the DRDP process a lot smoother.
Intentional planning of data collection opportunities was also mentioned by
several teachers in relation to collecting meaningful evidence for the DRDPs.
Many teachers stated that they are now using a data collection strategy that is
more efficient, learned through discussion with colleagues during a PLC meeting.
One teacher mentioned she had also learned about how to effectively use DRDP
tools that were provided on the DRDP website during a PLC meeting this year.
Recognizing and breaking from habit. Several teachers reported that
their classroom instructional strategies were positively impacted. The
observations, videos and reflective discussion allowed the teacher time and
guidance to reevaluate instructional habits that had been developed over time.
“You go into automatic pilot, now I’m cluing in on what language modeling is,
feedback loops and allowing for wait time for kids to respond.” A coach shared a
story about a teacher who she observed for the first time mapping her actions
using self-talk and parallel talk. These new instructional strategies came as a
result of viewing a video of herself teaching a lesson. During the follow up
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reflective conversation with the coach, she shared that she felt challenged to
make a lesson she had taught for years more meaningful for the students.
Meeting with colleagues in PLCs provoked teachers to try new lessons,
expand upon previously taught lessons or integrate new instructional strategies.
I think it helped me to being more open to try something new and
different. I know what I’m doing and I’ve been doing it year after
year, it’s opened me up to try new things. . . . We’ll talk to each
other and think of new ideas, and then we come back and talk
about it, did this work, did it not work, and if it didn’t work, we come
up with new ideas.
Breaking from habit also included shifting from lesson planning on their
own to engagement of instructional assistants in the lesson planning process.
Fifteen of the 16 interviewed teachers reported that at least once a month they
are meeting with their instructional assistants who are now involved in all aspects
of planning using Foundations and DRDP during the site PLC meeting. The
majority of teachers cited that including the assistants has been a positive
experience. The instructional assistants now understood the underlying goals of
the activities that they are responsible to teach. Data collection has also shifted
to a more collaborative model as a result of the assistants’ becoming more
involved in the planning. Two teachers stated that the assistants feel more
“empowered.” “The communication is stronger and the assistants feel like part of
a teaching team rather than just employees. They are starting to ask questions,
taking more observational notes, getting more involved.”
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Two teachers reported that including the assistants has been a struggle,
one did not feel that the assistants wanted to be involved, the other reported that
the assistants needed much more training. The meetings were difficult because
the assistants had not received sufficient education and training on either the
preschool standards or DRDP.
What Is the Relationship between Participating in Professional Learning
(Instructional Coaching and PLCs) and Teacher Efficacy of Classroom
Management?
Table 4 compares the mean values and standard deviations from the eight
classroom management pretest and posttest items.
Analysis of the two group means indicate that within the subscale of
classroom management, participants surveyed made the highest average gain
on item number 5, item 19, and item 8. These items relate to teachers’ perceived
ability to provide clear expectations of student behavior, the ability to manage
“problem students” while teaching a lesson, and the ability to establish routines to
keep activities running smoothly. The comparison of all three subscales
indicated that teachers made the highest gains to aggregated mean scores in the
category of classroom management.

89
Table 4
Pretest and Posttest Item-Level Descriptive Statistics for Teachers’ Sense of
Efficacy Scale - (Fall 2015 – Spring 2016)
Pretest
n

M

SD

n

M

SD

Avg.
Gain
Score

How much can you do to
control disruptive behavior in
the classroom?

108

7.19

1.20

91

7.20

1.28

0.01

To what extent can you make
your expectations clear about
student behavior?

108

7.34

1.19

91

7.92

1.17

0.58

How well can you establish
routines to keep activities
running smoothly?

110

7.81

1.11

91

8.27

0.91

0.46

How much can you do to get
children to follow classroom
rules?

110

7.35

0.93

91

7.73

1.02

0.38

How much can you do to calm
a student who is disruptive or
noisy?

110

7.26

1.06

91

7.38

1.16

0.12

How well can you establish a
classroom management
system?

110

7.32

1.08

91

7.71

1.09

0.39

How well can you keep a few
problem students from ruining
an entire lesson?

110

6.87

1.24

90

7.36

1.24

0.49

How well can you respond to
defiant students?

110

7.13

1.26

91

7.52

1.21

0.39

Questions
3

5

8

13

15

16

19

21

Posttest

Interview questions related to the impact of instructional coaching on
classroom management were posed to 16 participating preschool teachers and
six instructional coaches in an effort to build a depth of understanding of what
supports and systems were put into place through the professional learning that
increased teacher efficacy. All teachers and coaches interviewed responded that
the coaching experience does impact instruction.

90
All of the coaches interviewed discussed classroom management related
to supporting the use of the environment, instructional strategies, and interaction
to teach positive behavior and self-regulation. Questions arose during coaching
conversations that were related to challenging behaviors in the classroom.
Coaches approach behavior first through assisting the teacher in examining
possible underlying causes of that behavior, including developmental and social–
emotional factors, and the context of the behavior. Coaches mentioned
reflective conversations with teachers addressing whether activities are
developmentally appropriate, such as multi-step directions to three- and fouryear-olds, or posing questions that may be developmentally challenging to the
majority of the class and how that may impact behavior of students. One teacher
remarked, “She just made me look deeper and take a step back, what do my
students need?”
Several teachers interviewed reported that coaches had observed and
addressed how transitions were managed: efficiency of transitions, number of
transitions throughout the day, and whether routines put into place were
manageable to students. Coaching also supported improvements to the class
schedule, including guiding teachers to monitor the time that students spend in
centers and during circle time to determine developmental appropriateness.
Classroom environment was discussed by both coaches and teachers
interviewed. Coaches guided teachers to consider environmental support of
learning through strategic redesign of the classroom. Alterations to environment
included rearranging and enhancing centers to increase engagement. One
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teacher noted that she completely restructured her writing and science centers,
and now the students are excited to spend time in those areas. Noise levels and
visual overstimulation were also addressed during reflective coaching
conversations.
Classroom management was not the focus of the PLC meetings; however,
many teachers noted that discussions with colleagues did emerge that
addressed pressing challenges. Three teachers reported that they had 3-yearolds in their classes for the very first time and struggled with the management of
the younger children. “Just getting the perspectives from other teachers who are
more experienced helped a lot.” The PLC has also allowed teachers to build
relationships with colleagues who now reach out to each other via email and by
telephone to gather insights and ideas.
Teachers were also were able to use their PLC time to analyze the
Environmental Rating Scale (ECERS) reports and discuss ways to improve their
environment/scores. Three teachers stated that they had not discussed
classroom management as part of the PLC experience this year.
What Is the Relationship Between Professional Learning (Instructional
Coaching and PLCs) and Teacher Efficacy of Student Engagement?
Table 5 compares the mean values and standard deviations from the eight
student engagement pretest and posttest items.
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Table 5
Pretest and Posttest Item-Level Descriptive Statistics for Teachers’ Sense of
Efficacy Scale - (Fall 2015 – Spring 2016)
Pretest

2

4

6

9

12
14

22

Avg.
Gain
Score

n

M

SD

n

M

SD

How much can you do to get
through to the most difficult
students?

108

6.96

1.564

91

6.92

1.400

-0.04***

How much can you do to
help your students think
critically?

108

7.39

1.175

91

7.71

1.078

0.32

How much can you do to
motivate students who show
low interest in school work?

108

7.36

1.139

91

7.44

1.310

0.08*

How much can you do to get
students to believe they can
do well in school work?

110

7.83

1.048

91

8.10

1.033

0.27

How much can you do to
help your students value
learning?

110

7.75

0.988

91

8.01

1.049

0.18

How much can you do to
foster student creativity?

110

7.69

1.081

91

7.92

1.035

0.23

How much can you do to
improve the understanding
of a student who is failing?

110

7.03

1.027

91

7.38

1.181

0.35

How much can you assist
families in helping their
children do well in school?

110

7.49

1.194

91

7.59

1.220

0.10*

Questions
1

Posttest

p >.10†, p >.05*, p > .01**, p >.001***
Analysis of the two group means indicate that within the category of
student engagement, participants surveyed made the highest average gain on
item number 2 and item 14. These items relate to teachers’ perceived ability to
support students’ critical thinking skills and improve understanding of a student
who is failing. Very small gains were made in the perceived ability to assist
families in helping their children do well in school, there was and a negative gain
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in perceived ability to get through to difficult students. The interview questions
below were posed to increase understanding of what specific supports and
systems put into place through the professional learning may have impacted
teacher efficacy of student engagement.
Coaches and teachers were both asked questions related to student
engagement. Did the coaching experience or participation of PLCs impact
student engagement?
Student engagement through intentional interaction. Teachers’ and
coaches’ responses indicated that, because the instructional goals of the
coaching visits were based on the CLASS domains, planning and practice of
intentional interactive moments was a key component to the instructional
coaching experience. Therefore one of three themes which emerged from the
interviews with coaches and teachers was engagement through intentional
interaction. The majority of teachers interviewed mentioned using interaction to
increase student engagement, conceptual understanding, and language
development in the classroom. Strategies that were specifically mentioned
included posing questions that evoked critical thinking and problem solving,
feedback loops, using open-ended questioning, taking more time to interact with
individual students, making real world connections during lessons, and
encouraging students to tell their own stories.
They would tell me something that happened at home and after
[coaching] instruction through [reviewing] my videos I would be like
. . . “Yes so tell me about what’s going on at home,” and really
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make that connection with the child instead of trying to bounce and
get through everybody.
Coaches reported the same. Overall they saw a shift in the types of
questions posed in class, an increase in wait times for response, and teachers
consistently taking the opportunity to allow students to share their ideas, ask
questions, and tell stories.
Follow student lead. When asked if the instructional coaching
experience had impacted student engagement, several teachers indicated that
with coaching support they were working toward needing less control of the
momentum of the lesson, allowing student interest to drive the direction of the
lesson. Following student lead can provide greater opportunity for students to
act as leaders in the classroom. Following student lead also includes staying
constantly abreast of student academic and social behavior to determine
individual needs, planning and pacing of lessons, and developmental
appropriateness. One coach remarked:
One thing I just talked about with one of my teachers, not all
children are developmentally ready to sit for long periods at group
time, it’s important at times to allow children the flexibility to move
around the room or sit at the table doing a quiet activity while [the
teacher] conducts a lesson at the carpet, giving students that
choice.
Intentional planning of activities that are of high interest. Teachers
and coaches identified that collaboratively viewing the videos and reflective
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discussion have resulted in a greater effort to intentionally plan high-interest,
hands-on activities. Teachers also mentioned the value of sharing the learning
intentions with the children. One coach stated:
Almost all of my preschool teachers have looked at instructional
learning formats [CLASS domain] at some point this year, which is
about keeping your students engaged, and so it’s really made them
be very intentional about the hands-on experiences and just . . .
letting children know what they are going to do, and what they are
supposed to be learning.
Coaches and teachers were also asked about the impact of PLCs on
student engagement. Close to half of the interviewed teachers did not see that
their student engagement had been impacted through the professional learning
community experience. Other teachers did report that the PLC allowed the time
for colleagues to meet and share new and innovative ideas and expand or
“refresh” activities taught before. One coach affirmed, “They’re able to dialogue,
they’re able to plan, they’re able to connect, and make meaningful lesson plans
for their students”. Most teachers did not, however, specifically identify that
those ideas led to increased student engagement.
Fourth Research Question
What factors enable a successful implementation of professional learning?
The intent of the final research question was to identify and describe the key
factors of the professional learning implementation that led to increased teacher
efficacy in all three subscales and overall satisfaction of the experience as
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described by participating Orange County preschool teachers. The following data
was derived from interviews conducted with six participating instructional
coaches and 16 participating preschool teachers.
Experience, Education, and Ongoing Professional Learning
The participating instructional coaches described both their background
and experience during interviews. The instructional coaches were trained in
distinct methods of instructional coaching: cognitive coaching, dynamic
instructional coaching, and My Teaching Partner, and have also attended the
three required professional learning community implementation trainings: Intro to
DRDP 2015, Meaningful Observations, and PLCs. Coaches reported that their
educational background, professional experience, and extensive in-service
training greatly contributed to the success they experienced supporting teachers
in the classroom. Their ability to effectively use methods that teachers described
as highly effective coaching strategies, including strength-based coaching,
reflective discussion and modeling skills and strategies, were described by
teachers as essential to their continuous improvement.
CLASS Assessment Results and Domains/Dimensions/Resources
The CLASS Domains/Dimensions and resources were foundational to the
instructional coaching protocols and practice. CLASS Domains and Dimensions,
which were embedded in the CQIP to initially set and continually update
instructional goals, provided teachers and coaches with objective, tangible
research-based information used to set, monitor and adjust instructional
practices. One teacher stated: “It was amazing. . . . I would videotape myself,
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she would send me back clip of my own video and pick out very specific
components to analyze and discuss my goals that I had chosen to work on, and
then we broke it down further into really small bits, my goals were right there,
quality feedback and concept development.”
All participants, instructional coaches and teachers, described in detail the
instructional coaching model (Appendix F). The use of this model was beneficial
to the success of the implementation in a variety of ways. Interviewed teachers
and coaches described the benefit of classroom observation and participation in
the follow-up coaching conversation on the same day. Immediate, specific
feedback and reflection opportunities was critical to short-term and long-term
instructional improvements. The cycle of continuous improvement within the
prescribed coaching model allowed teachers to revisit, reflect, and improve
instructional strategies and lesson content in a single day.
Inclusive PLCs Aid Collaboration
Preschool PLCs were inclusive; preschool teachers were given the time
and structure to collaborate with their instructional assistants and regional
instructional peers. Every teacher interviewed reported that they appreciated
having the time to communicate and collaborate with their classroom instructional
assistants. Teachers were given the opportunity to plan and reflect with their
assistants, many for the first time since teaching. Teachers stated that their
DRDP anecdotal evidence collection classroom instruction and classroom
management was positively affected by the inclusion of the assistants in the
planning process.
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Before, we didn’t have time to talk to the [instructional assistants].
They arrive at 11:30 and end at 2:30 so we were completely with
kids the entire time, so it was really hard to express our concerns . .
. now that we have this [PLC time] . . . we can sit without the kids
and find out things that we normally wouldn’t have discussed when
the kids were here.
Teachers also stated that meeting with peers increased their ability and
motivation to create lessons that were more engaging and targeted to the needs
of individual students. They felt empowered by discussions with peers to expand
existing lessons using the foundations and frameworks and CLASS dimensions
guides as resources.
Chapter Summary
The purpose of this study was to determine whether the instructional
coaching design coupled with the professional learning community protocols
utilized in Orange County will increase teacher efficacy of state preschool
educators. This study, guided by four research questions, uses both qualitative
and quantitative measures to identify factors that significantly impact teacher
efficacy of student engagement, instructional strategies, and classroom
management.
Through interviews with participating coaches and teachers in an attempt
to develop a depth of understanding of Teacher’ Sense of Efficacy survey results,
themes emerged within each of the four research questions. The purpose of
Research Question 1 was to provide a comprehensive description of the
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professional learning system that was provided to state preschool teachers in
Orange County. There exists a wide variety of professional coaching models
focused on a broad range of instructional issues (Knight, 2007) and that same
variance of implementation strategies of PLCs (Wells, 2008). In order to
understand how the instructional coaching and PLCs impact teacher
effectiveness, or the relationship and added benefit of pairing the two
professional learning strategies, it is essential to first allow the results of the
research to provide a detailed description of the unique features of both
implementation models.
The findings provided a comprehensive understanding of both
professional learning strategies. Themes that emerged through examination of
the qualities of the instructional coaching included the value of utilizing a
strength-based coaching approach and providing coaching support that included
specific feedback and reflection opportunities. The implementation of the PLCs
was strategically designed to include resources, which actively promoted the
consistent use of both preschool standards (Foundations and Frameworks) and
the results of student assessment (DRDP-15). Themes that emerged from the
description of PLC implementation included the value of time for relationship
building and communication, a shift to intentional planning and teaching, and an
increase in instructional innovation.
Research Question 2 explored the relationship between the two
professional learning practices and the added benefit of concurrently participating
in both in a single year. Interviews with both teachers and coaches revealed that
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not only is there a relationship between the two professional learning strategies
but also there was added benefit to concurrent participation. Participation in both
allowed teachers to see and address interrelated components of instructional
practices, lesson planning, content management, and instructional strategies to
enhance learning. Added benefits also included the value of coaches’ providing
guidance and focus to the PLC process and the opportunity to negotiate meaning
and understanding of the coaching process with PLC peers.
The third research question addressed the impact of the professional
learning on teacher efficacy. The study explored the impact of the instructional
coaching and PLC participation on teacher efficacy related to instructional
strategies, classroom management, and student engagement. The research
showed a significant increase of teacher efficacy in all three areas following a
year of professional learning. The most significant gains in teacher efficacy
based on survey scores and interview data were the increased perceived ability
to provide instructional and behavior supports to struggling students, to
accurately assess and use data to drive student learning, and to provide
individualized learning opportunities.
The fourth research question identified the attributes specific to the
Orange County professional learning model that stood out as components that
teachers and coaches described as essential to the success of their experience.
These components included the experience and expertise of the instructional
coaches, utilizing the CLASS Domains/Dimensions and resources as the
foundation for lesson planning, reflection and continuous improvement of the
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coaching sessions, the structure of the five-day coaching sessions, and the value
added to the classroom instruction when time was given for teachers to plan and
reflect with both instructional assistants and job alike colleagues.
Five main ideas emerged from the interview data: The importance of
intentional planning and teaching, the challenges of changing instructional habits,
the value of intentional interaction to increase student engagement, the power of
following student lead, and the need to plan and implement high-interest,
engaging lessons. Chapter 5 will discuss the implications, limitations, and
recommendations derived from these research results.
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CHAPTER 5
DISCUSSION
In order to build teaching capabilities necessary to prepare all preschool
students for the complex demands of 21st-century learning, which is foundational
to college and career readiness, preschool educators must be provided with
highly effective, continuous, professional learning supports (Driscoll, 2008;
Webster-Wright, 2009). Professional learning, which is social and related to
practice, is the catalyst for increasing teacher knowledge and expertise in best
practices related to instruction and curriculum to produce high educational results
for students (Kent, 2004; Moore, 2002; Webster-Wright, 2009). Preschool
administrators now have state and federal funds available to support researchbased in-service professional learning, but they struggle with the decision of what
professional supports will most effectively increase teacher quality.
Very little research has been conducted on peer collaboration of early
educators or the potential added value of implementation of a professional
learning system that integrates professional learning community participation with
instructional coaching to enhance outcomes for teachers and students. The
complexities of 21st-century learning drive educational leaders to consider
systems approaches to address complex educational reforms. “Education is
experiencing paradigm paralysis because of piecemeal reform approaches. . . .
We must seek improvement through systemic change” (Betts, 1992).
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The problem that this study addresses is identifying an effective approach
to support preschool teachers to meet the increased demands of content
knowledge and instructional expertise to improve the quality of the preschool
experience for our youngest learners. In Orange County efforts to improve the
quality of preschool education have included the implementation of a system of
professional learning support which includes instructional coaching coupled with
PLC implementation. The purpose of this mixed methods study was to describe
the structure and content of the professional learning system experienced by
participating Orange County state preschool teachers during the 2015–2016
school year and the impact of that experience on teacher efficacy. The following
questions were posed to guide this mixed methods study:
1.

How is state preschool teacher professional learning implemented
in Orange County?

2.

How do participants perceive the relationship between the two
different components of professional learning?

3.

What is the relationship between participating in professional
learning (instructional coaching and PLCs) and self-reported
teacher efficacy for state preschool teachers in Orange County?

4

What factors enable a successful implementation of professional
learning?

The selected study methodology to address these questions was mixed
method. Mixed method research involves the mixing or blending of quantitative
and qualitative data to develop a stronger understanding of the research problem
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(Creswell, 2014). This study followed a sequential explanatory mixed methods
research design (Creswell, 2014) which employed two distinct phases. First,
quantitative pretest and posttest Teachers’ Sense of Efficacy Scale survey data
was collected from preschool teacher participants who participated in nine
months of instructional coaching and PLCs. Second, analysis of survey results
was followed by qualitative data collection in the form of interviews with a sample
of participating preschool teachers and instructional coaches to explain and
expand upon some of the initial quantitative results (Creswell, 2014).
Chapter 5 is organized by five findings, each finding includes a summary
and interpretations section. The first two findings relate to instructional coaching,
findings 3 and 4 address PLC implementation. and the final finding addresses the
relationship between the two professional learning strategies. Following the
findings are discussions of implications for policy, practice, and future research.
The chapter concludes with a summary of the study.
Summary and Interpretation of Findings
Finding 1: Description of Preschool Instructional Coaching Model
Summary. The results of the research related to Research Question 1
provided a comprehensive description of the unique features of the state
preschool professional learning implementation model of instructional coaching.
All interviewed teachers stated that the instructional coaching was of high value;
instructional practices, classroom management, and the ability to engage their
students were enhanced as a result of the coaching experience. Hanft et al.
(2004) describe the five components of effective instructional coaching, which
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were implemented in the Orange County instructional coaching cycle: joint
planning, observation, practice/instruction, reflection and evaluation, and/or
feedback. Teachers reported that, by utilizing the strength-based instructional
coaching approach, they felt positively reinforced, confident, and open to
collaboratively strengthen teaching practices.
Integrating these five components into the instructional coaching model to
elicit instructional practice improvement is grounded in transformative theory,
founded on the idea that as adult learners we are continually constructing new
learning through the lens of our own histories, reflectively assessing or
reassessing our own assumptions. Transformational learning is both
constructive and formative, in that the learner is reconstructing meaning and
perceptions to form new perspectives that lead to thoughtful actions. Reflection
is the key dynamic to intentional learning and improvement. Transformative
theory views this reflection as testing the validity of beliefs or knowledge as an
essential component to problem solving. “Reflection involves a review of the way
we have consciously, coherently and purposefully applied ideas and strategizing
and implementing each phase of solving a problem” (Mezirow, 1991, p. 101).
The transformative adult learning theory provides the framework for
teachers to use reflection as a tool to question, discuss, and address beliefs or
assumptions. The coaches reported that their expertise in delivery of the
strength-based approach to the five-component cycle of coaching was developed
through their own professional learning over the course of several years. This
extensive professional learning included cognitive coaching, dynamic Coaching,
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My Teaching Partner and participation in monthly coaching communities of
practice. Essential to the success of the coaching experience is the level of
expertise of the coach in coaching methodologies. Instructional coaching
requires expertise in communication skills, relationship building, facilitating
reflective practice, research-based instructional strategies, and the ability to
develop a high level of trust (Costa & Garmston, 2002; Knight, 2005).
Teachers reported that the specificity of feedback directly related to
instructional practice that emerged through reflective discussion following either
observations or viewing classroom lesson video was extremely beneficial to
professional growth. Hattie and Timperley (2008) identified through a metaanalysis that the most effective forms of feedback provide cues or reinforcement
to learners are in the form of video-, audio-, or computer-assisted instructional
feedback and/or relate to goals.
This specificity of feedback is a result of strategic development of the
CQIP founded on the initial CLASS classroom observation results which are
used for goal setting. The ongoing coaching cycle is driven with a focus on the
CLASS domains as the foundation for continuous improvement (La Paro, Pianta,
& Stuhlman, 2004). In addition, the ability of the coaches to develop the skills to
provide very specific feedback related to the CLASS domains was enhanced by
the extensive My Teaching Partner training that all participating instructional
coaches attended the summer preceding the 2015–2016 professional learning
implementation.
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All teachers who received in-person coaching, regardless of whether or
not their participating coaching model included the My Teaching Partner video
cycles, received very specific, targeted feedback related to the class domains as
a result of the enhancement of the coaches’ expertise in the area of feedback.
This expertise was developed during the summer My Teaching Partner training
and solidified through practice: working with teachers outside of this study who
were being coached by the participating coaches using the classic My Teaching
Partner approach to coaching, which did not include site visits.
This specific feedback of video or classroom observations of teacher’s
instructional practice, along with coaching support that also included in-class
lesson modeling, and providing teachers with resources including video
exemplars is grounded in social learning theory. According to Bandura (1971),
learning is a social experience that can occur through either direct experience or
observation of others. Not all learned behaviors are acquired experientially.
Humans also learn either deliberately or inadvertently through observable
examples. Termed observational learning, behaviors are observed and mentally
“coded” by the observer and are applied to guide future action.
The targeted specific feedback provided by the coach supports the
capability of the teacher to identify and replicate the component skills of the
observed lesson. If the learner has acquired each of these skills, then the
behavior is easily reproduced. Observational learning is key to instructional
coaching, where the expert coach models lessons and instructional and
interactional strategies as part of the coaching protocol (Knight, 2007).
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Interpretation. The extensive experience, education, and ongoing
professional learning of the instructional coach are critical to the success of the
Orange County instructional coaching implementation.
The coaches’ expertise in building relationships combined with the
strength-based coaching approach served to support participating teachers in
openly and honestly questioning their own current practices and engage in
meaningful discussion about strategies to improve instruction. Coaches were
trusted to model lessons during class and were called upon, even outside of the
coaching visits, to provide suggestions and resources via email and by phone.
Teachers looked forward to coaching visits and the coaching strategy of
instructional improvement through building on existing strengths empowered
teachers to confidently challenge themselves and take risks. Self-efficacy
increased and teachers became more thoughtful and creative in their interactions
with children, classroom management practices, and individualizing instruction.
The CLASS assessment results provided teachers and coaches with
objective, research-based information used to set initial targeted goals. Because
the CLASS assessment was conducted by an independent evaluator, positive or
negative results did not affect the relationship between coach and teacher.
Resources utilized to support the improvement cycle were instrumental to
the ongoing success of the coaching model. These resources included the use
of the CQIP to initially set and continually update instructional goals. In addition
to the CQIP, the CLASS dimension guides were accessed to define and target
specific instructional practice components, with video exemplars, which provided
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teachers with specific success criteria. Teachers relied on these resources
outside of the coaching visits to refer back to for continuous improvement.
The strategic structure of the instructional coaching visits contributed
greatly to the overall success of the coaching experience. Teachers were given
a copy of a logic model of the site visits (see Appendix F) prior to the initiation of
the professional learning; teachers knew what to expect throughout the year. As
a result, coaches and teachers were able to set appointments far in advance,
taking into consideration the class schedule. The site visits were strategically
designed to incorporate both classroom observation and teacher meetings in the
same day. Critical to the success of the visit, the coaches were able to engage
in discussion of specific components of lessons that were still fresh in the minds
of the teachers. As a result, teachers were able to use that feedback as a
formative self-assessment, readjusting lessons and instruction the very next day.
The structure also allowed for flexibility within the year, teachers were able to
work with their coaches to plan coaching visits when they felt overwhelmed or
needed support in a specific area of instruction or classroom management. The
coaches became much-needed mentors and confidants for these teachers, many
of whom teach in isolated environments.
Finding 2: Instructional Coaching Increased Teacher Efficacy
Summary. Teacher efficacy is considered the integration of outcome
efficacy and self-efficacy, which is a teachers’ judgment that their personal
capabilities can affect student achievement regardless of outside influences,
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even in the most challenging situations (Bandura, 1971, 1977, 1986(a), 1997;
Soodak & Podell, 1996).
Teachers who have developed a high level of teacher efficacy develop a
more positive attitude about teaching, expect more from themselves, and are
more able to reflect on their own practice when working to increase student
achievement. Those teachers spend more time and effort on improving their
instructional practice, teach their subject matter in a clearer manner, and show a
greater persistence and openness to new strategies and ideas when working
with students (Shidler, 2009). Enhancing teacher efficacy correlates with
providing professional learning that improves instructional knowledge and
practice and classroom management strategies (Dixon et al., 2014; Marzano,
2011). High self-efficacy also positively affects the support of students with
special learning needs and the management of problems in the classroom
(Caprara & Steca, 2005).
Implementing sustainable change in teaching practices and increasing
teacher efficacy beliefs have been shown to be among the greatest challenges to
professional learning practitioners (Ross, 1992). To create sustainable
improvement, professional learning is most effective when it occurs on-site and
allows for both modeling and reinforcement of new instructional learning.
Results of the Teachers’ Sense of Efficacy Scale survey revealed an
increase of efficacy within all three identified subscales, efficacy of instructional
strategies, classroom management, and student engagement, following a year of
professional learning. The most significant gains identified were increased
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perceived ability to provide instructional and behavior supports to struggling
students, to accurately assess and use data to drive student learning, and to
provide individualized learning opportunities. When asked how instructional
coaching impacted classroom instruction, classroom management and student
engagement three main themes emerged: (a) intentional planning of interaction
opportunities, (b) recognizing and breaking habits, and (c) the power of following
student lead
Intentional planning of interaction opportunities. The majority of
teachers and coaches interviewed spoke of lesson plans now including
intentional interaction, to increase student engagement, conceptual
understanding, and language development in the classroom. The observation
(or video) of practice/instruction, reflection with specific feedback, and the added
benefit of the coach modeling targeted strategies, led to joint planning of
enhanced instruction. These strategies (included within the CLASS domains)
intentionally increased the quality and quantity of teacher and student interaction
related to critical thinking and problem-solving skill development. By utilizing the
CLASS dimensions within each class domain, teacher and coach were able to
collaboratively break lessons down into more focused components supporting
social learning theory-Motoric response processes.
According to Bandura (1971), once a behavior is observed the
reproduction of the behavior is contingent upon the ability of the learner to put
together the sequence of component skills that were observed. The instructional
coach expertly guides the teacher to analyze the instruction (either through
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observation, video, or modeling). The components of that instruction are broken
down and coach and teacher jointly reflect and plan using the CLASS
dimensions guide, reconstructing and enhancing the components of the lesson.
The revised lessons include preplanned questioning strategies, which consider
context, background knowledge, language, and “thinking questions” to increase
conceptual understanding and problem-solving skills. Teachers also mentioned
that, as a result of their instructional coaching, they are sharing learning
intentions with the children, letting students know what they are going to be
learning.
Recognizing and breaking habits. Increasing teacher efficacy by
elevating instructional skills and habits is not easy (Knight, 2007). According to
adult learning theory, teachers need to be given the freedom to move through the
learning process at their own, pace with repeated opportunities for guided
practice and reflection of new skills in order to unlearn old habits and initiate new
behaviors that become permanent (Shidler, 2008).
The observations, videos, focused, reflective discussion, and joint
planning opportunities supported teachers in reevaluation of instructional habits
that had been developed over time. Many teachers reported that they gone on
“automatic pilot” as a result of planning and teaching the same lessons and
activities. The cycle of instructional coaching allowed teachers time and
guidance to reevaluate and enhance current instructional practices
Following student lead. Teachers who have high self-efficacy are more
likely to implement dyadic innovation in the classroom, encouraging student
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autonomy by implementing classroom management and instructional strategies
that loosen the “custodial control” (Caprara & Steca, 2005). When asked if the
instructional coaching experience had impacted classroom management and
student engagement, several teachers indicated that with coaching support they
were working toward loosening control of the instruction, allowing more flexibility
in the momentum of the lesson, which allowed student interest to drive the
direction of the lesson or activity. Following student lead can provide greater
opportunity for students to act as natural learners. According to Loris Malaguzzi,
founder of The Reggio Emilia approach to early education, “What children learn
does not follow as an automatic result from what is taught, rather, it is in large
part due to the children’s own doing, as a consequence of their activities and our
resources” (as cited in Edwards, Gandini, & Forman, 1998, p. 44). John Dewey
(1951) asserted that children are natural learners, full of imagination and actively
inquisitive. When a child is taught in a controlled setting with little freedom for
exploration and self-discovery they become disengaged. Children should be
encouraged to embrace the natural urge to question and test as a means to
learning (Dewey, 1915).
Following student lead also included teachers’ relying on coaching support
to formatively assess student academic and social behavior to determine
individual needs, planning and pacing of lessons, and developmental
appropriateness.
Interpretation. Survey and interview results indicate that participating in
the 2015–2016 OCDE instructional coaching model increased teacher efficacy
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related to teachers’ ability to provide instructional and behavior supports to
struggling students, to use data to drive instruction, and to provide individualized
learning opportunities. These abilities were developed or enhanced through the
instructional coaching cycle.
The yearlong cycle of instructional coaching afforded teachers the support
and guidance needed to continue to reevaluate and enhance current instructional
practices over time. Habits are hard to break; by continually fine tuning small
components of instruction, teachers were able to shift instructional habits toward
long-term improvements.
Participation in the instructional coaching cycle increased intentional
planning and teaching. Coaches and teachers jointly used results from the
CLASS assessment, observations, videos, and reflective discussion to improve
teaching practices. This involved an increased emphasis on and improvement of
lesson development. Lesson planning shifted from random content specific
activities to planning standards-based lessons enhanced by sharing learning
objectives with students and preplanned interactive opportunities. This is new for
many of the teachers who had little to no formal training in preschool standards
or instructional strategies. Not only have teachers improved their lesson
planning skills, through the PLC process the learning can be transferred to
instructional assistants and new teachers.
The interactive opportunities included strategic use of open-ended
questions and student interaction that engage young learners to critically think,
develop deeper conceptual understandings and build upon language skills.

115
Enhanced planning also led to more individualized instruction and
developmentally appropriate activities and allowed for student interest to direct
lesson momentum. The cycle of continuous improvement within the coaching
model allowed teachers to revisit, reflect, and improve instructional strategies
and lesson content.
Finding 3: Description of Preschool PLC Model
Summary. A PLC is a collaborative structure put into place to support the
professional growth of teachers and improvement of student learning (DuFour et
al., 2004). A review of research has shown a positive impact between
participation in well-developed PLCs and improvement of both teacher practice
and student achievement (Vescio et al., 2008). Effectiveness of PLCs is based
on the assumption that the ability to enhance learning for children is best
acquired through both day-to-day experience of the teacher in the classroom and
collaborative and critical reflection with colleagues who share similar experiences
(Hord, 2009).
The results of the research related to Research Question 1 provided a
comprehensive description of the varied features of the state preschool
professional learning community implementation modeled in Orange County
state preschools. A majority of teachers stated that their instructional practice
and classroom management has been enhanced as a result of the PLC
experience.
All instructional coaches and teachers interviewed reported that prior to
PLC implementation they attended the three required days of PLC
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implementation training: Intro to DRDP 2015, Meaningful Observations, and
Professional Learning Communities as described in Chapter 3. The purpose of
the Intro to DRDP 2015 and Meaningful Observations trainings were to reinforce
knowledge and build a shared understanding of the preschool DRDP
assessment system and data collection strategy (meaningful observations).
According to DuFour (2004), “Frequent monitoring of each student’s learning is
an essential element to effective teaching” (p. 48) Common assessments enable
a team to verify the proficiency of each student in each skill.
Teachers and coaches also attended a day of PLC training, which
introduced a recommended structure and body of resources, including meeting
templates to be used for PLC implementation. For teachers who are
inexperienced in collaborative planning, data analysis, and using standards to
guide goal setting and lesson planning, one-day training was insufficient to fully
comprehend the shifts to planning, teaching, and learning. Change is not
accomplished by having one-time, episodic workshops, change is a process
through which people and organizations “move as they gradually learn, come to
understand, and become skilled and competent in the use of new ways” (Hall &
Hord, 2015, p. 11)
Districts had the opportunity to provide additional technical support to
PLCs by utilizing the trained instructional coaches to facilitate and support the
PLC meetings. This support was optional. The teachers that did receive
instructional coaching support, (coaches attending the PLC meetings in the role
of facilitator and/or technical support) reported a much smoother and efficient
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implementation than teams that did not actively receive PLC implementation
support from an instructional coach. The coaches who were more aggressively
trained on the PLC model reported a higher involvement in the PLC process than
coaches who only received the one-day training. The coaches who received
additional time and training on the PLCs were able to assist teachers in making
deeper connections between the instructional coaching and PLC experience in
relation to lesson planning and implementation.
Insights on implementing effective PLCs include providing a clear
structure and purpose for PLC meetings and fostering an atmosphere of trust
(Pirtle & Tobias, 2014). Although the structure was clearly defined for teachers,
those variations to the structure of the PLC implementation were determined by
district administrators. Feedback from teachers interviewed indicated varying
degrees of flexibility within the structure to accommodate the specific needs of
the team to use that PLC time to direct learning.
That flexibility correlated to degree of satisfaction of the experience.
Teachers who reported that the district “structure” was inflexible and included
filling out and turning in required paperwork, were also the teachers who reported
that the time was not efficiently spent during PLC meetings addressing the needs
of the teachers or students. The same held true of all models of the PLC
structures. During in-class meetings with assistants, varying degrees of
satisfaction correlated to how tightly the meetings were controlled by adherence
to the PLC implementation templates and paperwork.

118
Teachers who participated in regional meetings declared how important it
was to move out of the isolated environment of the classroom and engage in
discussion with other regional instructional peers. Teachers who have limited
contact with peers and are isolated within their classrooms and schools often
experience a lack of access to supportive professional learning (Edge &
Mylopoulos, 2008). Peer collaboration through participation in PLCs as a means
to increase professional expertise are founded on social learning theory as a
basis for learning. Bandera’s social learning theory (1971) posits that people
naturally learn from one another through observation, modeling and imitation.
Lev Vygotsky (1978) expanded that definition by asserting that we learn through
interaction and communication with others including peers, teachers, and
experts. The smaller regional meetings were perceived to be of greater value
than the district meetings. Teachers stated that during these meetings they were
more prone to share and discuss ideas in a less intimidating environment.
Professional learning communities should address the most pressing
instructional challenges while supporting teachers’ sense of efficacy and level of
professionalism (Pirtle & Tobias, 2014). A proposed plan of the focus of the
twice monthly professional learning community meetings was presented during
the required PLC training attended by all preschool PLC administrators, teachers,
and instructional assistants. This plan included using a PLC planning template
designed by OCDE as a resource to drive a circle of inquiry between the two
monthly PLC meetings. This structure was highly recommended but not
required; however, the use of the preschool standards documents (Foundations
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and Frameworks) and DRDP-2015 assessment results was a requirement of
state preschool PLC implementation.
Several teachers who fully implemented the prescribed meeting structure
within their classroom PLCs reported that the protocols and paperwork were
difficult to adhere to with assistants who had very little background knowledge,
experience, or training in the Foundations and Frameworks documents prior to
the PLC implementation. However, adherence to the circle of inquiry was
essential to the success of the PLC process.
When implementing effective PLCs, it is essential to support teachers’
sense of efficacy and level of professionalism (Pirtle & Tobias, 2014). According
to adult learning theory, adults have a “self-concept of being responsible for their
own lives” (Knowles, Holton, & Swanson, 2005, p. 64). Once this self-concept is
developed, adult learners need to be treated by others as capable and able to
self-direct. The teachers who were allowed greater freedom to design their own
agendas reported higher overall satisfaction with the PLC meetings. The
Foundations and Frameworks and DRDPs were still an integral part of the data
analysis and lesson planning; however, the collaborative discussion centered on
nurturing and expanding ideas to address the needs of their students rather than
getting the prescribed meeting protocols and paperwork “right.” When asked to
explain why they found PLCs valuable, three main themes emerged from teacher
responses:
Time for relationship building and communication. The one
commodity that teachers say they do not have enough of is time: time to teach,
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time to reflect, time to talk, time to plan (DuFour, 2006). Almost every teacher
interviewed responded that time provided for building or strengthening
relationships and communication within their classrooms with their instructional
assistants and with preschool teachers from other sites was highly valued.
Typically, preschool teachers are not afforded time with their instructional
assistants outside of the instructional day. The PLC has given teachers and
assistants the opportunity to take the time outside of the school day to
collaboratively plan lessons, activities, and assessment strategies, and engage in
discussion related to individual student and group needs. Several teachers
expressed that the PLC has empowered assistants to take greater responsibility
and contribute ideas related to instruction and classroom management
strategies.
The PLC time allotted to meet with state preschool teachers from other
sites was beneficial in building new collaborative relationships that now extend
beyond the PLC meetings. Interviewed teachers expressed that being the only
preschool teacher at a site can be isolating. They now have colleagues from
other schools that they feel comfortable contacting to gather new ideas, seek
advice, or to discuss issues related to students with someone who may have
similar experiences.
Innovation. The PLC collaborative created an environment that nurtured
collective knowledge and ingenuity. Teachers reported that they not only took
away new ideas but also were able to generate ways to expand and improve
activities and systems that were already working.
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Interpretation. The majority of teachers reported that participating in
district PLCs increased the quality of their instructional practice, and some
attributed participation of PLCs to increased effectiveness of classroom
management strategies and student engagement.
Although the three-day assessment and PLC training was of high quality
and provided essential information related to collection and analysis of
meaningful common assessment information, it was not sufficient to help
teachers fully comprehend the shift to collaborative planning, meeting protocol,
and the use of the preschool standards to guide goal setting and lesson planning.
Additional professional learning was needed prior to PLC implementation for
coaches, teachers, and instructional assistants. The professional learning
system should include self-assessment and training opportunities for teachers
and assistants to identify and close knowledge gaps related to professional
learning community participation.
The districts that utilized the instructional coaches as PLC facilitators for
technical assistance support reported a more successful, efficient implementation
than districts that did not. The coaches who had greater proficiency in PLCs
were able to assist teachers to make deeper connections between the
instructional coaching and PLC experience. Additional, ongoing PLC training for
the coaches is recommended as part of the monthly communities of learning.
There were a variety of structures of PLC meetings put into place.
Teachers reported greatest satisfaction with classroom PLCs that included
teachers and assistants, and regional PLCs with work-alike colleagues. These
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meetings were even more meaningful when the meeting location rotated
between participant classroom sites. A combination of the two types of meetings
allowed for expanded communication of the classroom team and collaboration
with instructional peers. Teachers reported that they would like to provide input
to the district in making decisions about the structure of PLCs based on the
needs of the program.
The PLC templates were useful resources. They provided teachers with a
framework to successfully utilize the preschool standards and assessments to
develop a cycle of inquiry. The inquiry cycle included review of student
assessment data to determine appropriate standards focus and success criteria.
Teachers used that information to plan activities and interaction. PLC teams that
were controlled by the tight adherence to the PLC implementation templates and
completing paperwork reported lower degrees of satisfaction and overall
effectiveness of the PLC experience. Themes that emerged when asked why
teachers found value in participating in PLC included the fact that teachers were
allowed time for relationship building and collaboration and that collaboration with
teaching assistants and instructional peers inspired new and innovative ideas for
instruction, classroom management ,and ideas to engage students.
Finding 4: PLCs Increased Teacher Efficacy
Summary. The belief in one’s ability to plan, organize, and successfully
execute lessons that positively impact student learning is the substance of
teacher efficacy (Woolfolk Hoy & Davis, 2006). Teachers with a greater sense of
efficacy tend to show higher levels of ability to plan and prepare, are more open
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to new ideas and are more motivated to explore new strategies to increase
student success (Tschannen-Moran & Woolfolk Hoy, 2001).
Results of the Teachers’ Sense of Efficacy Scale survey revealed a
statistically significant increase in overall teacher efficacy and within the three
identified subscales, efficacy of instructional strategies, classroom management,
and student engagement, following a year of professional learning. The most
significant gains in teacher efficacy based on survey scores and interview data
were increased perceived ability to provide instructional and behavior supports to
struggling students, ability to accurately assess and use data to drive student
learning, and ability to provide individualized learning opportunities.
When asked how PLC implementation impacted classroom instruction,
classroom management, and student engagement, respondents’ answers related
to the three themes: Intentional planning and teaching, recognizing and breaking
habits, and the ability to plan and implement high interest, engaging lessons.
Intentional Planning and teaching. Studies that focus on teacher
awareness show that many teachers are unprepared to put together superior
academic programs to adequately support the individual needs of students (Kent,
2004). Within the PLCs, the teachers reported that the intentional planning and
teaching comes out of the consistent use of the student assessment results
(DRDP-2015) and the preschool standards (Foundations and Frameworks)
during the PLC meetings to collaboratively determine goals, drive instructional
decisions, and select activities based on individualized student need. Teachers
need to know how to differentiate learning and utilize collaborative review and
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reflection to improve practice to ensure maximum learning experiences for all
students (Dixon et al, 2014). Prior to PLC implementation, most teachers
reported that they had not used the standards and assessments consistently
while planning to ensure individual student success.
The transformative adult learning theory provides the theoretical
underpinnings for PLC success: teachers meet, ask questions, and discuss and
address beliefs or assumptions. This collaborative reflection and inquiry will help
teachers to objectively analyze and interpret data that will lead to the
enhancement of instructional strategies and lesson plans to more effectively
meet the needs of individual learners.
Intentional, targeted data collection was also mentioned by several
teachers in relation to collecting meaningful evidence for the DRDPs. Many
teachers stated that they are now using a more efficient data collection strategy
that is learned through discussion with colleagues during a PLC meeting. This
data collection is used to formatively assess student progress.
Recognizing and breaking from habit. Meeting with colleagues in PLCs
prompted teachers to try new lessons, expand upon previously taught lessons or
integrate new instructional strategies. Breaking from habit also included shifting
teachers from lesson planning on their own to engagement of instructional
assistants in the lesson-planning process. The instructional assistants now
understand the underlying goals of the activities that they are responsible to
teach. Data collection has also shifted to a more collaborative model as a result
of the assistants becoming more involved in the planning. The communication
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between teacher and assistant has been strengthened, and assistants are asking
more questions, taking observational notes, and getting more involved in other
assessment practices. The shift has made teachers and assistants think and act
as a teaching team. To increase the effectiveness of the team, the assistants will
need additional, ongoing training on standards, assessment and instructional
practices.
Intentional planning of activities that are of high interest. Teachers
reported that the PLC allowed the time for colleagues to meet and share new and
innovative ideas, and expand or refresh activities taught before. One coach
affirmed, “They’re able to dialogue, they’re able to plan, they’re able to connect,
and make meaningful lesson plans for their students.”
Transformational learning involves reflective assessment or reassessment
of assumptions. The learning is transformational when the reflection leads to the
realization that the assumptions or perceptions are found to be “distorting,
inauthentic, or otherwise invalid” (Mezirow, 1991, p. 6). During PLC meetings,
teachers were able to question, discuss, and address beliefs or assumptions with
colleagues. This collaborative reflection and inquiry allowed teachers to
objectively analyze and interpret data that led to subtraction of lessons, activities,
and instructional strategies that were ineffective or disengaging, and enhancing
or designing instructional strategies and lesson plans that provide new and
innovative ways to engage individual learners.
Interpretation. The required use of the standards and assessments to
analyze data and plan lessons collaboratively has created a shift in mindset
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among teachers, from planning random activities to planning lessons that are
standards based and meet the needs of individual students. A majority of
preschool teachers have limited training in preschool standards or in the use of
data to drive instruction. These teachers have not only been provided the days
of training prior to the PLC implementation, but also engaged in meaningful
practice over time. The PLC has provided an opportunity to negotiate meaning
with colleagues to continually improve this practice. Given the positive impact of
the improved instruction and relationship building between teachers, a majority of
teachers will continue to practice data-driven lesson planning and instruction and
develop partnerships with instructional peers following the PLC implementation
year.
The collaborative data analysis and planning has prompted teachers to
recognize instructional habits, explore new ways to enhance previously taught
lessons, and design new standards aligned with innovations. The collegial
relationships have challenged teachers to come up with engaging and
meaningful ideas to share at PLC meetings. Teachers reported that they have
“stepped up their game” as a result of planning with colleagues. Teachers are
also subtracting lessons and activities that are not aligned to the preschool
standards and the needs of the students. This elimination is an essential
element in breaking ineffective instructional habits to make room for new
innovative practices. The collegial planning has also built a newfound trust and
partnership among preschool teachers. Although many state preschool teachers
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remain isolated at elementary school sites, they now have a network of regional
colleagues to call upon when in need of assistance or support.
Finding 5: The Professional Learning System
Summary. The data related to the relationship between the two
professional learning strategies, PLCs and instructional coaching, was derived
from participating teacher and coach interviews. The program directors
implementing PLCs during the 2015–2016 school year were offered instructional
coaching facilitation of the PLC process. All coaches reported attending the
professional learning community three-day training. The majority of instructional
coaches attended at least one PLC meeting per site. One coach interviewed
attended several site-based PLC meetings. A high majority of teachers and all
coaches responded that they did see a relationship or connection between the
two professional learning strategies and that there was added benefit to
attending both concurrently. The majority of responses fell within three central
themes:
Value of interrelated components. Participating in the two strategies
concurrently allowed teachers to see and address interrelated components of
instructional practices: lesson planning, content, management, and instructional
strategies to enhance learning. The two types of professional learning address
different aspects of instruction, collectively complementing each other. The focus
of the PLC was the use of preschool standards (Foundations and Frameworks)
and student assessment data (DRDP-2015 results) to support instructional
decision making, including altering classroom goals and objectives, developing
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and adapting lessons in response to individual student needs, and organizing
and modifying student grouping arrangements.
The instructional coaching focus was on CLASS interactive strategies to
enhance learning. Combined, these two instructional supports greatly enhance
instructional practice. Participating during the same year afforded teachers time
and opportunity to work on different but interrelated aspects of instructional
content and instructional strategies.
Coaches provided guidance and focus to the PLC process. The PLC
implementation was complex. There were many components of the PLC process
that teachers were expected to navigate with limited support. One day of
professional learning community training provided prior to the first meeting was
insufficient in developing an understanding of the protocols and process of a
PLC. The majority of the teachers reported that the first few PLC meetings were
not as productive as they could have been; the paperwork was confusing, the
protocols were new, and they felt uncertain in whether they were “doing it right.”
A shift was expected to occur from planning in isolation to collaborative planning.
During the PLCs, teachers were now analyzing data to drive goal setting and
lesson planning, and using the foundation and frameworks tools to lesson plan.
Teachers reported that coaching visits gave them the opportunity to ask
questions about the PLC content and process. Conversely, the ideas that
emerged through the coaching conversations were shared during PLC meetings.
Both coaches and teachers benefited from the coach attending the PLC
meetings to serve as a facilitator during early implementation and as a resource
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to answer any questions related to the content or meeting structure. The
contribution of the coach as facilitator guided, validated, and solidified the PLC
process. Coaches were able to take what they had heard during the PLC
meetings and connect it to what was being discussed during coaching
conversations, serving as a conduit between the instructional coaching
experience and the PLC meetings.
Meaning and understanding of coaching and PLC content. During the
coaching visits, the teachers and coaches discussed goals and instructional
strategies, using video and feedback, to reflect and build upon the strengths
identified within lessons. The PLCs gave the teachers place and time to
negotiate the meaning of what was discussed with job-alike colleagues. This
was only reported by teachers who were allowed flexibility within the PLC to do
so; those teachers who were held to strictly following the protocols and
paperwork of the PLC did not connect the coaching discussions to PLC
meetings.
Interpretation. Research Question 2 allowed the research to explore the
relationship between the two professional learning practices and the added
benefit of concurrently participating in both in a single year. Interviews with both
teachers and coaches revealed that not only is there a relationship between the
two professional learning strategies, there was added benefit to concurrent
participation. Participation of both allowed teachers to see and address
interrelated components of instructional practices, lesson planning, content
management and instructional strategies to enhance learning. Added benefits
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also included the value of coaches’ providing guidance and focus to the PLC
process and the opportunity to negotiate meaning and understanding of the
coaching process with PLC peers. To increase this added benefit, I recommend
the attendance of instructional coaches as facilitators and/or technical assistant
support to PLC meetings during the early implementation period and periodically
throughout the year.
As part of the professional learning system, another recommendation is to
include specific learning related to deliberately guiding teachers to understand
the interrelationship between instructional coaching and PLC participation early
on to further a comprehensive approach to lesson planning. Although teachers
actively participated in both professional learning strategies, some interviewed
teachers only made the connection between the two when asked whether there
was a relationship between instructional coaching and PLCs. If provided with
additional ongoing training, the instructional coach could serve as the guide for
teachers to strategically utilize the interrelationship of the two strategies to
improve planning and instruction.
Implications
Implications for Policy
June 30, 2016, marked the sunset of the four-year Race to the Top–Early
Learning Challenge federal grant program, the first national grant dedicated to
the development of state systems of quality improvement of early education
programs. During that same time period, California lawmakers authorized Senate
Bill 858 and allocated Proposition 98 funds for a QRIS block grant for the support
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of local, early learning QRIS that increased the number of low-income children in
high-quality early education programs.
This three-year commitment from California lawmakers to fund lead
county offices to develop and maintain QRIS, which in Orange County included
instructional coaching services and PLC implementation, is also set to sunset in
2017. California legislators have prioritized local control of state educational
funds. Funding to support quality improvement of state preschool programs has
now been directly allocated to districts for greater flexibility of use of early
education improvement funds. Given the local control that districts have been
given to determine quality improvement program needs, California policy should
align accountability of those funds to the K-12 Local Control Funding
Formula/LCAP system. Districts should be held accountable to develop an early
childhood education district plan, which would include year-to-year goals and
state or local measures that would be used to determine quality of programs.
The purpose of this research was to examine a means to provide
opportunity for educationally underprepared preschool educators to receive highquality, within context, in-service instructional supports. Another strategy to
remediate this problem is to implement state policy to ensure that preschool
teacher higher education preparation requirements are equal to those set for K12 educators. Unlike the K-12 educational system in California, a baseline criteria
for professional credentialing requirements has not been established for
preschool teachers. In California, the minimum requirements to work in a K-12
educational setting as a “highly qualified teacher” are attainment of a bachelor’s
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degree, multiple-subject or single-subject California teaching credential, and
CLAD/BCLAD certification. These educational requirements do not apply to
preschool teachers responsible for teaching the youngest learners during their
first years in a school setting. In addition to mandating preschool teacher
credentialing, policy should also address elevating minimum higher educational
requirements and mandate professional certification for preschool instructional
assistants, who are held responsible to teach alongside the teacher in the
classroom for the majority of the instructional day. Currently the educational
requirement for an instructional assistant in a state preschool program is
completion of six semester units of early childhood education or child
development coursework.
The PLC has given teachers and assistants the opportunity to take the
time outside of the school day to collaboratively plan lessons, activities, and
assessment strategies and engage in discussion related to individual student and
group needs. Research results indicate that state preschool educators are not
afforded planning or collaboration time. Current state preschool policies, which
include a minimum number of instructional days that exceed K-12 standards, do
not provide time or funding necessary for teachers to collaborate with peers or
instructional assistants outside of the instructional day. Current policies and
funding limitations of state preschool programs preclude allowing instructional
assistant’s contracts to include time outside of the instructional day. Teachers
and assistants need time to plan, evaluate assess, reflect, and discuss student
need when students are not present.
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Because coaches played a seemingly important role in increasing efficacy,
policy implications also include the requirement of higher education attainment
for coaches, specific to instructional coaching practices. A key ingredient to the
success of the instructional coaching experience and impact on teacher efficacy
is the experience and education of the participating coaches included in this
study. California state teacher credentialing should require a specialized
credential or certification for instructional coaches. Higher education supports
would then need to be put into place to offer coursework and internship
opportunities for instructional coaches to adequately prepare for this specialized
position within education.
Implications for Practice
Research results indicated that the professional learning system
implemented to support Orange County state preschool educators positively
impacted teacher efficacy. The purpose of addressing both components within
the same study is clear: When applied concurrently, efficacy results of one or the
other are difficult to untangle. As the results of this study indicated, there are
additional benefits to providing a system of support to enhance the quality of
classroom instruction.
The complexities of educating the “whole child” rather than
compartmentalizing student need has driven educational leaders to shift to a
systems approach to address many complex educational reforms including,
Multi-Tiered Systems of Support (MTSS), student assessment through the lens
of a comprehensive assessment system, integration of English language arts and
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English language development, and integration of science, technology,
engineering, and mathematics instruction. Early education leaders have the
opportunity to view instructional coaching, PLCs, professional learning in the
form of interactive, topic specific “boot camps,” and social–emotional supports as
a comprehensive professional learning system. Episodic workshops are
inadequate to promote long-term improvement of instructional practices (Knight,
2007). Teachers need to be provided a range of instructional supports if we
expect significant instructional change to occur (Bandura, 1997; DuFour et al.,
2004; Knight, 2007).
Similar to the shift that preschool teachers included in this study have
made in intentional lesson planning, preschool administrators can now
intentionally plan and invest in a yearlong professional learning system using
standards and a variety of student and classroom level assessment results to
identify the need of the program overall as well as individual teacher need. A
quality improvement plan of the professional learning program can be initiated
with set goals and identifiable measures.
The QRIS program in California certainly initiated this systems thinking
around early education professional learning measures and supports. As a result
of the QRIS initiative, preschool program directors are empowered to take
ownership of the design, implementation, and monitoring of the quality of local
comprehensive systems of instructional supports.
Implications for professional practice should also include the practice of
hiring highly qualified early education professional instructional coaches and PLC
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facilitators at the district or school level, whose primary function it is to provide
ongoing technical assistance to early educators, including the support of
instructional assistants. Relationship building is paramount to the success of
these support programs. Teachers are able to develop deeper relationships with
internal support providers who can provide consistency and continuity of practice.
Implications for Future Research
Many variations of coaching are represented in the literature (Knight
2007). Results from research Finding 1 provides a comprehensive description of
the variations of instructional coaching models implemented in Orange County
state preschool programs. Three distinct types of instructional coaching models
were described by coaches and teachers: in-person coaching, in-person
coaching integrating the My Teaching Partner cycle, and the My Teaching
Partner coaching support that does not include in-person site visits (not included
in this study). Future research could include a comparison of the three types of
early education coaching approaches. Research could also include teacher and
student assessment results and pre- and post-CLASS teacher observations.
Research has also identified the positive impact of structured peer
collaboration as an effective strategy for professional growth (Mintzes et al.,
2013; Vescio et al., 2008). Research implications related to PLCs can include
replication of the teacher efficacy study to determine the impact of results related
to teacher efficacy during early implementation of PLCs compared to PLC
programs that have exceeded the three-to-five year recommended
implementation phase of new initiatives. A study can also be conducted
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comparing the level of satisfaction and/or effectiveness of the different variation
of PLCs described within this study: classroom-based PLCs that include teacher
and instructional assistants, regional PLCs that include instructional peers from
local preschool sites, and the inclusion of both models within a single program.
Within the professional learning systems of support, an interesting
comparison can be made of the effectiveness of programs that consistently train
and utilize instructional coaches as PLC facilitators versus programs that keep
the two professional development strategies compartmentalized.
Allowing the assignment of unique identifiers to preschool students would
support long-term study of the academic impact to California students who attend
an early education program that was deemed high quality, either by California
QRIS rating or by a future quality rating scale that identifies and measures
programs that have implemented professional development systems.
Recommendations
Expert Instructional Coaches
Instructional coaching requires expertise in communication skills,
relationship building, facilitating reflective practice, research-based instructional
strategies, and the ability to develop a high level of trust (Knight, 2005). In order
to provide the highest quality of coaching support, it is essential to hire
experienced, skilled instructional coaches who have been credentialed or trained
specifically on instructional coaching practices. The extensive experience,
education, and ongoing professional learning of the participating instructional
coaches included in this study were a critical component of the success of the
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Orange County instructional coaching implementation. The coaches’ expertise in
building relationships combined with the strength-based coaching approach
served to support participating teachers in openly and honestly questioning their
own current practices and engage in meaningful discussion about strategies to
improve instruction.
Administrators and policymakers can advocate at the local and state level
that high-quality professional learning is derived from educated and experienced
practitioners. There is an added value to instructional coaches who are hired
within the district and school who can also be utilized as support to PLCs.
According to Cohen and Hill, “Teachers benefit most when their learning is
reinforced over time through repeated and varied exposure to ideas and through
interactions with colleagues, who can act as a resource for each other’s learning”
(as cited in Knapp, 2003, p. 121).
A Systems Approach to Professional Learning of Early Educators
Episodic workshops are inadequate to promote long-term improvement of
instructional practices (Knight, 2007). Teachers need to be provided a range of
instructional supports if we expect significant instructional change to occur
(Bandura, 1997; DuFour et al., 2004; Knight, 2007). Historically, education has
compartmentalized professional learning opportunities. By approaching
professional learning as a system, district preschool administrators can use
aggregated classroom-level environmental assessments; CLASS assessment
results; and student-level data, including DRDP-2015 and Ages and Stages
developmental student profiles, to determine a system of integrated
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comprehensive supports that address district, classroom, and individual teacher
level needs in support of the whole child. According to Casserly (2002) school
districts that increase student achievement at a faster rate were found to have
comprehensive professional learning systems in place. Administrators can
strategically promote facilitators such as instructional coaches, professional
learning community leads, or social–emotional/ behavioral series facilitators to
intentionally embed conceptual connections between professional learning
opportunities.
Implementation Time
The comparison of the Orange County instructional coaching model to the
PLCs model included in this study points out implementation time as a measure
for program success. Feedback from teachers and coaches regarding
instructional coaching indicate that over the course of several years, the
instructional coaching model and the in-class support provided by the coaches,
has continually improved. Improvements have included additional training to
coaches, an improved logic model of site visits, the addition of the My Teaching
Partner training and resources, and greater flexibility to specific content supports.
Conversely, the Orange County preschool professional learning
community model is in its infancy; 2016–2017 was the first year of state
preschool program PLC implementation. Program feedback from administrators
and teachers could provide critical information for the PLC implementation to
continually improve, expand, and provide greater and more targeted supports to
collaboration efforts. PLC implementation, like the instructional coaching
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implementation model, requires the gift of time—to learn, expand, and
authentically meet the needs of teachers and students. Unfortunately, early
education quality improvement efforts are habitually tied to short-term funding
sources. Recommendations to district leaders include long-term investment of
time and funding to support the growth and improvement of the professional
learning community strategy as a means to improve outcomes for our youngest
learners.
Summary of the Dissertation
The critical importance of high-quality early education to future success
has been well established; over two decades of research links quality preschool
education to lifelong benefits, including future academic success and greater
contribution to the community at large (Duncan et al., 2008; Grunewald, 2003;
Reynolds et al., 2011). Research indicates that students across the nation are
starting kindergarten unprepared to face the rigors of 21st-century skill
development. The problem that this study addressed was identifying an effective
approach to support preschool teachers in meeting the increased demand for
content knowledge and instructional expertise to improve the quality of the
preschool experience for our youngest learners.
Quantitative and qualitative results showed that the professional learning
system approach implemented in Orange County which included instructional
coaching coupled with PLC implementation over the course of the 2015–2016
school year statistically increased teacher efficacy in instructional strategies and
classroom management, as well as the ability of teachers to engage students.
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The Teachers Self Efficacy survey and interview results indicated that, as a result
of participating in the professional learning system, teachers hold greater ability
to provide instructional and behavior supports to struggling students, to
accurately assess and use data to drive student learning, and to provide
individualized learning opportunities.
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APPENDIX A
TEACHERS’ SENSE OF EFFICACY SCALE

A Great Deal

Quite A Bit

Some Influence

Nothing

Directions: This questionnaire is designed to help us gain a
better understanding of the kinds of things that create
difficulties for teachers in their school activities. Please
indicate your opinion about each of the statements below.
Your answers are confidential.

How Much Can You Do?

Very Little

Teacher Beliefs

How much can you do to get through to the most
difficult students?
2. How much can you do to help your students think
critically?
3. How much can you do to control disruptive behavior in
the classroom?
4. How much can you do to motivate students who show
low interest in school work?
5. To what extent can you make your expectations clear
about student behavior?
6. How much can you do to get students to believe they
can do well in school work?
7. How well can you respond to difficult questions from
your students?
8. How well can you establish routines to keep activities
running smoothly?
9. How much can you do to help your students value
learning?
10. How much can you gauge student comprehension of
what you have taught?
11. To what extent can you craft good questions for your
students?
12. How much can you do to foster student creativity?

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)
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(3)

(4)

(5)

(6)

(7)

(8)

(9)
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(8)

(9)
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(8)
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(3)

(4)
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(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

13. How much can you do to get children to follow
classroom rules?
14. How much can you do to improve the understanding of
a student who is failing?
15. How much can you do to calm a student who is
disruptive or noisy?
16. How well can you establish a classroom management
system with each group of students?
17. How much can you do to adjust your lessons to the
proper level for individual students?
18. How much can you use a variety of assessment
strategies?
19. How well can you keep a few problem students form
ruining an entire lesson?
20. To what extent can you provide an alternative
explanation or example when students are confused?
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(4)

(5)
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(8)

(9)
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(8)

(9)
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(8)
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1.
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21. How well can you respond to defiant students?

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

22. How much can you assist families in helping their
children do well in school?
23. How well can you implement alternative strategies in
your classroom?
24. How well can you provide appropriate challenges for
very capable students?

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)

(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)
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APPENDIX B
DIRECTIONS FOR SCORING THE TEACHERS’
SENSE OF EFFICACY SCALE1
Developers: Megan Tschannen-Moran, College of William and Mary Anita
Woolfolk Hoy, the Ohio State University
Construct Validity
For information regarding the construct validity of the Teachers’ Sense of
Teacher Efficacy Scale, see: Tschannen-Moran, M., & Woolfolk Hoy, A. (2001).
Teacher Efficacy: Capturing an elusive construct. Teaching and Teacher
Education, 17, 783-805.
Factor Analysis
It is important to conduct a factor analysis to determine how your participants
respond to the questions. We have consistently found three moderately
correlated factors: Efficacy in Student Engagement, Efficacy in Instructional
Practices, and Efficacy in Classroom Management, but at times the makeup of
the scales varies slightly. With preservice teachers we recommend that the full
24-item scale (or 12-item short form) be used, because the factor structure
often is less distinct for these respondents.
Subscale Scores
To determine the Efficacy in Student Engagement, Efficacy in Instructional
Practices, and Efficacy in Classroom Management subscale scores, we
compute unweighted means of the items that load on each factor. Generally
these groupings are:
Long Form
Efficacy in Student Engagement:
Efficacy in Instructional Strategies:
Efficacy in Classroom Management:

Items
Items
Items

Short Form
Efficacy in Student Engagement:
Efficacy in Instructional Strategies:
Efficacy in Classroom Management:

Items 2, 3, 4, 11
Items 5, 9, 10, 12
Items 1, 6, 7, 8

1, 2, 4, 6, 9, 12, 14, 22
7, 10, 11, 17, 18, 20, 23,
24
3, 5, 8, 13, 15, 16, 19, 21
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APPENDIX C
TEACHERS’ SENSE OF EFFICACY SCALE ADMINISTRATION DIRECTIONS
Read the following instructions to teachers:

Today you have the opportunity to voluntarily take a survey about teacher
efficacy as part of your participation in the OCDE QRIS Block grant professional
learning.

Teacher efficacy has been defined as: A teacher’s self judgement that

his/her personal capabilities can affect student achievement regardless of
outside influences even in the most challenging situations. We are gathering this
information before and following a year of participation in instructional coaching
and PLCs. The survey is anonymous. The anonymous survey data may be
used for future research.

There are no right or wrong answers. Please answer each question honestly.
Again, this survey is anonymous, please do not put your name on the survey.
You will have as much time as you need to finish. Do you have any questions
before we begin?
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APPENDIX D
THE IMPACT OF PROFESSIONAL LEARNING ON
PRESCHOOL TEACHER EFFICACY
Interview Questions for Teachers
District Name: _____________________
Date: ________________
Name of Person Interviewed: ___________________________________
Title: ______________________________________________________
Start time: __________________________
End time: _____________
The purpose of this interview is to learn more about your participation of both
instructional coaching and professional learning community implementation
during this school year. The information collected from this research project will
inform current literature and provide information to state preschool administrators
and early education state leaders about the impact of professional learning
practice on preschool teacher efficacy.
1.

Have you participated in both instructional coaching and Professional
Learning Communities this school year?

2.

Please tell me about your experience working with an instructional coach.

3.

What is the role of the instructional coach?

4.

How does your instructional coach support you?

5.

How has the instructional coaching experience impacted your instruction?

6.

How has the instructional coach impacted your classroom management
practices?

7.

Did your instructional coaching experience contribute to student
engagement in some way?

8.

Can you please tell me about your experience this year participating in
your professional learning community.

9.

How are your meetings structured?
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10.

How often do you meet?

11.

How has participating in PLCs supported you professionally?

12.

Explain any changes you’ve experienced professionally as a result of
PLCs.

13.

How has PLC participation impacted your classroom instruction?

14.

How has PLC participation impacted your classroom management
strategies?

15.

Has your instructional coach participated in the PLC process?

16.

What is the relationship between PLCs and instructional coaching
participation?

17.

Would you like to add anything more about your experience over the past
year related to instructional coaching or PLCs?
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APPENDIX E
THE IMPACT OF PROFESSIONAL LEARNING ON
PRESCHOOL TEACHER EFFICACY
Interview Questions for Instructional Coaches
Name of Person Interviewed: ______________________________________
Title: _________________________________________________________
Start time: __________________________
End time: ________________
The purpose of this interview is to learn more about your participation of both
instructional coaching and professional learning community implementation
during this school year. The information collected from this research project will
inform current literature and provide information to state preschool administrators
and early education state leaders about the impact of professional learning
practice on preschool teacher efficacy.
1.

Have you participated in both instructional coaching and Professional
Learning Communities this school year?

2.

Please tell me about your experience working as an instructional coach.

3.

What is your role of the instructional coach?

4.

Do you believe the instructional coaching experience has influenced or
altered classroom instruction? In what way?

5.

Do you believe the instructional coaching experience has influenced or
altered classroom management? In what way?

6.

Do you believe the instructional coaching experience has influenced or
altered student engagement? In what way?

7.

Can you please tell me about your experience this year participating in the
PLCs?
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8.

What is the relationship between PLCs and instructional coaching
participation?

Would you like to add anything more about your experience over the past year
related to instructional coaching or PLCs?
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