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The purpose of this study was to examine the implementation of peer coaching as 

compared to no coaching (standard presentation only) on the transferability of staff 

development to classroom practice in grades one through eight in two Chicago Public 

Elementary Schools.  Quantitative and qualitative data were collected by classroom 

observation by trained inter-raters in three areas of staff development tallies: low profile 

interventions, cooperative learning, higher order thinking and composite score.  The peer 

coaching and standard presentation participants reported qualitative data in journals, 

semi-monthly in interviews focusing on strategic attitude, and evaluation relating to the 

three areas cited above. 

The control group was composed of five teachers in grades one through eight who 

were randomly selected and received standard presentation only and no training in peer 

coaching.  The experimental group peer coaching was composed of ten teachers in grade 

one through eight who volunteered to be involved in the study.  The teachers were 

organized into teams of two: five peer coaching teams.  Each experimental group peer 

coaching teacher chose his/her own partner to work with during the study.  The 



Gottesman  Jennings Model of Peer Coaching in three phases: peer watching, peer 

feedback, and true peer coaching was used.  The quantitative data pretest to posttest was 

analyzed by both Independent and Dependent T-Tests.  Three is a statistically significant 

difference between the control standard presentation and the experimental peer coaching 

group at the .01 level. 

The results of the four hypotheses and the quantitative data follow: 

Hypothesis #1: Peer Coaching will have a higher incidence of transferability of 

staff development to classroom practice.  Accepted at .01 level.  The Dependent T-Test 

revealed peer coaching pretest mean of 8.40 to posttest mean of 18.90.  Overall pretest to 

posttest measures showed t (d.f. = 9) = 7.584 < .05.  The qualitative results supported the 

hypothesis. 

Hypothesis #2: Standard presentation had a higher incidence of transferability of 

staff development to classroom practice.  Not accepted at the .01 level.  The Dependent 

T-Test overall pretest mean of 9.20 to posttest mean of 9.40 showed that 0.058 p > .05.  

The qualitative data did not support the non-acceptance of the hypothesis. 

Hypothesis #3: Peer Coaching had a lower incidence of transferability of staff 

development to classroom practice.  Not accepted at the .01 level.  The Dependent T-Test 

overall pretest mean of 8.40 to posttest mean of 18.90.  Overall pretest to posttest 

measures show t (d.f. = 9) = 7.584 < .05..  The qualitative data supported the hypothesis. 

Hypothesis #4: Standard presentation had a lower incidence of transferability of 

staff development to classroom practice.  Accepted at the .01 level.  The data from the 

Dependent T-Test comparing the standard presentation to the peer coaching reveal that 

the standard presentation overall score mean of 9.20, total score of 0.058 t (d.f. = 4) = 
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0.058 p > .05.  The peer coaching group mean pretest of 8.40 and mean posttest of 18.90 

total score 7.584 t (d.f. = 9) = 7.514 p > .05 is statistically significant.  The qualitative 

data supported the hypothesis.  The major recommendation peer coaching should be 

implemented to enhance staff development. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 iv 

 

ACKNOWLEDGMENTS 

 

The author would like to thank his dissertation committee:  Chairperson Professor 

Emeritus, Dr. Mel Heller, Co-Chairperson, Dr. Jack Kavanagh, and Committee Member, 

Dr. Janis Fine for their unwavering support and assistance.  Dr. Mel Heller foresaw the 

development of the study and made valuable contributions important to all aspects of the 

study.  Dr. Jack Kavanagh contributed to the study by assisting in the development, 

methodology and statistical analysis.  Dr. Janis Fine provided invaluable insight and 

support in the analysis of the study.  They all provided guidance and support throughout 

the study which helped the author to accomplish his best work in the field of education. 

The author would also like to thank the teachers and principals of the two selected 

Chicago Public Elementary Schools in the study.  These two outstanding instructional 

leaders, Margorie Joy and Joyce Jager, provided the leadership and facilities to complete 

the study.  The author would also like to thank Dr. Vinni Hall for her contributions and 

help in completing the study.  In addition, the author would also like to thank Valerie 

Collier for formatting the final manuscript.  Finally, the author would like to thank Dr. 

Barbara Gottesman for inspiring me to develop a “passion for peer coaching.” 



 

 

 

 

 

 

 DEDICATION 

This dissertation is dedicated to my mother, Helen M. Truesdale - my first teacher 

who has taught me perservance and the dedication to complete goals in spite of all 

adversity. 



 

 vi 

 TABLE OF CONTENTS 

 

ACKNOWLEDGMENTS iii 

 

LIST OF TABLES vii 

 

Chapter 

 

I. INTRODUCTION 1 

 

Statement of the Problem 9 

Purpose of the Study 10 

Significance of the Problem 12 

Methodology 13 

Definitions 20 

Limitations 23 

 

II. REVIEW OF RELATED LITERATURE 24 

 

Concept of Peer Coaching 24 

The History of Peer Coaching 50 

Effects of Peer Coaching Programs 64 

Summary 78 

 

III. PRESENTAITON AND ANALYSIS OF DATA 82 

 

Section One:  Quantitative Data 82 

Section Two:  Qualitative Data 89 

Section Three: Comparative of Qualitative and 

     Quantitative Results 119 

 

IV. SUMMARY, CONCLUSIONS, RECOMMENDATIONS, 

AND SUGGESTIONS FOR FURTHER STUDY 122 

 

Summary 122 

Conclusions 124 

Recommendations Based on Conclusions 127 

Suggestions for Further Study 127 



 

 vii 

APPENDIX 

 

A. STAFF DEVELOPMENT IN THREE AREAS: LOW PROFILE 

INTERVENTIONS, COOPERATIVE LEARNING, AND 

CRITICAL THINKING 129 

B. THE GOTTESMAN-JENNINGS MODEL OF 

PEER COACHING 135 

C. PREOBSERVATION AND POSTOBSERVATION FORMS 137 

D. JOURNAL RESPONSES 141 

E. CONSENT FORMS 143 

 

REFERENCES 146 

 

VITA 154 



 

 viii 

 

 

 

 

 

 LIST OF TABLES 

 

Table Page 

 

1. Dependent T-Test - Low Profile Interventions 84 

 

2. Dependent T-Test - Cooperative Learning 85 

 

3. Dependent T-Test - Higher Order Thinking 86 

 

4. Dependent T-Test - Composite Scores 87 

 

5. Low Profile Intervention Strategies - Standard Presentation 92 

 

6. Cooperative Learning Strategies - Standard Presentation 92 

 

7. Higher Order Thinking Strategies - Standard Presentation 93 

 

8. Low Profile Intervention Attitudes - Standard Presentation 94 

 

9. Cooperative Learning Attitudes - Standard Presentation 95 

 

10. Higher Order Thinking Attitudes - Standard Presentation 95 

 

11. Low Profile Intervention Evaluations - Standard Presentation 96 

 

12. Cooperative Learning Evaluations - Standard Presentation 97 

 

13. Higher Order Thinking Evaluations - Standard Presentation 97 

 

14. Low Profile Intervention Strategies - Peer Coaching 99 

 

15. Cooperative Learning Strategies - Peer Coaching 100 

 

16. Higher Order Thinking Strategies - Peer Coaching 101 

 

17. Low Profile Intervention Attitudes - Peer Coaching 102 

 



 

 ix 

18. Cooperative Learning Attitudes - Peer Coaching 103 

 

19. Higher Order Thinking Attitudes - Peer Coaching 104 

 

20. Low Profile Interventions Evaluations - Peer Coaching 105 

 

21. Cooperative Learning Evaluations - Peer Coaching 106 

 

22. Higher Order Thinking Evaluations - Peer Coaching 107 

 

23. Similarities of Patterns and Trends Between Each Group 113 

 

24. Differences of Patterns and Trends Between Each Group 116 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 10 

 CHAPTER I 

 

 INTRODUCTION 

 

A report issued in the year of 1996 by the Commission of Teaching and America's 

Future offers a unique perspective on some problems confronting the teaching profession. 

The commission found a profession that is stagnating from neglect.  It noted that the 

reform of elementary education depends on the rebuilding of its foundation in the 

teaching profession.  The commission said in its report "rebuilding the foundation of 

education must address the technical level of teachers and the social restructuring of 

schools to support high quality teaching and professionalism."
1
 

One of the challenges identified by the Commission of Teaching and America's 

Future (1996), as a barrier in the development of a high quality teaching work force in the 

public schools was teacher isolation and a lack of professional development for No Child 

Left Behind legislation for experienced teachers.  The N.C.L.B. federal legislation of 

2001 requires that all teachers constantly update their skills.  Students experience success 

in eighteen categories including special education.  Peer coaching may be valuable in 

meeting this requirement.  In addition, most school districts spend much of their limited 

resources on one-shot workshop presentations with no follow-up of the training to 

classroom practice.  According to teacher training researchers, Gottesman and Jennings 

________________________ 

 
1
Commission of Teaching and America’s Future, 1996, 3. 

stated: 
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Teaching is a very complex and complicated skill.  During any given day, 

most teachers will make hundreds of highly subjective decisions involving 

teaching and learning.  To further complicate this matter is the fact that 

most teachers work in isolation.  Therefore, many critical decisions about 

teaching are made in total and complete isolation.
2
 

 

In the teaching profession, the tradition and common norm is that teachers are 

physically and socially isolated from one another.  The physical isolation comes from the 

original one room school house to current modern building structures described by 

Glickman, "As one schoolroom houses repeated every few yards down the corridor, the 

physical characteristics of schools impose barriers to communication about successful 

instructional and curricular practice."
3
 

In further defining the problem of social isolation, teacher researchers Liberman 

and Miller stated:  "That is perhaps the greatest irony and the greatest tragedy of teaching 

that so much is carried on in self-imposed and professionally sanctioned isolation."
4
 

As result of this isolation, not many teachers have an opportunity to benefit from 

the help of other colleagues.  Gottesman gives an additional perspective on the problem 

of teacher isolation having stated: 

Further complicating the problem of teacher isolation is the fact that most 

________________________ 

 
2
Gottesman, B., Peer coaching for educators, 2nd ed. (Lancaster, PA: Technomic 

Publishing, 2000), 3. 

 
3
Glickman, C., Pushing school reform to a new edge: The seven ironies of school 

empowerment, Phi Delta Kappan 721: 68-92. 

 
4
Smith, S., and Scott, W., New structures build collaboration among teacher and 

administrator, OSCC Report 27 (Fall 1990): 2. 

teachers have only three to five hours a week for planning purposes.  This 

means there is almost no regular time in the school day for teachers to 
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consult together about curriculum, instruction, and student matters.
5
 

 

Rosenholtz, in his research indicates that teacher isolation stunts professional 

 

growth.  Rosenholtz found: 

 

Teacher isolation is perhaps the greatest impediment to learning to teach 

or improving existing skills because it forces teachers to learn by trial and 

error.  Where school structures and norms inhibit teachers from assisting 

one another, they must rely on their own ability to detect problems and 

discern solutions.  As a consequence of these norms, many teachers feel to 

ask a colleague for help is a sign of incompetence.  Most teachers feel very 

uncomfortable about venturing into another teacher's classroom or having 

another teacher visit theirs.
6
 

 

Robbins further supported Rosenholtz's perspective on teacher isolation in her 

book, "How to Plan and Implement a Peer Coaching Program."  She stated: 

As a result, many well kept secrets exist.  In individual classrooms, and 

year after year, teachers leave their mark on education experiences but not 

a trace on the teaching profession.  Despite hundreds of years of collective 

experience individual schools, few avenues exist for teachers to tap this 

expertise.
7
 

 

While it is not usually the norm for other professionals to work in isolation, their  

isolation is unique from teachers.  In other professions, such as law and medicine, the 

professionals have an opportunity to work in teams to collaborate on difficult cases.  In 

the teaching profession, this practice is almost non-existent.  According to Robbins, "The 

________________________ 

 
5
Gottesman, 7. 

 
6
Rosenholtz, S., Teacher=s workplace (New York: Longman, 1989), 20. 

 
7
 Robbins, P., How to implement a peer coaching program (Alexandria, VA: 

Automated Graphics, 1991), 11. 

norms governing collegial interactions in schools stand in stark contrast to those of the 
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medical and law professions, where joint work in collegial consultation are the norm.@
8
 

Jennings further supports Robbins' perspective on lack of teacher collaboration 

having stated: 

Therefore we fail to provide in education an environment to promote 

teacher growth.  We have failed to provide the type of environment where 

teachers are encouraged to discuss teaching and learning in order to 

develop ideas and practice.  If teachers were flowers, they would die on the 

vine for lack of nourishment.  It should come as no surprise that most 

teachers most decisions based on instinct rather than research.  Most are 

about as skilled as they will ever be by the fifth year of teaching.
9
 

 

One of the ways to remediate the problems that exist because of physical and 

philosophical isolation is to establish a climate that supports professional collaboration.
10
 

However, collaboration within the area of professional growth in a hierarchical 

organization is challenging.  Glickman posited: 

One of the key components for traditional teacher growth has been the area 

of formal evaluation and supervision.  The means for professional growth 

have been imposed on the teacher by an "evaluator who, in the 

bureaucratic hierarchy, is "above" and not equal to the teacher.  This 

unequal relationship has resulted in teachers' viewing supervision as 

threatening to their teaching.  Within this model of supervisory evaluation 

teacher performance is viewed as basically deficient, and personal 

knowledge is ignored.
11
 

 

________________________ 

 
8
Ibid. 

 
9
Gottesman, 3. 

 
10
Barth, R., Improving schools from within (San Francisco, CA: Jossey Bass, 

1990). 

 
11
Glickman, 80. 

Gitlin and Price discovered in their research relative to teacher evaluation: 
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indicated traditional teacher evaluation builds on several assumptions: a) 

evaluation is a process that compares a set of predetermined standards 

with a set of practices, b) evaluation is a one way process from the 

evaluator to the observed teacher, c) evaluation reflects the historical and 

technical nature of knowing, and d) administrative evaluation assumes an 

individualistic, and competitive view of evaluation.
12
 

 

Nolan further supported Glickman, Gitlin and Price with the following: "There 

has been very little opportunity for teachers to examine their own teaching and make 

changes.  Teachers have the capacity and desire to make their own discoveries about how 

to better their craft."
13
 

In 1992, the concept that the principal was solely responsible for teacher behavior, 

growth, and development; changed to a different paradigm.  "As educational systems 

struggle with restructuring and organizational shifts, the old paradigm of the bureaucratic 

style of supervision is in flux."
14
 

Another, more recent paradigm is that teachers are responsible for their own 

professional growth individually and as a group.
15
  In addition, Rooney further stated, 

"that the traditional model of supervision inherently assumed that the principal has the 

________________________ 

12
Gitlin, A., and Price, D., Teacher evaluation alternatives (New York: Falmer 

Press, 1992), 182. 

 
13
Nolan, J., Case study: Windows onto clinical supervision, Educational 

Leadership 51(2): 50. 

 
14
Glickman, 189. 

 
15
Rooney, J., Teacher evaluation: No more supervision, Educational Leadership 

51(2): 120. 

power to change behavior, and that teachers need some adjusting the coaching model 
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redefines the role of teachers in collaboratively working toward professional growth.
16
 

Although the concept of coaching is grounded in the previous research in staff 

development training, the term coach was first applied to staff development training.  The 

term coaching was first applied to staff development training programs because of its 

similarities to athletic coaching.  Coaching has been defined by experts in the field, Joyce 

and Showers: 

...as companionship, the giving of technical feedback, and the analysis of 

the application of skills in the classroom.  Technical feedback is limited to 

giving information about the execution of skills in a non-judgmental 

manner.  The purpose of coaching is to enhance the application of skills by 

providing structure for follow-up to the initial training activity which 

focuses on acquiring new teaching skills.
17
 

 

Neubert and Bratton expand the definition of coach stating: 

 

Following initial staff development training activities the second phase of 

staff development training includes applying new instructional strategies 

to the teacher's repertoire and the companionship of peers is needed to do 

so.  Peer coaching encourages two teachers to attend the same staff 

development training, collaborate on lesson development, observe one 

another in their classrooms as the lesson is taught, then offer constructive 

criticism about the lesson.
18
 

 

The additional research of Hunter and Russell supported Neubert and Bratton's 

 

observation about coaching as it relates to teacher effectiveness. 

_______________________ 

 
16
Ibid. 

 
17
Joyce B., and Showers, B., Student achievement through staff development (New 

York: Longman, 1988), 20. 

 
18
Neubert G., and Bratton, E., Team coaching: Staff development side by side, 

Educational Leadership 44(5): 30-31. 

A more effective means of enhancing teacher effectiveness is through the 

use of teacher collaboration.  Teacher professional growth will occur as a 
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result of the following: a) motivation to be a growing professional, b) 

opportunities to learn procedures for instructional effectiveness, c) 

coaching and supervision to enable one to become a increasingly skilled 

professional, and d) informed self help.  Coaching has the power to 

heighten teacher effectiveness by reinforcing and extending a teacher's 

productive practice.  In addition, coaching adds new understanding in 

instructional effectiveness by incorporating new research into daily 

teaching.
19
 

 

Glatthorn identifies five different ways in which collaboration will occur in a 

school: "professional dialogue, curriculum development, action research, peer 

supervision, and peer coaching."
20
  Glatthorn defined peer coaching as: 

As a confidential arrangement between peers that includes a focused 

observation and feedback on that observation.  It is not an evaluation; it 

does not validate a teacher's effectiveness.  Coaching provides teachers an 

opportunity to closely examine and reflect on classroom practice in a 

psychologically safe environment where it is all right to experiment, fail, 

revise, and try again.
21
 

 

Even though Glatthorn's Model is sixteen years old, the information is relevant for 

 

today's teachers as they collaborate: 

 

Teams of teachers encourage one another to think in new ways, make new 

connections, and experiment with new skills in a supportive environment. 

 Teachers are empowered to make decisions about data collection as they 

engage in peer observation and post observation conferences.  This 

reflective process provides substantial advantage over the traditional old 

 

_______________________ 

 
19
Hunter, M., and Russell, J., Rx improved instruction (El Segundo, CA: T.I.F. 

Publications, 1990), 187. 

 
20
Glatthorn, A., Differentiated teacher evaluation, Educational Leadership 44 

(1987): 35. 

 
21
Ibid. 

paradigm of individual self-reflection.
22
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The process of moving a school from a traditional supervisory model to an 

effective environment of collaboration is not an easy task.  Smith and Scott indicate that 

research on effective schools has emphasized the importance of regular teacher 

observation of teacher's classroom performance.  "Teachers improve when they are 

observed and given feedback by someone who can identify and reinforce a teacher's 

strengths, discern their weaknesses, and assist them in carrying out an improvement 

strategy."
23
 

Other researchers, Bird and Little corroborate the ideas of Smith and Scott on 

effective schools as:  

Teachers can learn from observing other teachers model effective teaching. 

 The process of observing and being observed, giving and getting feedback 

about one's work in the classroom, may be one of the most powerful tools 

of improvement.  Although observations of teacher's classroom 

performance is traditionally handled by principals, time constraints and the 

problem of trust prevent many principals from carrying out this role 

effectively.
24
 

 

The 21st century's regeneration of interest in peer coaching is a by-product of the 

movement to professionalism in teaching. 

Barth suggests the impact of peer review as moving teachers from isolation to  

 

strengthening teachers' practice as:  

_______________________ 

 
22
Ibid. 

 
23
Scott and Smith, 55. 

 
24
Bird, R., and Little, W., Effective collaboration: The complete guide (New 

York: John Wiley, 1984), 100. 

 

Peer review as to be the summit of a profession, whose practitioners 

monitor one another's performance.  Peer review is essential to the reform 
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of the teaching profession and it provides a valid argument for changing a 

school's structure.  Peer observation once was declared unworkable 

because it was at odds with the school's typical isolation of teachers in a 

hierarchical authoritative structure.  Peer observation is necessary to shape 

a school's culture and structure and create a supportive environment to 

nurture peer coaching.
25
 

 

 Statement of the Problem 

In recent years the concern for school improvement in our schools has focused 

upon the classroom teacher to receive staff development training in order to provide 

students with the best possible education.  The attempt to upgrade teacher performance or 

effectiveness has led to a multitude of in-service programs. While many of these 

programs are short term, peer coaching has emerged as a process which over a period of 

time many improve teacher effectiveness. 

The purpose of teacher staff development training is to provide practicing teachers 

the opportunity to refine and update their technical teaching skills. 

Teacher training can be considered a regenerative process whereby staff 

development training provides opportunities for teachers to stay abreast to 

the best practices in the classroom.  The goal of the staff development 

training is not only to enable educators to acquire new skills; but to aid 

teachers in their knowledge of technical of classroom practice.
26
 

 

Limitations of Traditional In-Service 

 

As teachers participate in staff development, the transfer of the information in 

 

those sessions do not appear to affect classroom practice.  Joyce and Showers found: 

________________________ 

 
25
Barth, 102. 

 
26
Cochran, Smith, and Lytle, Research on teaching and teaching research, 

Educational Researcher 19 (1990): 2-10. 

When teachers attend an in-service training session to learn a new skill and 

hear only theory, only 5% will transfer that new skill into their teaching 
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back at the workplace.  Joyce and Showers second finding was that 10% 

will transfer new skills into classroom practice with theory and 

demonstration on part of the trainer.  The percentage rises to 20% if the 

staff development session includes theory, demonstration, and practice 

under the guidance of the trainer.  The rate of transfer goes up to 25% if 

the feedback is added to the theory, demonstration and practice.  The 

crucial element is coaching.  Coaching added to theory, demonstration, 

practice, and feedback increases the transfer of new skills to 90%.
27
 

 

Additionally, Joyce and Showers discuss the integration of such new teaching strategies is 

 

often dependent on the complexity of the strategy: 

 

Although the technical elements of a new teaching strategy appear to be 

mastered easily by most learners, the integration of new strategies with 

existing practices is apparently more difficult.  In addition, the amount of 

practice needed to gain control of specific teaching strategy depends on the 

complexity of the skill.
28
 

 

Munro and Elliot provide another dimension to the problem of traditional in 

service by pointing out that staff developers face a two tiered challenge, the problem of 

designing the transfer of new skills into the classroom.
29
 

 Purpose of the Study 

The purpose of this study is to investigate peer coaching as a vehicle to transfer 

staff development to classroom practice.  The underlying assumption of this study is that 

teachers helping teachers is an effective method to transfer training to classroom practice. 

 ________________________ 

27
 Joyce B., and Showers, B., Power in staff development through research on 

training (Washington, DC: Association for Supervision and Curriculum, 1983), 18. 

 
28
Ibid., 25. 

 
29
Munro, P., and Elliot, J., Instructional growth through peer coaching, Journal of 

Sfaff Development 81 (1987): 25-28. 

According to Showers, research on the effects of peer coaching yield a positive 
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significant influence on the transfer of information after an inservice.  All the teacher 

participants in her study received three months of training in a specific skill.  Half the 

group also received training back at the school site as they implemented the skill into 

practice.  The other half did not receive the coaching.  Her research concluded the 

following: 

Results show that 75% of those who received coaching transferred the 

skill appropriately to the classroom.  In the group that was not coached, 

only 15% transferred to the classroom.  Many of the teachers who did not 

receive coaching delayed using the skills, and after approximately six 

months, had lost the skill entirely.
31
 

 

The purpose of peer coaching is to provide for the transfer of training skills in an 

every day situation so teachers can manage them.  Peer coaching is not content, but rather 

a process that can be used for any skill.
32
  Earlier, in Gottesman's Book, "Peer Coaching 

for Educators," she says: 

The major purpose of peer coaching is to help implement new training to 

help sustain existing training so that training will have an impact on 

student learning in the classroom.  Peer coaching ensures that theory, 

demonstration and practice, feedback, and coaching transfer any training 

from the lecture room to the classroom with ongoing trouble shooting and 

renewal.
33
 

 

________________________ 

 
30
Showers, B., Transfer of training.  Paper presented at the annual meeting of the 

American Educational Research Association, Montreal, Canada, 1983. 

 
31
Ibid. 

 
32
Gottesman. 

 
33
Gottesman, B., and Jennings, J., Peer coaching for educators (Lancaster, PA: 

Technomic Publishing, 1994), 15. 

 Significance of the Problem 
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Peer coaching may be an effective strategy to extend the life of staff development  

for teachers to improve classroom practice. According to Gottesman and Jennings: 

Traditionally staff development has been a one shot deal, which does not 

include provisions for on site continual coaching.  If teaching is to develop 

into a true profession the training must include elements to ensure the 

transfer of staff development skills from the in-service to the classroom.  

Teaching is a series of complex skills that require not only periodic 

updating and retraining but also an internal support system peer 

coaching.
34
 

 

Peer coaching has been outlined by Joyce and Showers research as a process that 

may influence collegiality and improve instruction. They suggested that peer coaching is 

a confidential process where teachers share their expertise, provide support, and assist 

each other in developing and expanding teaching skills.
35
 

The four functions of successful peer coaching as defined by Joyce and Showers 

include:  

“a) Companionship through which teachers discuss successes and failures 

with a new teaching model; 

b) Analysis through which teachers help each other master a new approach 

until it is internalized, spontaneous, and flexible; 

c) Adaptation through which teachers work together to mold a teaching 

model to the needs of the class; and  

d) support through which the coach helps the peer teacher in applying a 

new skill."
36
 

________________________ 

 
34
Gottesman, 6. 

 
35
Joyce, B., and Showers, B., Power in staff development through research on 

training (Washington, DC: Association for Supervision and Curriculum Development, 

1983). 

 
36
Joyce, B., and Showers, B., 1983, 2. 

 

The data from studies of peer coaching have shown that the process results in the 
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greater application and transfer of training to classroom practice for most teachers.
37
 

However, the results of this limited body of research are restricted to only a few studies 

and informal evaluations of model peer coaching programs.  The importance of this study 

lies in its potential to assess the implementation of peer coaching program as a vehicle to 

transfer staff development to classroom practice. 

 Methodology 

This fifteen week study took place in first through eighth grade classrooms in two 

selected Chicago Public Elementary Schools. The study examined the implementation of 

peer coaching as compared to no coaching (standard presentation only) on the 

transferability of staff development to classroom practice. Quantitative and qualitative 

data were collected during this study. The quantitative portion of this investigation was a 

double blind study of the data collected in two schools. These two Chicago Public 

Schools were selected because their year around schedule does not follow the usual 

organizational pattern.  

Both schools received standard presentation staff development training in three  

 

areas: low profile interventions, cooperative learning, and critical thinking (see Appendix  

 

A).  Each staff development session was presented by the study director. The control  

 

group, elementary school A, received standard presentation only and no training in peer  

 

coaching. The control group, elementary school A, was composed of five teachers in  

 

grades one through eight who were selected randomly. The experimental group, 

____________________ 

 
37
Joyce and Showers, 1983. 

elementary school B, was composed of ten teachers in grades one through eight who  
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volunteered to be involved in the study. The experimental group chose their own peer 

partner to work with during the study. The five peer coaching teams consisted of two 

teachers each. 

The experimental group was trained by the study director in the 

Gottesman-Jennings Model of Peer Coaching.
38
  The Gottesman-Jennings Model of Peer 

Coaching was used because it follows the South Carolina Effective Schools Best 

Practices and Goodlad's National Network for Educational Renewal.
39
  In addition, the 

model has been successful in over three hundred forty-eight schools in Maine, South 

Carolina, and Hawaii.
40
 

The experimental group teachers input from a peer coaching survey was 

incorporated into the formation and modification in the structure of the Gottesman- 

Jennings Model of Peer Coaching incorporated in this study (see Appendix B). 

The Gottesman-Jennings Model consists of three phases: 

$ Phase 1 peer watching, 

$ Phase 2 peer feedback, and  

$ Phase 3 peer coaching.
41
 

_______________________ 

 
38
Gottesman and Jennings. 

 
39
Gottesman. 

 
40
Ibid. 

 
41
Ibid. 

 

Adapted for this study, the Gottesman-Jennings Model was used in the following 
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way: 

$ Phase 1, peer watching for five weeks, and two visits to the peer's classroom;  

$ Phase 2, peer feedback for five weeks, with two visits to the peer's classroom 

and uniform training in the five steps, with two feedback sessions with peer 

suggestions; and 

$ Phase 3, peer coaching, five week review of the five steps, two visits and two 

written coaching suggestions.
42
 

The five peer coaching teams met semi-monthly with the study director to ensure 

the uniformity of training on each phase of the fifteen week study.  The control and 

experimental groups kept a weekly journal during the fifteen week study narrating the 

implementation of three staff development in-services into their classroom practice. Both 

groups entries focused on low profile intervention for the first five weeks.  Comments 

cited during the fifth week were tabulated and analyzed.  Both groups focused on 

cooperative learning for the second five weeks.  Comments cited during the tenth week 

were tabulated and analyzed.  Both groups entries focused on higher order thinking skills 

for the third five weeks.  Comments cited during the fifteenth week were tabulated and 

analyzed. This qualitative information was used to gather data on variables that could not 

be included in the statistical treatment.  Both the control and experimental individual 

participants were required to write a journal entry on three probes.  The structure of the 

log focused on three probes listed below. The journals were collected semi-monthly by 

________________________ 
42
Ibid. 

the study director.  The study director monitored each individual participant's 
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semi-monthly log to analyze similarities and differences along with patterns of responses. 

The three probes focused on the knowledge and application of low profile 

interventions, cooperative learning, and critical thinking.  For example: 

$ Probe one - low profile intervention - was answered during phase 1, of the 

study February 4 through March 11: How has your knowledge of low profile 

interventions influenced your teaching? A. Strategies, B. Attitude and C. 

Evaluation. 

$ Probe two - cooperative learning - was answered during phase 2, of the study 

March 18 through May 10: How has your knowledge of cooperative learning 

techniques influenced your teaching?  A. Strategies, B. Attitude, and C. 

Evaluation. 

$ Probe three - critical thinking - was answered during the last phase of the 

study May 17 through June 21: How has your knowledge of critical thinking 

techniques influenced your teaching? A. Strategies, B. Attitude, and C. 

Evaluation. 

Interater Training 

As stated previously, the data collection consisted of quantitative and qualitative 

analysis of three probes. The quantitative analysis was gathered by collecting data from 

four trained inter-raters on pre-test and post-test observation sheets.  The interaters were 

composed of peer teachers who were not part of the study.  The four interaters were 

trained by the study director to gather data and establish an 80% baseline agreement in the 

three main measures: low profile interventions, cooperative learning, and critical 
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thinking. The four interaters were trained to identify and record quantitative data by using 

descriptors of the skills in the three main measures. 

The four interaters were trained by viewing videos of classrooms in which 

teachers were demonstrating low profile interventions, cooperative learning, and critical 

thinking.  An interater descriptor was developed so that each interater could uniformly 

and objectively agree on the identification of each skill in the three main measures and 

tally them on the pre and post observation sheet.  In the first main measure low profile 

interventions the interaters were trained by objectively observing ignoring, proximity, eye 

contact, body language and name dropping in a classroom video.  In the second main 

measure, cooperative learning, the interaters were objectively observing positive 

interdependence, individual accountability, promotive interaction, interpersonal skills, 

and group processing in a classroom video.  In the last main measure, critical thinking the 

interaters were observing questions of recall, comprehension, application, analysis, 

synthesis, evaluation.   

In order to ensure uniformity of training the four interaters viewed the three 

videos at the same time.  After viewing each video the interaters discussed their tallies 

and explained the justification for their tally by using the interater observation descriptor 

sheet (see Appendix A).  The four interaters were structured into two teams.  Each team 

was composed of one teacher from School A and one teacher from School B.  One team 

of interaters observed five teachers; classrooms in School A (Control Group) and 

collected quantitative data on the three main measures.  The other interater team observed 

ten teachers; classrooms in School B (Experimental Group) and collected data on the 
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three main areas. The data on three main measures was assessed in three areas: low 

profile intervention techniques were measured by a classroom observation model form.
43
  

Cooperative learning was assessed by using the Johnson and Holobec's
44
 observation 

form.
45
  Critical thinking was measured by Hannel's Critical Thinking Observation 

Form.
46
  The three previous objective measures were quantified and condensed into the 

interater pre-test and post-test observation form (see Appendix C). 

At the beginning and end of the fifteen week study quantitative analysis was 

assessed in both schools to establish a baseline. School A the control group (standard 

presentation only) and School B the experimental group (peer coaching) by the pre-test 

and post-test data collection from four trained interaters.  The interaters were structured 

into two teams. Each team was composed of one teacher from School A and one teacher 

from School B. One team of interaters observed five teachers in School A  (Control 

Group) and collected data on three main measures.  One team of interaters observed ten 

teachers in School B (Experimental Group) and collected data on three main measures. 

The data from the two interaters from each team were averaged together to determine a 

final tally count in each of three measures. This method was used to try to eliminate  

interater bias.  The four hypotheses are: 

________________________ 

 
43
Coaching of Teachers Manual, 1994. 

 
44
Johnson and Johnson, Advanced Cooperative Learning, 1983. 

 
45
Johnson and Johnson, Advanced Cooperative Learning, 1993. 

 
46
Steps to Critical Thinking, 2000. 

1) Peer coaching will have a higher incidence of transferability of staff 
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development to classroom practice.  

2) Standard presentation will have a higher incidence of transferability of staff 

development to classroom practice.  

3) Peer coaching will have a lower incidence of transferability of staff 

development to classroom practice.  

4) Standard presentation will have lower incidence of transferability of staff 

development to classroom practice. 

The Independent sample T-Test will be used to determine if the differences were  

Significant between the pretest measures.  The independent sample T-test also measures 

the statistical significance of each of the four areas: low profile intervention, cooperative 

learning and higher order thinking and total composite score.  Both the control group and 

experimental group will be analyzed in pretest differences in low profile interventions, 

cooperative learning, higher order thinking and total composite score. 

The hypotheses will be verified by the use of the Dependent T-Test to determine 

the difference between pre and post test measures.  The Dependent T-Test also measures 

the statistical significance of each of the four hypotheses in the area of low profile 

interventions, cooperative learning, higher order-thinking and total composite.  Both the 

control and experimental group will be analyzed in the four main areas on pretest and 

post test differences in low profile interventions, cooperative learning, higher order 

thinking and composite scores.  

Chapter III comprises of three sections that review the quantitative and qualitative 

results of the investigation.  Section I examines the quantitative data pre-test and post-test 
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that was analyzed by Independent and Dependent Sample T Tests. Section II examines 

the qualitative analysis of the data about variables that could not be included in the 

statistical treatment.  The five individual teachers' logs from the control group and the ten 

individual teachers' logs from the experimental groups were collected semi-monthly.  The 

study director along with four readers examined each of these logs for similarities and 

differences as to patterns of their responses in the implementation of the three probes of 

staff development in-service skills into classroom practice.  Section III analyzed the 

blending of the quantitative and qualitative as it related to the hypotheses and related 

literature where appropriate. 

 Definitions 

The following terms need to be defined to understand the study: 

$ In-Service:  This term refers to the job related training for teachers currently 

employed by a school. 

$ Critical Thinking (Higher Order Thinking Skills): This term refers to 

questioning that leads to a response requiring cognitive processing of 

information (e.g., knowledge, comprehension, application, application, 

analysis, synthesis, and evaluation).  

$ Knowledge is the recall of information who, what, when and how. 

$ Comprehension is the organization and selection of facts and ideas. 

$ Application is the use of facts, rules and principles. 

$ Analysis is the separation of the whole into component parts. 

$ Synthesis is the combination of ideas to form a new whole. 
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$ Evaluation is the development of opinions, judgements, or decisions.  

$ Cooperative Learning: This is an instructional strategy in which students work 

in small learning groups.  The groups usually have three to five members who 

work together to accomplish an academic goal (e.g., positive interdependence, 

promotive interaction, individual accountability, interpersonal skills, and 

group processing). 

$ Positive Interdependence is clear student group goals and roles. 

$ Promotive Interaction is face to face student verbal interaction patterns. 

$ Individual accountability is assessing how each group member is contributing 

to group goals. 

$ Interpersonal Skills are social skills with collaboration through trust and 

acceptance. 

$ Group Processing where group discusses how well they are working and 

achieving their goals. 

$ Low Profile Intervention: Teachers who are skilled in behavioral management 

are able to minimize the harmful effects of student misconduct.   These 

teachers use behavior management strategies that prevent or control 

misbehavior with the least amount of attention being drawn to the 

misbehaving individual (e.g., ignoring, proximity, eye contact, gestures, body 

language, and name dropping). 

$ Ignoring is not verbally or physically responding to student misbehaviors. 

$ Proximity is physical nearness to thwart student misbehavior. 
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$ Eye contact is the teacher getting the student to directly look at her/him until 

student misbehavior ends. 

$ Body Language is the teacher's facial expression cues student to end 

misbehavior. 

$ Name Dropping is when teacher inserts student's name to cue student about 

misbehavior. 

$ Application of Training: The use of knowledge and skills acquired during 

in-service training in the classroom. 

$ Coaching: This is the provision of on site personal support and technical 

assistance for teachers. 

$ Peer Coaching: This exists when two classroom teachers who attend the same 

in-service training develop a systematic plan.  This plan includes a 

confidential process to work together to reflect on current practices, expand, 

share ideas, and conduct classroom research to solve problems in the 

workplace. 

$ Staff Development: A system within an educational organization with 

objectives to provide opportunities for individual professional growth and 

effective school improvement through theory, demonstration, practice, and 

feedback. 

$ Transfer: The appropriate usage of prior learning.   The appropriate inclusion 

of the strategies acquired by in-service participants into classroom practice. 

 Limitations 
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1.  The results of the study were limited to the reliability and validity of the 

pre-test and post-test of the interaters observations. It is assumed that 80% baseline 

agreement between the four interaters will provide valid reliability in the three main 

measures: low profile interventions, cooperative learning and critical thinking. 

2.  The study director participated in conducting the peer coaching training.  

Therefore, the possibility of bias exists.  This will be further addressed in Chapter III. 

3.  The study director was not able to control: a) which teachers volunteered to 

participate in the study; b) the attendance of teachers; c) the time schedule of classroom 

visitation for peer coaching; d) the drop out rate of the participants in the study; and e) 

age and experience of teachers. 

4.  The results of this study can not be generalized to all schools.  The results of 

this study are limited to these two selected Chicago Public Schools. 

5.  Due to the study director serving as the peer coaching trainer, some 

experimental bias may have occurred. 
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 CHAPTER II 

 

 REVIEW OF RELATED LITERATURE 

 

 

The purpose of this study is to examine the effectiveness of peer coaching as 

compared to standard staff development on the transferability of new teaching 

innovations to classroom practice.  This chapter will analyze the related literature and 

views of experts on peer coaching as a data-gathering source.  This review of the 

literature was organized in the following manner: 1) Concept of Peer Coaching, 2) The 

History of Peer Coaching, 3) Peer Coaching, and 4) Summary. 

 Concept of Peer Coaching 

The concern for school improvement in our schools has focused upon the 

classroom teacher to provide students with the best possible education.  The attempt to 

upgrade teacher performance or effectiveness has led to a multitude of inservice 

programs.  While many of these programs are short term, peer coaching has emerged as a 

process which, over a period of time may improve teacher effectiveness.
1
 

The peer coaching program provides a model for improving teaching skills and 

________________________ 

 
1
Fullan, M., Changing school culture through staff development.  In Bruce Joyce, 

ed., Development, innovation, and institutional, and institutional development 

(Alexandria, VA: Association for Supervision and Curriculum Development, 1990).  

Joyce, B., and Showers, B., The coaching of teaching, Educational Leadership 40 (1982): 

4-10.  Showers, B., Teachers coaching teachers, Educational Leadership 53 (1985): 39-
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44. 

for adding new skills or strategies to the teaching repertoire.  The program dictates that 

after the training period, peers objectively observe and non-judgmentally give feedback to 

each other.  The goal is to work toward improvement in teaching skills, including the 

effective timing of necessary applications.  Some research data on peer coaching 

programs support the effectiveness of this methodology.  The peer coaching process may 

be implemented to extend the life of staff development which may significantly 

strengthen what was presented in staff trainings into classroom practice. The review of 

literature in the 1980s is somewhat limited due to the fact that coaching is a relatively 

new practice. In addition, the nature of the concept is such that it overlaps collaboration 

effectiveness and education. 

Joyce and Showers' research on training has found "that with theory, 

demonstration, opportunities for practice and feedback, most teachers can acquire skills 

and strategies previously absent from their repertoires."
2
 

Fullan, a researcher in teacher training, offers an additional perspective on the 

training transfer problem.  Fullan states, "...the literature on training effects, however, also 

identifies a frequent failure to transfer new knowledge and skills to classroom practice or, 

if initial transfer was accomplished, a rapid attrition of new behaviors over time."
3
  In 

addition, Fullan characterizes these mediocre training sessions as one-shot workshop 

presentations.  He criticizes them for the absence of follow-up training activities which 

_______________________ 

 
2
Joyce, B., and Showers, B., Power in staff development research on training 
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(Washington, DC: Association for Supervision and Curriculum Development, 1983), 14. 

 
3
Fullan, M., The meaning of educational change (Columbia University: Teachers 

College Press, 1982), 24. 

leaves trainees without feedback support and suggestions for implementation in the 

classroom. 

Dettmer, another teacher training researcher, parallels Fullan's ideas.  Dettmer 

states, "...the haphazard design and implementation of inservice training in the workplace 

often produces inconsistent results."
4
 

Researchers who study the change process discovered that most of the training 

between teacher and coaches have disappeared at the critical point of interaction between 

teacher and students.
5
 

The Rationale for Peer Coaching 

The tradition of teaching is rooted in isolation.  From the original one-room 

school house to current structures, described by Glickman, "...as one-room school houses 

repeated every few yards down the corridor, the physical characteristics of school impose 

barriers to communication about successful and curricular practices."
6
 

One argument in the case for peer coaching is that it offers a way to end isolation 

and enhance the technical knowledge of others. Robbins, a peer coaching researcher 

stated:  

________________________ 

 
4
Dettmer, P., Gifted program inservice and staff development: Pragmatics and 

possibilities, Gifted Child Quarterly 30 (1986): 99-102. 

 
5
Joyce, B., and Showers, B., Student achievement through staff development (New 

York: Longman, 1988).  Sparks, G., Synthesis of research on staff development for 

effective leadership, Educational Leadership 41 (1983): 65-72.  Fullan, 1982. 
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6
Glickman, C., Pushing school reform to a new edge: The seven ironies of school 

empowerment, Phi Delta Kappan 721 (1990): 110. 

 

 

This requires that teachers relate to one another in a collegial way, sharing 

their knowledge about teaching across classrooms.  Many teachers have 

never experienced this type of interaction.  Frequently, the historical 

tradition of isolation provides unwritten laws or norms that dictate 

relationships among colleagues in schools. Because of this, it is generally 

not the norm for teachers to observe one another.
7
 

 

In addition, according to Glickman, 90 percent of teachers have never visited 

another teacher's classroom to observe and then discuss what they can learn from each 

other.
8
  Close my door and let me teach' philosophy prevails in many schools.  Advice 

given to teachers in the writer's experience, is often perceived as an unwelcome practice 

or as bragging.  As a consequence of these norms many teachers feel to ask for assistance 

is a sign of incompetence. Rosenholtz found: 

Teacher isolation is perhaps the greatest impediment to learning to teach 

or improving existing skills because it forces teachers to learn by trial and 

error.  Where school structures and norms inhibit teachers from assisting 

one another, they must reply on their own ability to detect problems and 

discern solutions. As a consequence of these norms, most teachers feel 

very uncomfortable about venturing into another teacher's classroom or 

having another teacher visit theirs.
9
 

   

Robbins further supported Rosenholtz's perspective on teacher isolation in her 

book, "How to Plan and Implement A Peer Coaching Program."  She stated: 

As a result many well-kept secrets exist in individual classrooms and year 

after year, teachers leave their mark on students' educational experiences 

but not a trace on the teaching professional.  Despite hundreds of years of 

collective expertise, individual schools, few avenues exist for teachers to 

______________________ 

 
7
Robbins, P., How to implement a peer coaching program (Alexandria, VA: 

Automated Graphics, 1991), 11. 

 
8
Glickman, C., Pretending not to know what we know.  Educational Leadership 



 
 

 

30 

48 (1991): 7. 

 
9
Rosenholtz, S., Teacher=s workplace (New York: Longman, 1989), 20. 

 

tap this expertise.
10
 

 

Peer coaching when properly implemented can help transform the norms of 

isolation into norms of collaboration.  A second argument for coaching is that when 

teachers work together regularly to reflect on, analyze, and refine teaching practices; they 

find this work intrinsically meaningful and collaborative norms can develop in the 

workplace.  

In the teaching profession this practice is almost nonexistent.  According to 

Robbins, "The norms governing collegial interactions in the schools stand in stark 

contrast to those of the medical and law professions, where joint work and collegial 

consultation are the norm.”
11
  While it is not usually the norm for other professionals to 

work in isolation, their isolation experience is unique of teachers. In other professions, 

such as law and medicine the professionals have an opportunity to work in teams to 

collaborate on difficult cases.  

Jennings further supports Robbins perspective on lack of teacher collaboration 

having stated: 

Therefore we fail in education to develop an environment that promotes 

teacher growth.  We have failed to provide the type of environment where 

teachers are encouraged to discover teaching and learning in order to 

develop ideas and practice.  If teachers were flowers, they would die on the 

vine for lack of nourishment.  It should come as no surprise that many 

teachers make most decisions based on instinct rather than research.  Most 

 

 

________________________ 

 
10
Robbins, 10-11. 
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11
Ibid., 11. 

 

 

are about as skilled as they will ever be by the fifth year of teaching.
12
 

 

Glickman gives an additional perspective on teacher collaboration, "The theory of 

professional empowerment is that when given collective responsibility to make 

educational decisions in an information rich environment, educators will work hard and 

smarter on behalf of their clients: students and their parents.
13
 

In a culture characterized by collaborative norms teachers have an opportunity to 

take action together and make wise choices related to instruction, curriculum, and student 

learning.  Fullan further supports Glickman: “Successfully implemeting innovative 

procedures is very much a social process.”
14
  In addition, Little elaborates, “meaningful, 

purposeful collaboration addresses the social and emotional demands of teaching.”  

Effective collaboration creates an opportunity for teachers to receive credit and praise 

from their colleagues for their technical knowledge in a team effort. 

 

 

 

 

________________________ 

 
12
Gottesman, B., Peer coaching for educators, 2nd ed. (Lancaster, PA: Technomic 

Publishing, 2000), 3. 

 
13
Glickman, 1990, 72. 

 
14
Fullan, M., and Stiegelbauer, S., The new meaning of educational change (New 

York: Teachers College Press, 1991), 84. 
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15
Little, J., The persistence of privacy: Autonomy and initiative in teacher=s 

professional relations.  Teacher College Record 91 (1990): 509-536. 
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The Purpose of Coaching 

Coaching has several purposes.  Barth, as researcher says one purpose of coaching 

is: "...to build communities of teachers who continuously engage in the study of their 

craft."
16
 

Many teachers, according to Barth, entered the profession because of the 

autonomy the individual classroom offered.  These teachers consciously 

chose the culture or context of isolation and now find themselves bound by 

norms and traditions that celebrate individual work and accomplishment.  

Even if a teacher decided to collaborate with another, it would be difficult 

to change old norms of operation and little time would be available for 

colleagues to address instructional problems.  Because of these limited 

opportunities for collegial interactions, most teachers' on-the-job learnings 

are primarily achieved through trial and error experiences.
17
 

   

Robbins gives an additional perspective on how peer coaching can build a 

community of learners. 

Properly implemented: "Peer coaching can celebrate individual work and 

accomplishment, yet simultaneously assist teachers in learning from one 

another rather than errors alone."  The opportunity to work peer coaching 

offers a viable source of support.  It also provides "a structure for building 

a shared knowledge base capable of advancing not only the teaching 

profession but the educational process that contributes to the collective 

success of individual students."
18
 

 

Second, coaching develops "...shared language, a set of common understandings 

necessary for the collegial study of new knowledge and skills.  The expansion of teachers' 

________________________ 

 
16
Barth, R., Improving schools from within (San Francisco, CA: Jossey Bass, 

1990), 10. 

 
17
Ibid., 11. 

 
18
Berliner, D., The half-full glass: A review of research on teaching.  In P.L. 

Hosford-Alexandria, ed., Using what we know about teaching (Alexandria, VA: 

Association for Supervision and Curriculum Development, 1984). 
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repertoire of skills requires a window of time for teacher reflection."
19
  Research and 

practice suggest that teaching involves a constant stream of decisions made before, during 

and after teaching.
20
 

Robbins gives an additional perception on teacher reflection: 

With the rapid paced reality of classroom life, teachers rarely have time to 

reflect.  Yet reflection time is precisely what teachers need to gain new 

insights about teaching and learning that can help refine current practices. 

Peer coaching provides not only the time to reflect but also the opportunity 

to discuss those reflections.
21
 

 

Third, according to Robbins, coaching provides "an avenue for teachers to tailor a 

staff develop plan for themselves."
22
  They can become action researchers in their own 

classrooms and investigate the connections between their own planning and teaching 

behaviors and the consequences.  Teachers can in this way modify their own practices as 

a result of careful analysis of data a colleague has collected. 

Fourth, coaching provides "a structure for the follow-up to training that is 

essential for acquiring new teaching skills and strategies."
23
  Some researchers on teacher 

training view a sense that transfer of skills and strategies are not part of the teacher's 

________________________ 

 
19
Little, J., The mentor phenomenon and the social organization of teaching, 

Review of Research Education 5 (1982b): 16 (Washington, DC: American Educational 

Research Association), 321. 

 
20
Berliner. 

 
21
Robbins, 13. 

 
22
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existing repertoire.
24
  The transfer of skills requires more substantial training than what is 

typically allotted to inservices.  In addition, Joyce and Showers have found that one or 

two day workshops do not provide enough time to develop the degree of competency 

necessary for most teachers to be able to apply a new skill into the work setting.  They 

maintain that at least fifteen to twenty practices are necessary to gain control of a 

moderately difficult skill.
25
 

In review of more than 200 studies in teacher training, Joyce and Showers 

conclude that:  

The effectiveness of inservice in promoting the mastery of a new approach 

is greatest when all five components--theory, demonstration, practice, 

feedback and coaching are present.  All the components must be in place if 

training is to be transferred from the training to the classroom so it can 

impact students.
26
 

 

Peer coaching is not content but rather a process that can be used for any skill.  Its 

major purpose, according to Gottesman, is to "...help implement new training so that 

theory, demonstration, feedback, and coaching transfer directly from staff development 

into the classroom to impact the students."
27
 

 

 

________________________ 

 
24
Joyce and Showers, 1983.  Gottesman, B., and Jennings, J., Peer coaching for 

educators (Lancaster, PA: Technomic Publishing, 1994). 

 
25
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26
Joyce and Showers, 1982, 4-10. 
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The Process of Coaching 

Peer coaching can be described as the "...process where teams of teachers 

regularly observe one another and provide companionship, feedback, and assistance."
28
 

Joyce and Showers were the first researchers to focus on coaching as an aspect of staff 

development.  "Coaching universally involves a collegial approach to the analysis of 

teaching for the purpose of integrating mastered skills and strategies into: a) curriculum, 

b) instructional goals, c) time span, and d) personal teaching style."
29
 

Coaching is a cyclical process designed as an extension of training.  The first steps 

are structured to increase skill with a new teaching strategy through observation and 

feedback.  Ideally coaching teams are developed during the training process.  In 1983, 

Joyce and Showers outlined the four major functions of the coaching process: "1) the 

provision of companionship, 2) the giving of technical feedback, 3) the analysis of 

application, and 4) personal facilitation."
30
 

The provision of companionship's function is, according to Joyce and Showers, to 

provide a professional interaction with another educator.  It results in the possibility of 

mutual reflection, the checking of perceptions, and the informal thinking of mutual 

problems.
31
  For example, when two people observe each other or try a new model of 

________________________ 

 
28
Valencia, J., and Killon, J., Overcoming obstacles to teacher change: Directions 

from school board efforts, Journal of Staff Development (1988): 168. 

 
29
Joyce and Showers, 1983, 175. 

 
30
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31
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teaching. They will have much to discuss and reflect upon.  Companionship provides 

reassurance that instructional problems are normal.  Both persons find that the 

implementation of new strategies and skills create awkwardness, the companionship not 

only makes the training process technically easier, but it can make the quality of the 

experience better.  Joyce and Showers also give an additional perspective on technical 

feedback: 

Technical feedback helps to ensure that growth may continue through 

practice in the classroom.  The provision of technical feedback helps keep 

the teacher's mind on perfecting skills, polishing them and working 

through problem areas.  Nearly any teacher who has been through a 

training process can learn to provide technical feedback to another teacher. 

 The act of providing feedback is also beneficial to the person doing it.  

The coaching partner has the privilege of seeing a number of trials of the 

new model demonstrated by another skilled teacher.  It is often easier to 

see problems of confusion and omission when someone else teaches than 

when attempting to analyze yourself.  Also ideas about how to use the 

model are collected through observation.  When a group of teachers 

observe each other regularly; they cannot only give each other technical 

feedback on a new teaching skill.  The teachers will also be receiving 

feedback simultaneously while they are observing it being given.  The 

cognitive aspect of transferring new behaviors into effective classroom 

practice are more difficult than interactive ones of teaching.  While most 

teachers can develop skill in performing a new teaching strategy fairly 

readily, the harder tasks come as the skills are applied in the classroom. 

 

For example, when teachers master inductive teaching strategies such as concept 

attainment and inductive teaching.   The teachers may have difficulty learning the pattern 

of the models and then teaching their students how to respond to the new strategies in 

areas in which they have not seen demonstrated directly.  Generally, these are the kinds of 

tasks that can become the substance of coaching.  According to Joyce and Showers, "each 

________________________ 
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model of teaching and each curriculum generates similar problems that must be solved if 

transfer to the classroom is to be achieved."
33
 

Successful teaching requires a successful student response.  A new strategy needs 

to be adapted to fit different needs of students.  Joyce and Showers have developed an 

adaptation training model of coaching. 

In the early stages, adaptation to the students is relatively difficult and 

usually requires a lot of direct assistance and companionship.  One of the 

major functions of the coach is to help the "players" to "read" the 

responses of the students so that the right decisions are made on how to 

adapt the new strategy.  As the process shifts to this second set of 

emphasis, coaching conferences take on a character of collaborative 

problem-solving.  Team members may begin to develop personal 

facilitation and begin to operate in a spirit of exploration.
34
 

 

The Phases of Peer Coaching 

Ideally coaching is a continuing process firmly embedded in the culture and 

organizational context of the school.  Showers  found that "as a new strategy is 

introduced, teachers need two to three months of coaching in order to see the effects of 

transfer of training in these experimental periods following the initial skills training."
35
 

The Gottesman and Jennings' Model is composed of three major phases of peer 

coaching so that it will become institutionalized within the school: peer watching, peer 

feedback, and peer coaching."
36
 

________________________ 
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According to the Gottesman Jennings' Model, the first phase of peer watching is 

structured to move teachers from traditional isolation into a more collegial relationship of 

visiting classrooms of other professionals. Gottesman states: 

This phase is used to break down the barriers that have built up through 

years of isolation.  These barriers have been reinforced by evaluation 

procedures and even incentive programs that have put teachers in 

competition with each other. Because these norms are so well entrenched 

in traditional school organization.  ...peer watching is designed to increase 

the comfort zone of visiting another teachers' room.  Peer watching is 

watching and nothing else no comments or exchange of information.  

Teachers can begin practicing their observation skills by taking notes or by 

simply writing down the objective of the lesson.
37
 

 

Peer watching requires no interaction between teacher and watcher.  Neither 

teacher should talk to or comment to each other about the lesson during peer watching 

phase. 

Gottesman and Jennings state: 

The only exchange necessary is for teams of teachers to decide on a 

weekly focus for peer watching.  For example, all watchers might look for 

lesson closure one week and lesson focus the next week.  Groups of 

teachers might meet as a study group to exchange ideas on peer watching: 

how they felt as a watcher and watches along with how their 

professionalism has progressed as their comfort one has increased.
38
 

 

Gottesman and Jennings in their research recommend at least two months in the 

peer watching phase.
39
  The time could vary depending on the readiness of teachers to 

receive feedback from their colleagues. 

________________________ 
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The next phase is peer feedback and is designed as a transition between watching 

and true coaching.  Again according to Gottesman and Jennings: 

Peer feedback involves the five step model: the request, the visit, coach 

reviewing the notes, the talk after the visit, and the process review. The 

only difference in peer feedback and peer coaching comes in the talk after 

the visit.  After the data is collected "the only job the coach has in peer 

feedback is to present the data gathered.  No coaching or suggestions for 

improvement take place during this phase.
40
 

 

Gottesman and Jennings further discuss peer feedback by stating: 

 

This offers teachers a chance to practice the logistical skills of feedback 

for two months.  Note-taking skills can be honed and the observer can 

begin to feel more comfortable.  Observers can refine their observation 

skills and learn to focus on one concern.  By eliminating suggestions or 

true coaching from this phase teachers feel more comfortable when they 

reach the true peer coaching phase of request and feedback. Depending on 

the reaction level of the teachers and their willingness to offer suggestions 

in a professional manner the group moves on the true peer coaching.  The 

formal phase of peer coaching is true coaching.  The only difference 

between peer feedback and peer coaching is that the coach plans and offers 

suggestions for improvement in the teacher who indicates willingness to 

be coached.  After gathering the data the coach reviews the notes and lists 

three possibilities for improvement.
41
 

 

Who Should Coach? 

Although experts were used as coaches in initial research on coaching, much 

attention has been given recently to the use of peers as coaches.  In the most recent 

literature, many authors have written specifically about peer coaching, summarizing 

previous studies and suggesting new directions for further research. 

"Peer coaching is a method for improving teaching effectiveness in which teachers 

________________________ 
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work with one or more colleagues to achieve specialized instructional goals through a 

process of observation and feedback."
42
 

According to Brandt, following initial inservice activities (i.e., workshop,  

course, etc.), the second phase of inservice training "includes adapting new instructional 

strategies to the teacher's repertoire and the companionship of peers is needed to do so."
43
 

Neubert and Bratton, staff development researchers, state that “peer coaching 

encourages two classroom teachers to attend the same inservice training, collaborate on 

lesson development, observe one another in their classrooms as a lesson is taught, then 

offer suggestions about the lesson.”
44
  In essence, this collaborative effort on the part of 

teachers affords them the opportunity and encouragement to transform training content to 

actual performance, providing much needed follow up to initial training. 

Previous research conducted on the use of teachers as trainers and the importance 

of collegiality in effecting change led to the development of coaching.  The model of 

teachers training teachers has become a widespread practice and has been related to 

positive inservice training outcomes.
45
 

Wu, for example, surveyed more than one hundred classroom teachers about their 
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preferences for inservice trainers and found that "teachers prefer other teachers as training 

consultants.
46
 

Empirical evidence of the success of collegiality during the application of training 

also led to the concept of coaching.  Evertson argues that "teachers learn from each other 

in their daily interactions concerning the tasks of teaching is the major way in which 

teachers enhance their competencies."
47
 

In addition, feedback coming from peers has been suggested as a positive means 

of enhancing learning outcomes among teachers and promoting carryover of training for 

the classroom.
48
 

Training of Coaches 

Although the concept of coaching is grounded in previous research in inservice 

training, the term coaching was first applied to inservice training programs because of the 

similarities to athletic coaching.  Coaching is referred to "as companionship, the giving of 

technical feedback, and the analysis of the application of concepts/skills in the classroom. 

 Technical feedback is limited to giving information about the execution of relevant skills 

or strategies in a non-judgmental manner.
49
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The purpose of coaching is to enhance the application of skills by providing a 

structure for follow-up to the initial activity that would focus on acquiring new teaching 

skills and strategies.
50
  Although some teachers may apply skills to the teaching situation 

after practice and consistent feedback; for some other teachers coaching on how to apply 

the new skill is necessary.
51
 

According to the Gottesman and Jennings Model, training of peer coaches occurs 

in five steps: "1) request for a visit, 2) the visit, 3) review notes and list some 

possibilities, 4) talk after the visit, and 5) process review.
52
 

1) Request for a Visit 

 

In step one, teachers request for a visit, a teacher requests a peer to observe 

a new technique or a single specific concern in management or instruction. 

 They set a date and time for the requested observation.  Both agree on a 

data gathering method.  For example, writing down teacher questions/ 

student responses or marking students called upon on a blank seating 

chart. In training for this step participants should pair off and practice at 

least twice with dialogue.  At first a list of possibilities should be used for 

practice until a teacher feels comfortable using his or her own concern for 

teaching.  Practicing on a set list provides support for using the steps 

before taking a risk in front of a colleague.  If feedback and coaching 

phases are to be successful certain elements should be included in the 

request for a visit.  Although it takes five minutes or less, the request for a 

visit should be done at least a day in advance of the actual visit so that 

coverage can be arranged for the coach.
53
 

 

As Gottesman and Jennings state: 

 

________________________ 
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The teacher's responsibility is to be very specific about what he or she 

wants the peer to observe.  At first, the request will be general in nature 

because teachers are not confident enough to be specific nor have been 

asked to define the observation.  Teachers will become more expert at 

dissecting teaching as they become more secure in professional peer 

coaching.  The coach's job is to make sure he or she knows exactly what to 

observe.  This requires the coach asking questions of the teacher or 

paraphrasing the request.  It may also require probing to press the teacher 

to define a narrow range that can be observed in 10 or 15 minutes.
54
 

 

The teacher and coach should assure each other that the confidentiality if the peer 

coaching will not be violated.  No aspect of peer coaching will ever be discussed in the 

lounge or anywhere else.  "Privacy and confidentiality are essential if trust is to become a 

reality."
55
 

The teacher should offer or the coach should ask what the lesson or new teaching 

will be during the visit.  The time and the place should be set and agreeable to the teacher 

and coach.  The coach needs to know where to sit when he or she comes to the room.  

The seat should be placed in advance so that no disruption occurs.  

During step one, the request for the visit, the time should be set for the talk after 

the visit.  It is essential that it take place as soon as possible: immediately after students 

leave for the day would be ideal.  Gottesman and Jennings also expand the importance of 

trust and parameters on the request for a visit. 

Privacy must be assured and freedom from interruptions is essential so that 

the teacher feels secure from the beginning.  It should take place in the 

teachers own environment, the classroom, instead of the coach's 

classroom.  A time limit should be set because the pair needs ample time 

to talk about one concern, but not too much time so that it turns into a 

________________________ 
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social gathering.
56
 

 

During the request for the visit, the teacher and the coach should mutually decide 

on what data-gathering method will fit the observation.  It needs to be as simple as 

possible to give the needed feedback, but it should not be intimidating to the coach or 

teacher.  Self-designed forms or charts or tallies are best at first for the comfort zone.
57
 

2) The Visit 

The second step is the visit. The coach comes to the scheduled observation 

with: 

 

...an appropriate data-gathering instrument on which he/she has already 

written the specific concern only leaving out any judgment or evaluation 

statement.  Time is recorded at the beginning, at intervals, and at the end 

of the observation.
58
 

 

Strict parameters should be observed to make the first visits successful.  

The teacher and coach each have responsibilities.  The coach walks in and 

finds the assigned seat.  The coach should be as invisible as possible while 

entering or exiting.  He should have the data-gathering form prepared by 

the coach and teacher ready with pen in hand.  Beginning time should be 

recorded at the top of the page.
59
 

 

If the teacher is not yet at the point of the requested concern, Gottesman and 

 

Jennings also discuss: 

 

The coach watches carefully for the prearranged signal that indicates the 

starting point during the information gathering phase, the coach must 

focus his entire attention on the requested concern.  She must gather data 

only on the information requested by the teacher.  If other things happen 

________________________ 
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that are interesting the coach should ignore them.  She should never try to 

guess or record something that was not requested.  This also ensures 

professional respect and can be discussed in the talk after the visit. 

 

Another problem that may occur is that the agreed upon data gathering 

method may not work in the actual classroom.  If the method the coach is 

prepared to use does not match the request, he or she may just drop it and 

observe.  Later the teacher and coach can work out another device and 

arrange another visit.
60
 

 

An agreement needs to be made with the peer teacher that once the allotted time is up, the 

coach should leave.  The coach should feel no obligation to stay beyond the time limit 

even if the teacher is not finished.  It is paramount that for logistical concerns, the coach 

keeps up with the time, enter at the agreed time and leave at the agreed time limit.    

3) Review Notes and List Some Possibilities 

The third step is review the notes and list some possibilities.  “The coach 

reviews the teacher's original request for observation. The coach reviews 

the observation notes and summarizes or categorizes as necessary.  The 

coach deletes any evaluative statements such as 'too much', 'enough', 

etc.”
61
 

 

According the Gottesman and Jennings Model, in this step, the coach lays the 

 

groundwork for a successful talk after the visit. 

 

Time spent reviewing the notes and data collection here will be valuable 

when the conference is held.  The coach must not assume that the teacher 

can take feedback objectively just because he asked for a visit.  The coach 

must keep in mind that, above all the continuing collegial relationships are 

more important than the success of any one visit.
62
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The coach must write down three things: 

 

1) The opening statement for the talk after the visit; 2) Two to four leading 

questions to get the teacher to reflect on the lesson; and 3) Two to four 

suggestions for improvement if the teacher is receptive.
63
 

 

After writing the opening statement 'Remember you asked me to collect data on.... 

 This question brings the focus entirely on the request for the visit, not personality or the 

performance of the teacher or the performance of the students in the class.  Focus on this 

request prevents endless discussion about students, their behavior, classroom incidents or 

feelings. 

Then the coach must structure two to four leading questions so that the 

teacher will take the time to reflect and dissect the lesson.  This means the 

questions should be phrased so that the teacher does most of the talking.  

For example, a neutral leading question that coach should ask is: "Here is 

the data I gathered from my observation.  What does this tell you?"
64
 

 

On a separate sheet of paper, "The coach now writes down two or three 

suggestions for improvement to use if the teacher is receptive.  These suggestions should 

also be nonjudgmental and non evaluative."
65
 

The teacher should be more receptive to statements that begin with 'some people 

have found this works....'  

For example, the coach could also try: "You know I've run into this also.  Maybe 

we can work out a solution together.  If the teacher is not receptive to suggestions for 

________________________ 
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improvement, this separate sheet of paper should be destroyed."
66
 

4) Talk after the Visit 

The next step in the model is the talk after the visit. 

 

The teacher controls this conference asking for factual data gathered 

relevant to the specific concern.  Either the coach or teacher relates the 

original request to begin the conference.  The teacher listens to/looks at the 

data with the coach analyzing its relevance and drawing conclusions 

leading to solutions to the problem.
67
 

 

The teacher may ask for an additional observation and or coaching.  The coach 

sits beside the teacher with the notes between them.  The coach walks the teacher through 

each step of the data collected, asking leading questions to help the teacher arrive at his 

own solution. 

This is a reflective coaching model, and the purpose of the talk after the visit is to 

have the teacher reflect on the concern and do most of the talking.  The major 

responsibility of the coach during this step is to keep the teacher talking. 

Active listening and leading questions become equally important during 

this step.  After the coach asks a leading question she must pause and use 

skills of active listening.  For example, active listening skills such as 

silence and pausing allow the teacher time to think, but they also allow the 

coach reflective opportunities to formulate additional probing question 

based on the teacher's reaction.
68
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5) Process Review 

 

The final step in peer coaching process review should take only two or three 

minutes.  The sole purpose is to improve the process the teacher and coach have just 

experienced.  Both people review the rules and guidelines to see how closely they were 

followed.   

The process review should take place in the teacher's classroom 

immediately after the talk after the visit.  The teacher and coach analyze 

the process by asking themselves a series of questions related to the 

method of data-gathering, participation of the peers, and the benefits of 

peer coaching and feedback to both teacher and coach: 

 

1. Who talked most? Why? 

2. Were there any judgmental or evaluative statements made? How can they be 

avoided in the future? 

3. Were feelings or recorded facts discussed? 

4.   Did the conference include praise or blame? 

5.  Were the recorded facts related to the teacher's specific request? 

6.   Did the coach's questions lead the teacher to draw conclusions? 

7.   Did the coach become too directive? 

8. Would notes or audio-recording have been better? 

9. Will the facts that were gathered and presented in a non evaluative conference 

lead to improvement of instruction? 

10. Who--teacher or coach--benefited most from peer coaching? 

11. Will the teacher request another observation? 

12. Will the teacher act as coach?
69
 

 

Common Characteristics of Peer Coaching 

However varied the approaches have been in peer coaching models over the past 

ten years, three characteristics have become common to all peer coaching programs.   

"Peer coaching programs are: non-evaluative, based on observation of classroom teaching 

followed by constructive feedback, and focused on improvement of instructional 

________________________ 
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 techniques."
70
 

Peer coaching is distinct from evaluation.  Peer coaching will not be used to 

evaluate a teacher's classroom performance.  According to Showers, 

In divorcing itself from evaluation, coaching provides a safe environment 

in which to learn and perfect new teaching behaviors, experiment with 

variations of strategies, teach students new skills and expectations inherent 

in new strategies, and thoughtfully examine the results. By placing the 

major responsibility for coaching with peers, status and power differentials 

are minimized.
71
 

 

Even when principals or other administrators are involved in parts of the 

observation-feedback process, all participants clearly understand that professional 

assessment is not taking place.
72
 

In describing their collegial interaction process devised for teachers in Larchmont, 

New York, Anastos and Ancowitz state that, "Teachers need considerable time early in 

the project to express their feelings about previous observations and explore the potential 

peer coaching has for putting them in charge."
73
 

Peer coaching includes observation followed by feedback.  In some cases, 

Showers suggests, "The teacher experiments with a new lesson while the coach observes 
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and the experiment continues with a new cycle of analysis, study, hypothesis-forming, 

and testing."
74
 

The use of observational instruments may vary.  Cummings designed a detailed 

teaching map on which observers used different symbols to document teaching functions 

at one minute intervals.
75
  Murphy and Eblan

76
 used forms prepared by Garmston

77
 to 

document lesson objectives during a pre-observational conference and to record 

information to be shared during the post conference.
78
  After the observation, it is 

important for feedback to be accurate, specific, and non-evaluative.
79
  Three ways in 

which coaches give feedback have been identified in an ASCD videotaped series.
80
  

These ways are: a) mirroring the coach records data and gives it to the teacher to analyze, 

b) collaborative coaching the teacher and coach work together to find ways to improve 

teaching, and c) expert coaching the coach acts as a mentor who gives specific 

suggestions to the teacher. 
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Feedback plays an important role in the three steps that Mello believes may be 

helpful in changing teacher behaviors.   

The first step toward making any change is awareness by the individual 

that the new knowledge, practice or skill will satisfy a need or desire the 

individual has.  The second step is the use of feedback to help the 

individual recognize a starting point from which to move toward the new 

behavior.  Third, support from others concerning the new behavior is 

needed to reinforce that behavior and to further motivate the individual to 

continue to move in the direction of the new behavior.
81
 

 

The third characteristic of peer coaching is that it focuses on improving 

instructional techniques.  Some peer coaching programs seek to familiarize teachers with 

specific instructional techniques.
82
 

Other programs are aimed at general improvement and support.  In a high school 

district outside of Chicago, Barnes and Murphy "helped teachers raise their teaching 

methods which at first might be intuitive to a conscious level at which the methods were 

examined and refined."
83
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 The History of Peer Coaching 

Beginning in the mid 1950s, national movements to improve education focused 

on academic quality and social equality.  By the early 1970s, educators recognized that 

many of those efforts, even when well-founded and approved by the public, seldom led to 

changes.  The lack of research on how people learn teaching strategies and how schools 

disseminate innovations contributed to a lack of success.
85
  Educators assumed that 

teachers could learn new strategies, return to school, and implement their new learning 

smoothly and appropriately.  The organization of the schools did not support the intensive 

training efforts that occurred in summer institutes or workshops.  Peer observation and 

feedback had been used prior to Joyce's findings on peer coaching.
85
  Dornbusch, Scott,  

and Smith developed collegial interaction methods similar to the peer coaching model, 

employed peer observation and feedback to improve teacher effectiveness.
86
 

In the 1980s changes in the organization of schools and in training designs would 

help to ease implementation problems.  In 1980, Joyce and Showers believed that "a 

model practiced under simulated conditions, and practiced in the classroom, combined 

with feedback was the most productive training design."
87
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For purposes of research, Joyce and Showers, hypothesized that teachers 

attempting to master new curriculum and teaching approaches would need continued 

technical assistance at the classroom level.
88
  A review of literature on peer coaching 

revealed that when training components--theory presentation, modeling demonstration, 

practice, structured and open-ended feedback were present, there was a relationship to 

transfer of training to the classroom.  The initial research findings support assumptions 

about the effectiveness of the inservice programs that include consultant coaches in the 

training process.
89
 

In 1982, Showers documented skill application for teachers in a coaching 

situation.  Seventeen junior high school teachers were taught on three models of teaching 

in a twelve-hour workshop over four weeks.  One group of eight teachers further 

participated in follow-up training coaching sessions with a consultant following six hours 

of training in the coaching process. 

Data from teacher logs, lesson plans, classroom observations, and 

interviews provide evidence that coached teachers practiced targeted 

instructional strategies more frequently and with greater skill than 

non-coached teachers in their classroom.
90
 

 

________________________ 

 
88
Ibid. 

 
89
Showers, B., Transfer of training: The contribution of coaching (Eugene, OR: 

Cetner for Educational Policy and Management, 1982).  Joyce and Showers, 1983.  

Showers, B., Transfer of training.  Paper presented at the annual meeting of the American 

Educational Research Association, Montreal, Canada, 1983a.  Sparks, G., Synthesis of 

research on staff development for effective leadership, Educational Leadership 41 

(1983): 65-72. 

 
90
Showers, 1982, 7. 

 

 



 
 

 

55 

Additional data collected during interviews in subject debriefing suggested that 

"peer coaching may increase the magnitude of application of training due to the fact that 

teachers are closer to one another and in an excellent position to carry out most of the 

coaching function."
91
 

Although initial research in the 1980s on expert coaching often suggested the need 

to investigate the use of peers rather than consultants as coaches; research in the area of 

peer coaching in the 1990s is limited due to the nature of concept is such that it overlaps 

collaboration and educator effectiveness.  Showers first researched the effectiveness of 

peer coaching.
92
  Showers results found, after twenty-two hours of training in three 

different instructional models, a group of ten coached teachers:  

...averaged more application of training, as measured by their appropriate 

use of instructional models, than a group of uncoached teachers.  Results 

of their early studies showed that teachers who had a coaching relationship 

that is who shared aspects of teaching, planned together and combined 

their experience--practiced new skills and strategies more frequently that 

did their colleagues who worked alone.
93
 

 

In a related study of peer coaching, nineteen teachers and six peer coaches were 

divided into three non-equivalent (on related personal and professional characteristics) 

groups representing different kinds of training.
94
  One group of five teachers received no 

coaching, another group of four teachers participated in an expert coaching activity, while 
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the third group of ten teachers participated in peer coaching.  Analysis of pre and post 

observations of classroom practice of six training skills showed "significantly greater 

change in the desired direction in teachers who participated in peer coaching.
95
 

Licklider conducted an exploratory study of a site-based peer coaching inservice 

model for eleven teachers.
96
  A single group, interrupted time series research design was 

employed.  Initial inservice training focusing on questioning strategies was followed by 

peer coaching.  Ratings of effective use of questioning in recorded teaching sessions and 

personal interviews indicated that "teachers significantly increased the frequency of 

effective use of recommended questioning practice after peer coaching.
97
 

Data collected during evaluation of peer coaching programs also documented the 

effectiveness of peers as coaches in follow-up training.
98
  For example, Anastov and 

Ancowitz  report on self-analysis of teachers with the use of peer observation and 

videotapes.
99
  In one application the social and intellectual stimulation from peers 

enhanced self-esteem and generated positive feeling about the teaching profession.  They 

also report that peer coaching produced positive feelings among teachers and increased 
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collegiality in general.
100
 

Landrum investigated the preliminary effects of peer coaching as a follow-up to 

inservice training in gifted education in a pilot study.
101
  In general, Landrum found that 

"the frequency of teacher initiated higher level questioning was significantly greater for 

both groups of teachers who participated in peer coaching."
102
 

Pogust  further investigated peer coaching and its relationship in transferring staff 

development into the classroom.  In general, Pogust, found that "peer coaching supported 

transfer of training with all peer partnerships reaching level III mechanical use."
103
  

Pogust defined level III mechanical use in this study as a state in which the user focuses 

most effort on the short-term, day to day use of the innovation with little time for 

reflection.  Changes in use are made more to meet user need than client need.
104
 

Both studies concluded that the implementation of peer coaching as a follow up to 

staff development may appears to transfer new skills to classroom practice. 
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Clinical Supervision 

Numerous staff development practices are called "coaching."  These include 

"technical coaching," "collegial coaching," "challenge coaching," "team coaching,"  

"cognitive coaching," "and ways of peer coaching."  Garmston refers to traditional 

clinical supervision as composed of three phrases: pre-conference, observation, and post 

conference.
105
  "None of these should be used for evaluation of teachers."

106
 

Cogan's book on "Clinical Supervision" in the 1970s is the foundation of the 

current literature on peer coaching.  He gives two dual research purposes of clinical 

supervision that he posits as the foundation of teacher supervision literature.
107
  "The first 

is to develop and explain a system of in-class supervision.  The second purpose of clinical 

supervision is to help teachers modify existing patterns of teaching in ways that are more 

effective."
108
  According to Cogan, in many respects a one to one correspondence exists 

between improving classroom instruction and stimulating  teacher professional growth.  

Every decision that teachers, administrators, and supervisors make is preceded by 

evaluation of some sort.  

The process for evaluation can be divided into two key areas: formative and 

summative.  Cogan gives an additional perspective on the comparison of formative and 

summative evaluation:  
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Formative evaluation of teachers is intended to increase the effectiveness 

of ongoing educational programs and activity.  During the process of 

formal evaluation information is collected and used to understand, correct, 

and improve on classroom activity.  The purpose of summative evaluation 

is to make a judgement about the quality of one's teaching.  Summative 

evaluation occurs by the administrator at the end of an educational 

activity.
109
 

 

In my experience, as an administrator, the focus of clinical supervision should be 

on formative evaluation.  The supervisor coach is foremost interested in improving 

teaching and increasing teacher's personal development.
110
  Goldhammer gives and 

additional perspective on teacher evaluation: "The concept of professional accountability 

in clinical supervision is growth oriented and implies a commitment by the educator to 

improvement in performance."
111
 

Practically speaking, improving classroom instruction must start with the teacher. 

 Sustaining changes in teacher behavior and sustained improvements in classroom 

functioning occur as a result of teachers who are committed to these changes.  It is the 

teacher who decides the course of a clinical supervisory cycle; the issues to be discussed 

and for what purpose.  The supervisor coach's job, therefore, is to "help the teacher select 

goals to be improved, teaching issues to be illuminated, and have a better understanding 
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on his or her teaching strategies."
112
  According to Goldhammer, this emphasis (on) 

understanding provides the way by which more technical assistance can be given to the 

teacher; thus clinical supervision involves the systematic analysis of events.  Clinical 

supervision is viewed as an overall pattern of working with teachers that operationally 

take a number of technologies, perspectives, and approaches to specific teaching 

situations.
113
 

In their book, "Techniques in Clinical Supervision of teachers," Acheson and Gall 

discuss new terms for teacher collaboration in improvement of teaching strategies as 

technical coaching, team coaching and peer coaching as in peer clinical supervision 

models that focus on innovations in curriculum and instruction.
114
  There has been several 

different interpretations of clinical supervision.  Acheson and Gall also detail a three 

phase model of Supervision: a planning conference, the class observation, and a feedback 

post conference.
115
  The Acheson and Gall model emphasizes direct teacher supervisor 

interaction. 

A planning conference takes place in which the coach supervisor builds a 

relationship with the teacher based on a mutual trust and support.  In 

addition, the teacher and coach plan together a lesson, series of lessons, or 

a unit.  Planning includes estimates of objectives or outcomes, subject 
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matters, concepts, teaching strategies and material to be used.  The last 

part of the pre-observation conference is that together teacher and coach 

discuss the kind and amount of information to be gathered during the 

observation period along with the methods to be used in gathering 

information.
116
 

 

The class observation requires the supervisor to observe in class instruction.  The 

coach records agreed upon data during the teaching lesson and analyzes the events of the 

class.  The outcomes of the analysis are the identification of patterns of teacher behavior 

that exist over time and critical incidents that occurred that seemed to affect classroom 

activity.
117
  In addition, extensive descriptions of teacher behavior and evidence of 

student behavior is recorded. 

The post conference is an opportunity for the coach to share the objective data 

with the teacher.  The teacher also has an opportunity to exchange information, get 

feedback from the coach as he or she reflects upon the lesson.  The final part of the post 

conference requires the teacher and coach to resume planning.  The teacher and 

supervisor coach begin to plan the next lesson or unit and new target, approaches, and 

techniques to be attempted.  

There seems to be a natural link between clinical supervision and current effective 

teaching. Acheson and Gall define supervision as " the process in helping the teacher 

reduce the discrepancy between actual teaching behavior and ideal teaching behavior."
118
 

To summarize, the arguments to justify the use of clinical supervision to improve 
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classroom instruction rest on five premises:  

1.) "Provides an in-class support system designed to provide dual feedback 

between teacher and supervisor coach";
119
 

2.) The purpose of formative evaluation is "to increase the effectiveness of 

ongoing educational programs and help increase teacher performance and 

personal development";
120
 

3.) A co-partnership relationship in which "colleagues have a mutual professional 

trust to analyze each others performance";
121
 

4.) Clinical supervision focuses on "a teacher's strengths and coaches' role to tap 

large reservoirs of talent within teacher";
122
 

5.) Clinical supervision provides "a systematic analysis of instruction by 

collecting readily observable data."
123
 

Peer observation is the second element of peer coaching in three stages: pre 

observational meeting, observation and feedback.
124
  The first stage of pre-observational 

meeting consists of discussion and planning.  Once the improvement focus which the 

team or individuals in the team are going to work on has been decided, members of the 
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coaching team must develop a clear understanding of what specific behaviors or actions 

must take place to implement the desired changes.  They must be sure the two or three 

team members understand the desired outcome or purpose of the activity and specific 

steps that must take place to ensure that it is implemented.
125
 

At the heart of the discussion must be a clear delineation of the actions that 

observer is supposed to record.  The actions should be defined as behaviorally as 

possible.  Developing an observation checklist is a good way to do this depending on the 

specific innovation involved.  Having a checklist has two advantages.  "One, it provides 

the person learning the activity with a clear understanding of what is expected. Secondly, 

it also provides the coach or observer with a clear objective list of things to watch for."
126
 

The second stage is the observation.  Once everyone is ready, the teacher 

scheduled to conduct the observation does so.  For example, if three teachers are 

involved, teacher A observes teacher B, who observes teacher C, who observes teacher A. 

 Students are prepared for the observation.  For example, students are told 'Mrs. Smith, 

Mr. Ortega and I are working together to develop some activities that we think might help 

you learn more effectively.  Mr. Ortega will be in the room observing us as we try out a 

new way to develop group or team learning.  Please don't pay attention to him.  He will be 

sitting in a chair in the back making some notes.  He won't participate in our work.' 

During the observation the observer should only look for the behaviors or 
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activities that were agreed upon. Gottesman and Jennings emphasize by stating:  

"The observer is not in the room to evaluate or pass judgment on the teacher.  He  

or she should simply check to see what happens and record what is observable.  A 

checklist or a log script or what happens should be kept."
127
 

The use of a log or script helps avoid misunderstandings.  It enables the coach to  

say things like: 'After you corrected Johnny I watched him closely for the next few 

seconds.  What he did was...'.  This approach helps avoid value judgements.  In addition, 

a check sheet helps keep feedback review objectives as well.  For example, it might 

enable the coach to say: 'I measured your students' engaged rates as you asked me to for 

twenty minutes.' 
128
 

"The more specific the teacher has been about what he or she wants the observer 

to watch for and record, the less threatening it is for both parties."
129
 

The last stage in feedback is as soon as possible after the observation period has 

ended the observer (coach) and teacher should meet to discuss what happened.  During 

the feedback session the discussion should be as objective as possible.  It is usually best if 

the person being observed leads the discussion so the coach isn't in the position of 

pressing his or her view on the teacher. 

For example, the session might begin by having the coach ask the teacher 

'Why don't you tell me how you think it went--what went right or what 

went wrong and I'll share with you information that supports your own 
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thoughts as well as things I might have seen that you didn't see'.
130
 

 

Thus the observed teacher might go through the checklist and ask informational 

questions: e.g., What did you see when I was checking for understanding?  If the person 

who was observed keeps pressing for information it will make it easier for the coach.  

One of the absolute essentials in coaching is to be sure the relationship 

between the coach and teacher as professional as possible: (1) never talk to 

a third person about what was specifically observed and (2) don't let a 

member of the team draw the others into personal problems.
131
 

 

Staff Development 

Research in the latter half of the century has identified several essential 

components in the design of effective inservice training.
132
  The combined use of four 

training practices in particular has been recommended as most effective: a) presentation 

or theory, b) demonstration or modeling as skill or concept, and d) feedback, or the 

provision of information about performance and practice.
133
  Fullan states that effective 

staff development promotes school improvement when there is: "(1) a shared purpose, (2) 

structures that represent the organizational conditions necessary for significant 

________________________ 

 
130
Gottesman and Jennings, 56. 

 
131
Ibid., 58. 

 
132
Killon J., and Harrison, C., “Evaluating training programs: Three critical 

elements for success,” Journal of Staff Development 9 (1988): 34-38. 

 
133
Nicholson, A., Joyce, B., Parker, and Waterman, The literature on inservice 

teacher education: An analytical review (Washington, DC: Office of Education, ED 

124734, 1976).  Joyce and Showers, 1980.  Korinee, S., Schmid, F., and McAdams, G., 

The team: Explorations in group process (Dubuque, IA: Kendall Hall, 1985).  Showers, 

1984.  Showers, 1982.  Showers, B., Joyce, B., and Bennett, B., Synthesis of research 

done on staff development, Educational Leadership 42 (1987): 65-72. 

 



 
 

 

66 

improvement, (3) norms of continued improvement, and (4) norms of collegiality.
134
 

 

Fullan defines shared purpose as: 

 

...a shared vision which does not stay static but which constantly interacts 

with the other three conditions supportive of change.  He defines structures 

as the organizational arrangements, roles, and formal policies that build 

working which support changes.  He believes that the norms of continuous 

improvement and collegiality are closely linked.
135
 

 

It is not an easy process to instill a vision among all members of an organization, 

although it may be easy enough to provide a "vision statement" that can be written and 

added to a policy manual. 

Senge has found that: 

...all too often a charismatic leader has a personal vision he or she follows 

but cannot transmit it to the organization in such a way as to cohesively 

focus everyone to work toward that goal.  Even when there is a shared 

vision, it is usually in response to a crisis and dissipates when the crisis is 

over."  He explains that: The practice of shared vision involves the skills 

of unearthing shared "pictures of the future" that foster genuine 

commitment and enrollment rather than compliance.  In mastering this 

discipline, leaders learn the counter productiveness of trying to dictate 

vision.
126
 

 

Accomplishing a successful staff development program for any school district is 

extremely difficult.  Pink reviewed four change projects and found twelve barriers. 

1. An inadequate theory of implementation, including too little time for teachers 

to plan for an learn new skills and practices. 

2. District tendencies toward faddism and quick fix solutions. 

3. Lack of sustained central office support and follow-through. 

4. Under funding the projects, or trying to do too much with too little support. 
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5. Attempting to manage the projects from the central office instead of 

developing school leadership and capacity. 

6. Lack of technical assistance and other forms of intensive staff development. 

7. Lack of awareness of the limitations of the teacher and school administrator 

knowledge about how to implement the project. 

8. The turnover of teachers in each school. 

9. Too many competing demands or overload. 

10. Failure to address the incompatibility between project requirements and 

existing organizational policies and structure. 

11. Failure to understand and take into account the specific differences among 

schools. 

12. Failure to clarify and negotiate the role relationships and partnerships 

involving the district and the local university.
137
 

 

 Effects of Coaching Peer Programs 

Results of coaching programs have been reported in detail elsewhere.
138
  The 

effects of these studies fall into two broad categories: facilitation of transfer of training 

and development of norms of collegiality and experimentation.   

Peer Coaching appears to contribute to transfer of training in five ways.  

1.) Coached teachers generally though not always practice new strategies more 

frequently and develop greater skill in the actual moves of a new teaching 

strategy than do uncoached teachers who have experienced identical initial 

training.
139
 

 

2.) Use the new strategies more appropriately in terms of their own instructional 

objectives and the theories of specific models of teaching.
140
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3.) Exhibit greater long term retention of knowledge about and skill with 

strategies in which they have been coached and, as a group, increase the 

appropriateness of use of new teaching models over time.
141
 

 

4.) Are much more likely than uncoached teachers to teach the new strategies to 

their students, ensuring that students understand the purpose of the strategy 

and the behaviors expected of them when using the strategy.
142
 

 

5.) Exhibit clearer cognition with regard to purposes and uses of new strategies, 

as revealed through interviews, lesson plans, and classroom performance than 

do uncoached teachers.
143
 

 

Peer Coaching also appears to facilitate the professional and collegial 

relationships as discussed by Little.  For example, development of a shared language and 

norms of experimentation.  The data about this process is somewhat less formal than data 

on skill acquisition and transfer.  However, anecdotal and interview data indicate that  

the effects of coaching are far more reaching than the mastery and 

integration of new knowledge and skills by individual teachers.  The 

development of school norms that support the continuous study and 

improvement of teaching, apparently build capacity for other kinds of 

change, whether it is the adoption of a new curriculum, a school wide 

discipline policy or the building of a teaching repertoire.
144
 

 

The implementation of coaching often requires a change in the conduct of 

schools.
145
  Some of these changes are social and require a departure from traditional 
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school organization.  For example, coaching requires a more flexible work schedule than 

that typically provided to teachers in order for teachers and coaches to discuss classroom 

performance and share ideas for future instruction. 

McLauglin and Marsh indicate: "A change in teacher behavior is affected by the 

organizational climate and the educational setting or school climate is an important factor 

in determining whether or not innovations continue."
146
 

Verma expands the previous notion by saying that the organizational climate is 

"composed of variables that are extraneous to training (e.g., communication, support, and 

teacher participation) and may either enhance or inhibit any training.
147
 

Essentially, the relationships between schooling and peer coaching remain 

speculative.  Although Joyce and Showers contend that effects of peer coaching on school 

organization are positive, their conclusions remain unsubstantiated.
148
 

Models of Peer Coaching 

In the summer of 1995 in Ann Arbor, the Michigan Public Schools appointed a 

staff development consultant to develop a peer coaching program in two elementary 

schools.  The study focused on whether peer coaching would improve collegiality in the 

schools, encourage experimentation with new practices, and enhance teaching 

effectiveness.  The study also examined teacher reactions to peer coaching and benefits of 
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the process. 

After consulting with their staff, two principals volunteered, School A to begin in 

the fall and School B to start in the winter.  Both principals were proponents of effective 

peer coaching, and teachers of both schools had gone through at least ten hours of 

research-based effective teaching practice.
149
  The two schools approached the Peer 

Coaching Project from different perspectives.  School A was committed to peer coaching 

before the project began.  The school improvement planning team and the principal had 

proposed the idea to the staff and all had been enthusiastic.  In contrast School B's 

principal was the main proponent of peer coaching in that school.  Since collaborative 

decision-making was not the norm in that school, many teachers were doubtful and had 

rejected the proposition in the fall. The results of the study were measured by a rating 

scale questionnaire before and after the project.  Several questions dealt with the 

frequency and helpfulness from administration and colleagues.  When asked before the 

project how often other teachers observed them 14% of the participants responded 

"frequently" or "occasionally."  At the end of the year, 62% gave one of these 

responses.
150
 

Before the project, 20% said they received feedback on their instruction 

'frequently' or 'occasionally', compared to an 89% response rate after peer coaching. 

________________________ 

 
149
Hunter, M., Rx improved instruction (El Segundo, CA: T.I.F. Publications, 

1976).  Rosenshine, B., and Stevens, R., Teaching functions: Handbook of research on 

teaching, 3rd ed., edited by M.C. Wittruck (New York: Macmillan, 1986). 

 
150
Sparks and Bruder. 

 

 



 
 

 

71 

Clearly peer coaching increased teacher opportunities for observation and 

feedback.  In addition, before the project 52% of the teachers in the two 

schools rated advice they received regarding instruction as 'very helpful.' 

After peer coaching, 75% did so.  Apparently the reviews of effective 

practices and collegial sharing during coaching sessions produced helpful 

professional interaction.
151
 

 

To summarize, in spite of some initial differences between the two schools in 

their approaches to the Peer Coaching Project, the outcomes reflected by the 

questionnaires and interviews indicate that teachers in both schools became comfortable 

with the process and found it useful in improving collegiality and experimentation.  This 

study also indicates that an "entire school with proper support can implement peer 

coaching that results in greater communication and experimentation with teaching 

techniques."
152
 

In 1986 the Old Adobe Union School District, in Sonoma County, California, 

implemented a peer coaching program to provide support to newly hired teachers and 

offer leadership roles to experienced teachers.  Under the direction of Pam Robbins the 

training addressed Collegial Coaching along with its rationale and research base.  She 

asked teachers and principals to envision peer coaching in its ideal state; what it would 

look like, sound like and feel like renamed as "Peer Sharing and Caring."
153
 

Participants received intensive training in Cognitive Coaching.  According to 

Costas and Garmston, in cognitive coaching during the conference: 
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The teacher makes explicit for the observed the intended purpose of the 

lesson, expected student outcomes and behaviors, planned teaching 

behaviors and strategies, and concerns about the lesson and the desired 

focus of the observation.  During the observation, the observer collects 

information about the instructional/curricular elements identified by the 

teacher.  After the observation, the two discuss what actually happened 

during the lesson as opposed to what was planned.
154
 

 

The observer facilitates this analysis by asking questions that prompt the teacher 

to reflect on the lesson, recalling actual teacher and student behaviors.  An integral part of 

the past conference in a discussion of what the observer did that facilitated or hindered 

the learning process for the teacher.
155
 

In Old Adobe, several factors were critical to the success of "Peer Sharing and 

Caring."  Participation was voluntary and the training empowered teachers as well as 

equipped them with an expanded repertoire of coaching skills.  The training was also 

ongoing; the coaches continued to meet as a group to learn from each other.  The 

atmosphere was supportive so that teachers felt they could take risks.  Further, principals 

provided direction for the program by attending workshops with the coaches, modeling 

coaching behaviors.  They also supported the program by freeing time up for teachers to 

coach and follow through on commitments. 

One of the benefits of the Adobe Peer Coaching Program is that "coaching" has 

become a norm in the school culture of old Adobe.
156
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Each new teacher is assigned a coach who assists him or her with 

instruction.  In addition to promoting collegiality and providing new 

teachers the support they urgently need, the program has had beneficial 

effects on experienced teachers.
157
 

 

According to Raney and Roberts: 

 

The act of coaching give teacher - coach an opportunity to observe a 

classroom from an objective perspective.  The insights a teacher gains 

during these observations often have applicability to his or her own 

classroom.  In one teacher's words: "I learned more from my observation 

of others than I did from being observed and receiving feedback.
158
 

 

Peer sharing and caring has also opened up a new level of communication 

between teachers of different grade levels and schools.  According to Robbins: "Talking 

about teaching reflecting on their craft has helped teachers develop an appreciation for 

teaching as a profession.  Feelings of isolation and passivity have given way to an 

environment of collaboration and professional growth."
159
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Transfer of Training 

A significant and longstanding problem in American schools is making sure that 

effective instructional practices find their way into teachers' routine.
160
  Carmine noted 

that many policymakers erroneously assume that practices proven to be effective will 

automatically transfer to classroom practice.
161
  Transferring practice to classroom routine 

is more complex than this, however, being influenced by the methods used to market and 

disseminate innovations as well as by the staff development activities instituted to 

promote teacher change and expertise.
162
 

A variety of methods have been recommended to enhance teachers adoption of 

effective teaching methods.  Ackland distinguished between two types of coaching: 

expert coaching and reciprocal coaching.
163
 

Expert coaching occurs when one individual with acknowledged expertise 

observes another and provides support, feedback, and suggestions for 

change.  Reciprocal coaching entails two teachers observing each other 

and exchanging feedback in an alternating fashion.  Although one teacher 

may have greater expertise the two learn from each other and jointly 
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improve their instructional capacity.
164
 

 

Showers stated: 

 

...that reciprocal coaching provides a safe environment in which to learn 

and perfect new teaching behaviors, experiment with variations of 

strategies, teach students new skills and expectations inherent in new 

strategies, and thoughtfully examine the results.
165
 

 

Joyce and Showers in their research on the coaching of teaching have identified 

five elements that must be present in training if that training is to be transferred to the 

classroom so that it can impact students: "theory, demonstration, practice, feedback, and 

coaching."
166
 

Joyce and Showers define theory: 

....as the rationale behind the skill or strategy and the principle that 

governs its use.  It gives a mental image of the skill and all relevant 

research.  It also provides a framework for feedback and measurement.  

This element is most common and is present in all training sessions. 

Typically this is the only element that exists in training sessions.
167
 

 

The second element, demonstration, means that the trainer simulates the skill or 

models the skill in action under training conditions.  For example, this could take place in 

a setting similar to the workplace.  It gives the participants a chance to perceive the skill 

through the eyes of the learner.  Often teachers leave a training session believing that if 

they saw the trainer demonstrate the skill, then they can do it.  This point is recognized by 
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Gottesman and Jennings, when they stated years later: "The disillusion comes when the 

teacher returns to the classroom and finds he or she still cannot perform the skill."
168
 

The third element, practice in training, involves guided practice in the presence of 

the trainer who has demonstrated the skill.  Participants have a chance to practice the skill 

in training conditions.  They practice with a partner in a controlled environment.  

The next element is feedback. "Feedback is defined as giving information about a 

skill once it has been performed.  Feedback must be specific to be effective.  In addition, 

feedback is non-evaluative because it is simply a replay of the facts."
169
 

Training has included all four of these elements, but with all four present, there is 

still a low percentage of transfer.  Joyce and Showers' research posited that:  

... 5% of learners will transfer a new skill into their practice as a result of 

theory, 10% will transfer a new skill into their practice with theory and 

demonstration, 20% will transfer a new skill into their practice with 

theory, demonstration, and practice within the training, 25% will transfer a 

new skill into their own use with theory, demonstration, practice within 

the training, and feedback, and 90% will transfer a new skill into use with 

theory, demonstration, practice, feedback, and coaching.
170
 

 

The fifth element that raises the application ratio is coaching.  When coaching is 

added to the four elements, the percentages take a sharp turn upward.  Coaching is more 

than feedback (a replay of facts) and takes place once the teacher is back in the classroom 

setting. "Coaching assumes that the teacher is ready to move beyond feedback to 

________________________ 

 
168
Ibid. 

 
169
Ibid., 27. 

 
170
Joyce and Showers, 1983, 15. 

 

 



 
 

 

77 

suggestions, possibilities, planning sessions, and mutual learning.@
171
 

Showers' 1983 research involved conducting an experiment on the effects 

coaching has on transfer.  All the teachers received three months of training in a specific 

skill.  Half the group also received coaching back at the school site as they implemented 

the skill.  The other half did not receive coaching.  

Results showed that 25% of those who received coaching transferred the 

skill appropriately to the classroom.  In the group that was not coached 

only 18% transferred the skill to the classroom.  In addition, many of the 

teachers who did not receive coaching delayed using the skills and after 

six months had lost the skill entirely.
172
 

 

Showers= 1984 study continued the earlier research of the transfer of training of 

new teaching repertoire and skills as a result of peer coaching.  The assumption that 

transfer occurred once skills have been taught and learned proved incorrect.  Showers 

investigated the transfer problem.  Study I was to measure transfer scores of coached and 

uncoached teachers by conceptual level.  Seventeen junior high teachers were trained 

three hours weekly for two months in three teaching models including the coaching 

process.  After a conceptual level test and interviews, teachers were randomly assigned to 

a coached or uncoached condition. 

The results of the study showed that "coached teachers transferred training at a 

greater rate than uncoached teachers.  Uncoached teachers with higher conceptual levels 

transferred training at a low rate."
173
  All teachers expressed positive attitudes toward 
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training.  In that same research, Showers also found that conceptual learning (cl) was 

positively related to transfer of training among coached teachers.  Six months later 

follow-up to the study data showed "coached teachers maintained their training at a 

higher level than uncoached teachers but transfer also increased for both showing support 

to the 'lay' effect of strong training."
174
 

Successful transfer of strategy through peer coaching to a specific language arts 

component was discussed by Kuwait in 1988; Kurth in 1985; and Neubert in 1987.  

Kuwait's 1988 study showed a trend toward better understanding of teaching strategies 

and peer coaching process with teachers of limited English proficient students.  Kuwait 

also concluded that peer coaching is a viable staff development for teachers of limited 

English proficient students.
175
 

Kurth's 1985 study was to determine if trained teachers acting as peer coaches 

could help other teachers improve their reading comprehension strategies.  Four specific 

behaviors were selected for the coaching model.  Findings showed: 

...an increase from 26% to 90% in direct comprehension, a 35% to 64% 

increase of independent reading level reading during instruction, a 

decrease of 16% to 8% of non-instructional time during reading class.  The 

study showed that through peer coaching specific changes in teacher 

behavior occurs.
176
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  Neubert's 1987 study followed a variation of Shower's Peer Coaching Model.
177
  

Twenty teachers (K-12) and two language arts resource personnel participated in a three 

day program on writing strategies. The resource teachers served as coaches who observed, 

gave feedback, planned lessons, and team taught.  

Quantitative data collected after two years from questionnaire rating of 

coaches showed the average of all five coaching functions on a 1 to 5 (low 

to high) scale was 4.6 or above.  This analysis distinguished five coach's 

characteristics which created an effective team coaching process: 

Knowledge, Credibility, Support, Facilitation, and Availability.
178
 

 

Peer coaching was reported by Servatius and Young in 1985; Leggett in 1987 as 

the model for learning and mastery of new teaching strategies.  In Servatius and Young's 

study a Santa Clara school district trained seven elementary school teachers in peer 

coaching and two teaching strategies.
179
  Teachers were selected to act as advisor coaches 

to thirty-three volunteers requesting observation and feedback.  Feedback was 

confidential.  Project evaluation data were collected from participant feedback and 

observation logs.  

Findings, according to Servatius and Young, showed that the teachers who 

received both training and coaching are implementing the trained skill correctly and 

consistently.  

In addition, the Educational Development Center of Santa Clara Co. who 

supported the study concluded it will never again wish to offer training 
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that does not include the element of coaching.  We're convinced of its 

power to effect change.
180
 

 

In Leggett's 1987 study the peer to peer model was taught in a twelve hour 

workshop along with skills in script taking, observation, and feedback.  Based on overall 

positive statements by the participants, peer coaching was found to be "a valuable 

experience and a means of helping each other develop professionally and an ongoing 

process to utilize teacher training in the classroom."
181
 

In addition, data drawn from the project in the form of teacher interviews 

concluded that teacher isolationism was reduced, professional dialogue was generated, 

and peer coaching provided a continual process for skill improvement in the 

classroom."
182
 

Landrum, in 1990, investigated the impact of peer coaching as a follow-up to a 

specific training program designed to increase the frequency of teacher initiated higher 

level cognitive questioning.  In general, Landrum found that the frequency of teacher 

initiated higher level questioning was significantly greater for both groups of teachers 

who participated in peer coaching.  The results of the study support the contentions of 

experts that inservice training can enhance in the classroom.  The use of peer coaching as 

a follow-up to training appears to improve classroom performance for inservice 
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trainees.
183
 

In addition, Pogust's 1993 research focused on which staff development factors 

are effective to help teachers transfer training.  In general, Pogust found that peer 

coaching supported transfer of training with all peer partnerships reaching level II 

Mechanical use.
184
  Both studies concluded that implementation of peer coaching as a 

follow-up to training appears to transfer new skills to classroom practices. 

 Summary 

The suggestion that teachers could be trained to improve their instruction and that 

of their colleagues led Joyce to name this method of staff development "Peer Coaching".  

Peer coaching was also defined by LeBlanc "as a process action plan for problem solving 

while activating self analysis and creative thinking for the development of a specific 

skill."
185
 

Robbins also expands on the definition of peer coaching by stating that peer 

coaching: 

...is a confidential process through which two or more professional 

colleagues work together to reflect on current practices; expand, refine, 

and build new skills; share ideas; teach one another; conduct classroom 

research; or solve problems in the workplace.
186
 

 

Depending upon the objectives of the peer coaching program, Garmston described 
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the differences in technical, collegial, and cognitive coaching.
187
  Most peer coaching 

models incorporated Joyce and Showers "five elements that must be present in training if 

that training will be transferred to the classroom: thorough demonstration, practice, 

feedback, and coaching for application.  The five steps were applicable to the fine tuning 

of skills or to learning new teaching strategies."
188
  They concluded that, "for fine tuning 

of skills, presentation and modeling were adequate for some teachers to use the skills 

routinely in class."
189
 

As the recommended methods of staff development became less familiar and 

more complex, however constant feedback was necessary for the majority of teachers.  In 

addition to transfer the training into the classroom, some teachers needed direct coaching 

before transfer of skills was attained to promote collegiality in the school.
190
 

According to Robbins  isolationism of teachers in school could be reduced 

through sharing in peer coaching.
191
 

Peer observation and feedback had been used prior to Joyce's description of peer 

coaching.  Dornbusch, and Scott and Smith developed a collegial interaction modern 

similar to the peer coaching model, employing peer observation and feedback to improve 
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teacher effectiveness.
192
  Brophy reported that non-judgmental feedback helped teachers 

monitor and change behavior which aided teachers in goal setting by using Elliot's 1985 

peer review study.
193
 

In a unique variation of peer coaching Rorschach and Whitney
194
 improved their 

teaching following peer collaboration through observation and feedback.  "Trust partners" 

were discussed by Mello in his peer centered coaching model, described "as giving and 

receiving feedback in a supportive environment to alter teacher behavior and 

teacher-student interaction."
195
 

With the goal of improving teacher effectiveness, various peer programs have 

been implemented in recent years.  As a result of coaching, changes in teacher behavior 

which routinely affected student outcomes was recorded by Sparks.
196
  Sparks' 1987 study 

of two elementary schools who implemented the peer coaching program rating scale 

questionnaires revealed "that 70% of the teachers felt that students were learning more 
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due to the peer coaching program."
197
 

The related literature has shown that transfer of training in skills, models, or 

strategies supports the basis for Showers' 1983 conclusion that coached teachers show a 

higher rate of transfer of training than uncoached teachers and utilize new teaching 

strategies more that uncoached teachers. 

The peer coaching model used in this study was based on Joyce and Showers' 

1983 theory and Gottesman's 1994 Effective Schools Training Program.  The model 

describes three phases: peer watching, peer feedback, and peer coaching.  The final phase, 

peer coaching, is a five step process: request a visit, visit, review notes and list some 

possibilities, talk after visit and process review to provide teachers' an easy structure for 

requesting and receiving a peer critique through a non-evaluative gathering of observed 

facts.  The literature has shown that coaching should implement new training to transfer 

from staff development into classroom practice. 
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CHAPTER III 

 

 PRESENTATION AND ANALYSIS OF DATA 

 

 

This chapter is divided into three sections. The first section presents a summary of 

the quantitative data and suggests some patterns emerging from the information.  The 

second section presents the qualitative treatment.  Finally, the last section presents the 

similarities and differences and the related literature where appropriate as it relates to the 

hypotheses in Chapter I. 

 Section One - Quantitative Data 

The quantitative data were analyzed by using an Independent Sample T test to 

determine if the differences were significant between the pretest measures.  The 

Independent sample T test also measures the statistical significance of each of the four 

areas of low profile interventions, cooperative learning, higher order thinking and total 

composite scores.  Both the control and experimental group were analyzed in pretest 

differences in low profile interventions, cooperative learning, higher order thinking and 

total composite scores. 

In the first area low profile interventions, the Independent Sample T test revealed 

that there was no a significant difference between the pretest means of both the control 

standard presentation group and experimental peer coaching group (T = .208; P = .838).  

The control mean was 3.00 with a standard deviation 3.53553 and standard error of the 

mean of 1.58114.  The experimental peer coaching group mean was 3.30 with a standard 

deviation of 2.11082 and standard error of the mean of .66750. 
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In the second area cooperative learning the Independent Sample T Test revealed 

that there was no significant difference between the pretest mean of both control standard 

presentation and experimental peer coaching group (T = -.452; P =  .659).  The control 

standard presentation mean was 2.00 with a standard deviation of 2.73861 and standard 

error mean of 1.22474.  The experimental peer coaching group mean was 1.4 with a 

standard deviation 2.27058 and standard error of the mean of .71802. 

In the third area, higher order thinking the Independent Sample T test revealed 

that there was no significant difference between the pretest means of both control 

standard presentation and experimental peer coaching group (T = -.304; P = .766).  The 

control standard presentation group mean was 4.80 with a standard deviation of 3.11448 

and the standard error of the mean of 1.39284.  The experimental peer coaching 

experimental group mean was 7.6 with a standard deviation of 2.41293 and standard error 

of the mean of .76303. 

In the last measure composite total of all staff development areas the Independent 

Sample T test revealed that there no significant difference between the pretest mean of 

both the control standard presentation and the experimental peer coaching group  

(T = -.366; P = .720).  The control standard presentation mean was 9.2 with a standard 

deviation of 3.49285 and standard error of the mean of 1.56205.  The experimental peer 

coaching mean was 8.40 with a standard deviation of 4.19524 and standard error of the 

mean of 1.32665. 
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The quantitative data collection were analyzed using a Dependent T test to 

determine the difference between pre and post test measures.  The Dependent T - test also 

measures the statistical significance of each of the four hypotheses in the areas of low 

profile interventions, cooperative learning, higher order thinking, and total composite 

score.  Both the control and experimental group were analyzed in the four main areas on a 

pretest and posttest differences in low profile interventions, cooperative learning, higher 

order thinking and total composite score. 

In the first area (see Table 1) low profile interventions, the standard control 

presentation group the difference between the pretest mean of 3.00 and posttest mean was 

1.60 was -1.40.  The overall Dependent T test revealed that there was not a significant 

increase from the pretest to the posttest, t (d.f. = 4) = - 0.97543 p > .05.  In the first area, 

low profile intervention, the experimental peer coaching group, the difference between 

the pretest mean of 3.30 and posttest mean of 6.10 was 2.80.  The overall Dependent T - 

test revealed that there was a significant increase from the pretest to the posttest, t (d.f. = 

9) = 5. 467 p < .05. 

 Table 1.  Dependent T-Test - Low Profile Interventions 

________________________________________________________________________ 

 

Standard 

Mean  Deviation     T  Significance 

________________________________________________________________________ 

 

Control Pre  3.00  3.53553      .208   .838 

Experimental Pre 3.30  2.11082 

Control Post  1.60    .54772  10.408   .000* 

Experimental Post 6.10    .87560 

________________________________________________________________________ 

*highly signi
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In the second area (see Table 2) cooperative learning, the control standard 

presentation group, the difference between the pretest mean of 2.00 and the posttest mean 

of 2.00 was zero.  The overall Dependent T test revealed that there was no significant 

increase from the pretest to the posttest (4) = 0.00 p = 0.00.  In the second area, 

cooperative learning, the experimental peer coaching group, the difference between the 

pretest mean 1.40 and posttest 5.30 mean was 3.90.  the overall Dependent T test revealed 

that there was a significant increase from the pretest to the posttest, t (d.f. = 9) = 5.08 < 

.05. 

 Table 2.  Dependent T-Test - Cooperative Learning 

________________________________________________________________________ 

 

Standard 

Mean  Deviation     T  Significance 

________________________________________________________________________ 

 

Control Pre  2.00  2.73861  -.452   .659 

Experimental Pre 1.40  2.27058 

Control Post  2.00  2.73861  3.616   .003* 

Experimental Post 5.30    .82327 

________________________________________________________________________ 

*highly significant 

 

 

In the third area (see Table 3) higher order thinking, the control standard 

presentation group, the difference between the pretest mean was 4.20 and posttest mean 

of 4.80 mean was 0.60.  The overall Dependent T - test revealed that there was no 

significant increase from pretest to posttest t(d.f. = 4) = 0.317 p > .05.  In the third area, 

higher order thinking, the experimental peer coaching group, the difference between the 

pretest mean of 3.70 and posttest mean of 7.60 was 3.90.  The overall Dependent T - test 
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revealed that there was a significant increase from pretest to posttest t (d.f. = 9) = 5.08 p < 

.05. 

 Table 3.  Dependent T-Test - Higher Order Thinking 

________________________________________________________________________ 

 

Standard 

Mean  Deviation     T  Significance 

________________________________________________________________________ 

 

Control Pre  4.20  4.02492  -.304   .776 

Experimental Pre 3.70  2.40601 

Control Post  4.80  3.11448  1.930   .076* 

Experimental Post 7.60  2.41293 

________________________________________________________________________ 

*highly significant 

 

 

In the last measure (see Table 4), composite total of all three areas of staff 

development areas, the control standard presentation group, pretest mean of 9.60 and 

posttest mean of 9.40 was 0.20.  The overall Dependent T test composite score revealed 

that there was no significant increase from the pretest to the post test t (d.f. = 4) = 0.0583 

p > .05. The last measure composite total of all three staff development areas, the 

experimental peer coaching group, difference mean of 8.40 and posttest mean of 18.90 

was 10.50.  The overall Dependent T test composites total of all three staff development 

areas was significant from pretest to posttest, t (d.f. = 9) = 7.584 p < .05. 
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 Table 4.  Dependent T-Test - Composite Scores 

________________________________________________________________________ 

 

Standard 

Mean  Deviation     T  Significance 

________________________________________________________________________ 

 

Control Pre    9.20  3.49285  -.366   .720 

Experimental Pre   8.40  4.19524 

Control Post    9.40  6.34823   .396   .698 

Experimental Post 10.50  4.37798 

________________________________________________________________________ 

 

 

Results 

Hypothesis #1: Peer coaching had a higher incidence of transferability of staff 

development to classroom practice.  Accepted. 

The data in Hypothesis #1 showed that the first hypothesis peer coaching will 

have a higher incidence of transferability of staff development to classroom practice has 

been accepted at the 0.1 level.  The Dependent T test data show peer coaching mean of 

8.40 to mean of 18.90.  Overall pretest to posttest measures showed t (d.f. = 9) = 7.584 p 

< .05. 

Hypothesis #2: Standard Presentation had a higher incidence of transferability of 

staff development to classroom practice.  Not Accepted. 

The second hypothesis standard presentation will have a higher incidence of 

transferability of staff development to classroom practice was rejected at the 0.1 level.  

The data from the control standard presentation the Dependent T test overall pretest mean 

of 9.20 to mean posttest of 9.40 showed that 0.058 p > .05. 
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Hypothesis #3:  Peer coaching had a lower incidence of transferability of staff 

development to classroom practice.  Not Accepted. 

The third hypothesis peer coaching will have a lower incidence of transferability 

staff development appears to be rejected at the 0.1 level. The data from the experimental 

peer coaching Dependent T test overall pretest mean of 8.40 to posttest mean of 18.90, 

overall pretest to posttest measures show t (d.f. = 9) = 7.584 < .05.   

Hypothesis #4: Standard Presentation had a lower incidence of transferability of 

staff development to classroom practice.  Accepted. 

The final hypothesis, standard presentation had a lower incidence of 

transferability to classroom practice was accepted at the 0.1 level.  The data from the 

Dependent T test comparing the standard presentation to the peer coaching group reveal 

that the standard presentation overall score mean pretest of 9.20 and the mean posttest of 

9.40 total score of 0.058 t (d.f. = 4) = 0.058 p > .05.  The peer coaching group mean 

pretest of 8.40 and mean posttest of 18.90 total score 7.584 + (d.f. = 9) = 7.514 p < .05 is 

statistically significant. 

To summarize, the data from the Independent Sample T test revealed that 

homogeneity between the control standard presentation and experimental peer coaching 

groups.  There was no significant difference in the pretest of all four areas in both the 

control standard presentation and peer coaching groups. However, the data from the 

Dependent T test showed that in three out of the four areas pretest to posttest there is a 

significant difference between the control standard presentation and experimental peer 
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coaching groups.  The Dependent T test revealed that in the areas of low profile 

interventions and cooperative learning in total, the experimental peer coaching group 

grew more significantly between the pretest and post test measures. 

 Section Two - Qualitative Data 

The qualitative data were analyzed by using four readers who followed the 

procedures as outlined in Chapter I.  These readers are all educators and experienced in 

classroom practice.  Each journal was read with a specific focus.  The data for the 

qualitative investigation included the ten journals of teachers engaged in peer coaching 

and five journals of teachers who received the standard presentation.  Each reading 

session was focused on peer coaching journal entries concentrating on a specific probe 

(strategies, attitude or evaluation) or the standard presentation entries using the same 

protocol.  The task of the reader was to focus on predominant concepts (themes or 

patterns) and/or unique statements of similarities or differences in each of the staff 

development areas (low profile intervention, cooperative learning, and higher order 

thinking). 

The overall visual review of total logs revealed that the peer coaching 

experimental group had 119 pages of verbiage.  The standard presentation group had 68 

pages of verbiage.  Each reader indicated that the length and quality of the sentences of 

the experimental group were longer than the control standard presentation group.  In 

addition, the average number of sentences of the both groups was divided per the number 

of participants.  The data revealed that the experimental group had 77 sentences on the 

average and the control group 70 sentences.  
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 The readers also saw a pattern of a more thoughtful verbiage of the experimental 

group and more direct application of the staff development to classroom practice in the 

three areas: low profile interventions, cooperative learning and higher order thinking.  For 

example, in the area of low profile intervention, the logs revealed that experimental peer 

coaching group mentioned proximity 31 times in the logs and the control group standard 

presentation only mentioned proximity 13 times in the logs.  In addition, the experimental 

peer coaching group gave more "I" sentences and feelings in the direct application to 

proximity to classroom practice. 

Selected comments from the journals of the standard presentation group and peer 

coaching are organized according to categories: strategies, attitude and evaluation.  

Strategies includes comments about what a teacher perceives that he/she plan to deal with 

classroom behavior.  Attitude includes the affect or feeling aspect of each teacher's 

perception of his/her own behaviors as he/she deals with classroom behavior.  Finally, 

evaluation deals with the teacher's perception of how effective the strategy was in dealing 

with students' classroom task behaviors. 

The qualitative probes that the teachers were given in both the standard 

presentation and the peer coaching group were: (1) How has your knowledge of low 

profile intervention techniques influenced your teaching?; (2) How has your knowledge 

of cooperative learning techniques influenced your teaching?; and (3) How has you 

knowledge of higher order thinking techniques influenced your teaching? 



 
 

 

92 

 

 

This section of the chapter is analyzed in three phases: 

Phase I: Presentation of selected comments (strategies, attitudes, evaluation) from 

the standard presentation group and peer coaching group for each probe: low profile 

intervention, cooperative learning and higher order thinking. 

Phase II: Analysis of selected comments (strategies, attitudes, evaluation) from the 

standard presentation group and peer coaching group for each probe. 

Phase III: Comparison of similarities and differences between the two groups, 

highlighting the prevalent trends and patterns. 

Phase I: A. Presentation of selected comments from standard presentation 

The following tables represent a sampling of trends and patterns from the standard 

presentation group.  The comments regarding low profile intervention were entered five 

weeks into the study. The comments regarding cooperative learning were entered ten 

weeks into the study.  The comments regarding higher order thinking skills were entered 

fifteen weeks into the study. The tables present pertinent phrases of what the participants' 

perspective of the strategies, attitudes and evaluation in the three areas (low profile 

intervention, cooperative learning and higher order thinking),  after the standard 

presentation staff development inservice.  Information was presented but no other 

interventions were implemented. Complete comments from all participants are in the 

Appendix. 
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 Table 5.  Low Profile Intervention Strategies - Standard Presentation 

 

________________________________________________________________________ 

 

Low Profile  Jac: ...I simply made eye contact with them for about twenty (20) 

Intervention  seconds. 

Strategies 

Seg: I used the low profile intervention techniques of eye contact to 

stop a student who taps his pencil....while I'm teaching. 

 

Hig: ...low profile intervention techniques has influenced my 

teaching by allowing me to respond to inappropriate behavior in a 

variety of nonverbal techniques. 

________________________________________________________________________ 

 

 

The journal reports from the standard presentation group relative to the low profile 

intervention strategies were general and egotistic.  None of the comments demonstrated 

an in depth reflection about the impact of the strategy on students and centered more on 

what the participants did.  Clearly it is important to know how the teachers implemented 

the strategy; but these comments were superficial. 

 Table 6.  Cooperative Learning Strategies - Standard Presentation 

________________________________________________________________________ 

 

Cooperative  Seg: I used modeling today for the first time during cooperative 

Learning  learning math lesson....  Today my students worked in small groups 

Strategies  to count ordinal numbers. 

 

Hig:  I decided to structure the groups.  Each member in each 

group is assigned ..... material manager, recorder, time keeper..... 

 

Jac:  I allowed my students to test a partner by administering a 

spelling pretest to one another.  I had to remind several students 

that it was not free time. 

 

Hig:  Cooperative learning techniques are effective yet difficult to 

establish. 

________________________________________________________________________
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The participants wrote more about 'their' using the cooperative learning strategy but 

focused less on the difficulties that the students had in 'getting' how to do it.  It did not 

seem that these participants were provided the opportunity for students to practice the 

major components of cooperative learning, i.e., positive interdependence, promotive 

interaction, individual accountability, and group processing. 

 Table 7.  Higher Order Thinking Strategies - Standard Presentation 

________________________________________________________________________ 

 

Higher Order  Vax: In my opinion, critical thinking is a goal of making a person 

Thinking Strategies an independent problem solver. 

 

Hig: Higher order of thinking skills used in combination with other 

techniques to maximize student performance. 

________________________________________________________________________ 

 

 

This strategy floored the participants.  Their comments were vague and ambiguous.  It 

appeared that none of them could figure out how to implement this strategy. 
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 Table 8.  Low Profile Intervention Attitudes - Standard Presentation 

________________________________________________________________________ 

 

Low Profile  Seg: Drive me crazy before I can successfully ignore them. 

Intervention 

Attitudes  Seg:  As soon as I walked near him and looked at him with a long 

stare, he stopped tapping 

 

Hig:  I have found that one problem with eye contact is that is that 

some students it does not have a long term effect. 

 

Jac: I immediately turned my body in a manner....they knew that I 

meant 'quiet, now', without saying a word. 

 

Vax: I have noticed that many students do not acknowledge 

nonverbal behaviors. 

 

Hig: By using these different strategies I am able to correct 

behavior problems without drawing or focusing the attention of the 

whole class with something as simple as a look, shake of the head, 

or movement. 

________________________________________________________________________ 

 

 

Again the comments reflected the teachers' attitude as trying to work the strategy with the 

students but students not behaving or reacting as 'expected' to the teachers' behaviors.  In 

other words, the teachers' attitudes were that the strategies did not work with the students 

so they probably would not continue to use them. If these perceptions were correct there 

is no indication in the comments that the teachers were willing to analyze how these 

attitudes of their students could be improved. 
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 Table 9.  Cooperative Learning Attitudes - Standard Presentation 

________________________________________________________________________ 

 

Cooperative  Seg: Cooperative learning is much better than role learning.  I feel 

Learning  that the lower level students are able to achieve better products 

Attitudes  because of working with higher level students. 

 

Seg: I believe my students enjoy working with partners.   I think 

joint success was celebrated. 

 

Hig: Students seem to get "hung up" on who is doing what. 

 

Seg:  The students thought it was fun. 

 

Hig:  I have restructured the classroom to allow students to help 

and seek help among their peers.  This is a big adjustment for 

myself and my class. 

 

Hig: I found that grouping students causes many conflicts..... 

 

Vax: I enjoy the cooperative learning system and it is usually 

positive. 

________________________________________________________________________ 

 

 

The standard presentation group really appreciated this strategy and their attitudes 

reflected as much.  As some reflected on their own practice, this introspection was 

valuable.  However, most participants focused on the negative impact of the strategy on 

their students, never owning their own ineffectiveness. 

 Table 10.  Higher Order Thinking Attitudes - Standard Presentation 

________________________________________________________________________ 

 

Higher Order  Vax:  ....The outcome was indeed phenomenal. 

Thinking Attitudes 

Hig: Students can process information and apply it to other 

situations. 

________________________________________________________________________ 
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Although these two entries are positive, there are no specific comments to support these 

points. There seemed to be lip service only to the attitudes of higher order thinking, no 

evidence in their reports indicated that any of them truly used this strategy.  Statements 

such as these are excellent public relations but as presented in this context; they are 

meaningless. 

 Table 11.  Low Profile Intervention Evaluations - Standard Presentation 

________________________________________________________________________ 

 

Low Profile  Seg: Doesn't work [ignoring]. 

Interventions 

Evaluations  Jac: I love using close proximity, it beats yelling at the top of your 

lungs. 

 

Seg: I believe that touching has be used in conjunction with eye 

contact, name dropping and proximity in order to be effective.  It 

also must be used sparingly so that the shock effect will not wear 

off. 

 

Hig:  Results are immediate, but not long lasting. 

 

Seg: I noticed that these strategies work, however, for a few severe 

cases my regular discipline system needed to be used. 

 

Vax:  They don't seem to notice body language. 

________________________________________________________________________ 

 

 

Again, the participants focused on the 'limitations' of students and not of their practice. 
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 Table 12.  Cooperative Learning Evaluations - Standard Presentation 

________________________________________________________________________ 

 

Cooperative  Seg: My students are expecting a higher level of success....I know 

Learning  that it helped the students gain shared responsibility for each 

Evaluations  other.... 

 

Vax:  However, this class has super kids but they don't stay on 

task....since I know it will benefit them, I'll keep trying.  Ultimately 

with a reasonable goal of increased scores on math tests. 

 

Hig:  Negative side - noise level.  For myself, I have to be more 

patient to allow students to 'converse'. 

Positive side - certain students have a hard time coming to the 

teacher for help.  They feel more comfortable asking friends.... 

 

Jac:  The lesson was a success.  There weren't any behavior 

problems. 

 

Seg: I find their behavior improves over time. 

 

Hig: I personally enjoy cooperative grouping.  Sometimes as a 

teacher, it is hard to step aside and let the class go.  I find discipline 

more an issue. 

________________________________________________________________________ 

 

 

The evaluations were general, marginal and seemed to placate rather than reflect true 

personal changes in 'their' classroom practice. There was more of a tendency to 'blame' 

the students, despite these two positive comments about student behavior.  

 Table 13.  Higher Order Thinking Evaluations - Standard Presentation 

________________________________________________________________________ 

 

Higher Order  Vax: It is extremely important not to prejudge a student outcome.  

Thinking   Historically the same assignment given with a resource sheet 

Evaluations  would have not yielded the same result. 

 

Hig: Use higher order thinking skills to inspire them as individuals. 

Take learning to the next step. 

________________________________________________________________________ 
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These are very 'superficial' comments.  The respondents are attracted to the 'ethereal' 

notion of higher order thinking but didn't take it personally.  The aim of the staff 

development was to get these teachers to 'own' the strategy and recognize the reciprocity 

between their practice and their students' successes. 

Presentation of selected comments from peer coaching group  

The following tables represent a sampling of trends and patterns from the peer 

coaching group.  The comments regarding low profile interventions were entered after 

five weeks into the study.  The comments regarding cooperative were entered ten weeks 

after the study.  The comments regarding higher order thinking were entered fifteen 

weeks after the study.  The tables present pertinent phrases of what the participants' 

perspective of the strategies, attitudes and evaluation in the three areas (low profile 

intervention, cooperative learning and higher order thinking), after the standard 

presentation staff development inservice, along with the intervention of peer coaching 

techniques.  Information was presented with the peer coaching training. Complete 

comments from all participants are in the Appendix. 
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 Table 14.  Low Profile Intervention Strategies - Peer Coaching 

________________________________________________________________________ 

 

Low Profile  For: Focusing on proximity has made me more aware of the areas 

Intervention  in which I stand in class. 

Strategies 

Puc:  Since I decided to have Kim observe me on my 'proximity' I 

notice myself doing it more often, especially later in the day. 

 

Bro: Today I looked back on the week, on how my knowledge and 

awareness of low profile interventions has impacted my teaching. I 

have noticed that my proximity to the students has gotten better. 

 

Puc: I am really beginning to see a difference.... I am more 

conscious of walking around the room and keeping circulating.  

Even by the end of the day, when I'm usually tried to push myself 

to keep myself closer to the students. 

 

Far:  I am getting much more confident with my proximity.  It is 

also helping out with discipline.... 

 

Lan:  This week I tried eye contact.... 

 

Bro:... Body language was my pick of the week.  By using more 

nonverbal cues to reprimand students, I think they were better 

behaved. 

 

For: Namedropping allows students to stay focused and control 

behavior while teaching. 

 

Lan:  This week I used a combination of name dropping and eye 

contact. 

 

Bro: Instead of raising my voice when children were not paying 

attention, I would use my eyes to show that they need to pay 

attention. 

________________________________________________________________________ 

 

 

These comments reflected more internalizing or comprehending the deep structure 

meaning of each component of the strategy presented.  They internalized and applied the 
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strategy. 

 Table 15.  Cooperative Learning Strategies - Peer Coaching 

________________________________________________________________________ 

 

Cooperative  Bro:  Eileen came into observe me today.  I wanted to see how 

Learning Strategies cooperative grouping was working in my room. 

 

Sul: ....The jobs will be: recorder, artist, checker, reader.... 

 

Gra:  This time I was able to observe the groups while hey studied 

the material together and were given roles .... 

 

Puc:  I divided the class into roughly five groups of six students... 

 

For:... It allows them (junior high students) to put their learning 

into their own hands. 

 

Puc:  Today we did our second peer watching.  I asked Kim to 

come in and observe me on the individual accountability technique. 

 

Jou:  A group manager who makes sure everyone is own task.  A 

reader who reads directions, problems and resource materials to 

group members.  A checker who checks for group members' 

comprehension of material.... 

 

Jou:  Today Mau Sul will observe my science class..... Ms. Sul. 

Will observe positive interdependence.  She will walk around the 

groups checking to see if each student is engaged.... 

 

Gra:  Since I teach math, I find cooperative learning works ... 

________________________________________________________________________ 

 

 

This strategy was used across the curriculum.  The participants used this strategy. It was 

apparent that they monitored the strategy with their peer coach to gage the students' 

reactions and responses.  There was evidence of collegial problem-solving. 
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 Table 16.  Higher Order Thinking Strategies - Peer Coaching 

________________________________________________________________________ 

 

Higher Order  Pai:  This week for higher order thinking the focus was on question 

Thinking Strategies asking.... 

 

Puc:  I have decided on comprehension as my skill to work on.  I 

also have thought a lot about it and have decided there are more 

ways to assess a pupil's comprehension than a pen and paper exam 

and that will be my strategy to assess them in a variety of ways. 

 

For:  I have formulated other methods of evaluating students 

knowledge of content area. 

________________________________________________________________________ 

 

 

Again, as with the standard presentation participants, this was not an easy strategy to 

implement or talk about.  These participants attempted to understand the essence of 

higher order thinking, but they did not seem to work with their respective peers to 'figure' 

out how to apply this strategy consistently. 
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 Table 17.  Low Profile Intervention Attitudes - Peer Coaching 

________________________________________________________________________ 

 

Low Profile  Bro:  My flow through out the room during lessons in more wide 

Intervention  spread.  My desk is no longer a place to interact with the children 

Attitudes  from. 

 

Jou:  I noticed students paid attention more if I walk around the 

room checking to make sure the work is being done. 

 

Sul:  How to keep your mind on these systems as well as the 

material you are presenting. 

 

For: .... Students knew that I was aware of what was going on 

everywhere in the room.... Name dropping is also a wonderful 

technique.  Sometimes it does not work with some students as a 

means of deterring behavior. 

 

Puc: I am more confident with myself and the students seem to 

respond better to be and the curriculum.  I feel with me 'milling' 

around they too are more conscious of staying on task. 

 

Puc:  I really like the changes I am observing in my self and my 

classes....  I feel more confident and the children seem to stay 

focused longer. 

 

Pai:  I like this strategy because it seems to encourage some 

participation from the students. 

 

Far: I like what I see happening and how I'm feeling about the peer 

coaching.  I was at ease when Kim came in and feel we are going 

to work well together...If I call on a variety of students, it instantly 

keeps students on task. 

________________________________________________________________________ 

 

 

The attitudes were positive and kinetic.  The responses echoed the reciprocity of the 

energy between the teacher and student and the teacher and his/her peer coach. The 

rapport between the coach and coachee was positive. 
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 Table 18.  Cooperative Learning Attitudes - Peer Coaching 

________________________________________________________________________ 

 

Cooperative  Sul: Several children seemed stressed to be working in a group and 

Learning Attitudes each group of five has at least one who didn't stay on task.  One 

fault was there was too much reading to do, and the children 

couldn't hear each other well. 

 

Pai:... but a couple of groups were very dependent upon me for 

assistance and direction. 

 

Gra:  Seeing the eighth graders in another classroom was an 

interesting experience - the room set up - the interaction between 

the students and student-teacher interaction. 

 

For: My attitude and that of my students is very receptive to 

cooperative learning....seem to take this method of learning quite 

seriously. 

 

Puc:  ...I thought at first that I would detest it for a multitude of 

reasons, but I find its not so bad and the students really enjoy it.   

They are coming to me when they are having problems and getting 

all members to equally participate but my observation is that they 

are settling a lot of the matters themselves. 

 

Puc:  I felt really comfortable with Kim observing.  The children 

seemed to barely notice her presence.... 

 

Gra:  I hear and see wonderful sharing 

 

Lan:  This worked pretty well but it got a little loud. 

________________________________________________________________________ 

 

 

The teacher participants were 'watching' their students react to their 'intervention' or 

strategy. Their responses indicated positive attitudes. By the end of the tenth week, the 

peer coaches were more comfortable than earlier in the study.  Based upon the number 

and substance, there is evidence that the respondents applied this strategy more than low 

profile intervention and higher order thinking strategies. 
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 Table 19.  Higher Order Thinking Attitudes - Peer Coaching 

________________________________________________________________________ 

 

Higher Order  Jou:  It takes time to develop a child's ability to think critically. 

Thinking Attitudes 

 

Pai:  I fell it is very helpful to use this strategy because the children 

are encouraged to think about what they read. 

 

Lan: I found myself asking mostly knowledge and comprehension 

questions because that is what is found in the teacher's guide.  

There are not too many of the other type. 

 

Lan:  I used quite a variety of questions during this lesson.  I think 

you really need to use all kinds of questions to be able to tell if 

students are really comprehending a math lesson.  By asking how 

they got an answer it helps other students learn. 

 

For:  Other methods of evaluating student knowledge are authentic 

assessments.  This allows students to be more creative and not just 

used test.... 

________________________________________________________________________ 

 

 

There was more reflection on the attitudes of the higher order thinking intervention as 

respondents struggled to make meaning of this strategy. 
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 Table 20.  Low Profile Intervention Evaluations - Peer Coaching 

________________________________________________________________________ 

 

Low Profile  Bro:  Low profile interventions really help teach.  The peer 

Intervention  coaching is going great.  Thanks Bill for introducing us to this 

Evaluations  program. 

 

Bro:  This helps me to focus on my weaknesses and it seems to 

work effectively.  I am also finding myself away form my desk and 

moving around the room more.  This is great! 

 

Lan:  This is a helpful strategy which I will continue to use in my 

classroom. 

 

Puc:... I am anxious to see how the last group of the day compared 

to the others (who did not get the Low Profile Intervention).... I 

know this is working....  I am seeing results everyday.   

 

Far:  I actually have mixed feelings about being observed by a peer 

coach (Kim).  I am comfortable with who I selected, but it still 

makes me a little nervous to have someone come into my room and 

observe me.  I think it's a pretty natural feeling, because Kim says 

she feels the same way. 

 

Far: It seems to me the more I read the literature Bill passed out to 

us the more aware I am of how I incorporate some of them and 

didn't even realize it.... I think sometimes I find by the end of the 

day I just sit in front of the class when I teach and I may be less 

effective than earlier in the day when I move around more. 

 

Lan:I feel this is a good strategy to use for the group of kids I have. 

 

Pai: I will continue to use the strategy because it is working with 

the class. 

________________________________________________________________________ 

 

 

These participants evaluated this strategy in terms of student reaction.  They valued 

student 'energy' more their own.  They reflected on their own effectiveness. They became 

more confident. 
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 Table 21.  Cooperative Learning Evaluations - Peer Coaching 

________________________________________________________________________ 

 

Cooperative  Gra:  You could just hear new thoughts abounding and the students 

Learning  did their sharing. 

Evaluations 

Pai:  I am impressed that the activity went well and I am 

considering groups for four for the next cooperative learning 

activity. 

 

Lan:  I will continue to use cooperative during math because I feel 

some students need the one on one or small group atmosphere to 

help understand concepts. 

 

Puc:  I feel that my teaching has truly benefited from my increased 

understanding of cooperative learning.  The children really love 

working in groups and especially doing group presentations.  They 

look forward to group work and get upset on days when no group 

activities are scheduled. 

 

Gra:  It's awesome to hear the kids sharing - throwing around 

algebraic terms that they may just learned. 

 

For:  I will continue to use cooperative learning.  My peer coach 

was able to give me feedback in the form of a seating chart.  This 

visual allowed me an opportunity to see who was actively working 

on their part of the assignment. 

________________________________________________________________________ 

 

 

This was an 'epiphany' for many of the participants.  It was like watching a discovery that 

was right in front of their faces but not thought about before.  There was clearly more 

collegiality as the coaches and coachees tried to make 'sense' of students' behaviors. 



 
 

 

108 

 Table 22.  Higher Order Thinking Evaluations - Peer Coaching 

________________________________________________________________________ 

 

Higher Order  Puc:  Though it won't be a "black and white" or "right and wrong" 

Thinking  my evaluative processes will still be able to assess whether or not 

Evaluations  the students have grasped the material.  I am really excited about it 

and I think my enthusiasm is filtering down to them. 

 

Lan:  I will continue asking different types of questions making 

sure my students are able to not only give the answer but tell how. 

 

Puc:  I learned to take some different approaches to the same 

behaviors and feel I have become a better teacher as a result. 

 

For:  The use of higher order thinking skills and questions helps 

prepare students for standardized tests.  Therefore, it is an excellent 

method to use in the classroom. 

 

Puc:  I find also asking the students to write journal entries, kind of 

putting themselves into the story really works well too. 

 

Lan:  I will continue asking different types of questions making 

sure my students are able to not only give the answer but tell how. 

________________________________________________________________________ 

 

 

This was a difficult task for all respondents.  The peer coaching participants began to pull 

out what they could understand and apply.  Clearly, this group looks forward to 

improvement 'later on' with the higher order thinking strategy. 

Phase II: Analysis of Selected Comments from standard presentation and peer coaching 

group 

Lower Profile Intervention: Standard Presentation Group  

The strategy for ignoring was tried and used by the standard presentation groups.  

The purpose of the strategy was to bring the students back on task. It included 

sub-strategies: ignoring, proximity, eye contact, body language, name dropping and 
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comments from readers. The focus for most of these participants was on the strategy and 

not on their reflection on how it affected the behaviors of the students.  Seg said, " I have 

a problem with ignoring because some of my students who shout out answer."  The same 

held true for proximity and eye contact.  Sal said: " I have to tell them that I am going to 

embarrass them by holding their hands."  

From the comments: eye contact and body language were the popular strategies 

the study participants listed.  The comments seemed to reflect their use of few of the low 

profile intervention strategies and superficial specific student responses to their 

behaviors. 

Lower Profile Intervention: Peer Coaching Group 

This group seemed to reflect on the changes in its behaviors and its general effect 

on the students' behaviors.  Bro: "Today I looked back on the week, on my knowledge 

and awareness of low profile interventions has impacted my teaching.  I have noticed that 

my proximity to the students has gotten better."  Puc: " ...I have tried to push myself 

closer to the students."  Pai: " I have increase my used of nonverbal teacher behavior...".  

For:  "I am trying to be more aware of my use of name dropping." 

Additionally, this group acknowledged the peer participation.  Puc: "Since I 

decided to have Kim observe me on...."  Additionally, there was a feeling that these 

strategies would affect the climate of the room.  Puc: "I am getting much more confident 

with my proximity, it is also helping out with discipline." 
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Cooperative Learning: Standard Presentation 

The sub-strategies of cooperative positive interdependence, promotive interaction 

(face to face verbal interaction patterns), individual accountability skills (assessing how 

each member is contributing to the group's work), interpersonal skills (social skill of 

collaboration and trusting/accepting each other) and group processing (members discuss 

how well they are working and achieving their goals).  It appeared only two of the 

Standard Presentation participants consciously dealt with the group goals.  Hig said, " I 

decided to structure the groups.  Each member in each group will assigned a specific task 

a) material manager; b) recorder; c) time keeper, ...."  Seg said, " Today we used 

cooperative learning in reading.  Students worked in cooperative groups...." 

From the comments this group did not "accept" the strategy as something to 

master.  The participants' perspective was on the limitations of the strategies than the 

possibilities.  Seg commented, "Drives me crazy before I can successfully ignore them."  

Jac said,  "Students automatically understand that utilizing nonverbal strategies is a way 

to solve problems that may create a flaw in what's being taught/learned."  Vax said: " I 

have noticed that many students do not acknowledge nonverbal behaviors.  Jac limited 

the effect of name dropping with, " I simply included their names as I continued to 

lecture."   

Additionally this group also reflected their feelings on positive interdependence 

with mixed interpretations.  Seg said, "I learned that putting students in cooperative 

learning groups and giving them a specific job like materials monitor or cheerleader, they 

behaved much better in a cooperative learning group."  Hig said, " Students seem to get 
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hung up on who is doing what."  Seg also said, "I think the group work went well and the 

partners were able to work quietly.  I am pleased with the maps, they turned out great." 

The evaluation comments from the standard presentation participants did not 

suggest any special attention to the strategies as a transfer to classroom practice.  Jac said, 

"I utilize other strategies that will stop the behavior."  Seg said, "Doesn't work."  Seg 

further added: " I believe that touching has to be used in conjunction with eye contact, 

name dropping, and proximity to be effective."  It must also be used sparingly so that the 

shock effect will not wear off."  Hig said, "Results are immediate, but not long lasting." 

Only two participants dealt with group goals as presented in the inservice.  Hig 

said, "I decided to structure the group.  Each member will be assigned a specific task...."  

Cooperative Learning: Peer Coaching Group 

Again, the peer coaching group acknowledged their peer observers.  Jou: "Today 

Mau will observe my class."  Bro:  "Eil came into observe me today."  Too, the peer 

observers acknowledged their peer observees.  Gra: "This time I was able to observe the 

groups while they studied the material together...".   Gra:  " I was to watch for individual 

accountability among the student groups.... I was interested to see how another teacher 

would implement this strategy [individual accountability]." 

The teacher participants seemed to assign roles and responsibilities to the student 

groupings as presented in the initial inservice.  Sul: " The jobs will be:  recorder, artist, 

checker, reader and encourager."  Jou: "A group manager who makes sure everyone is on 

task.  A reader who reads directions, problems and resource materials to group members. 

A checker who checks for group members' comprehension of material.  A checker...". 
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The Cooperative Learning Strategy was used in a variety of subjects.  Sul:  "The 

task will be for the groups to give examples of the three states of matter and then 

explain..."  Pai: " I decided to start slowly with cooperative learning by putting the 

students in groups of two for an addition Math game."  Jou: "We did a Science 

experiment on electricity...".  Lan:  " I tried cooperative learning in Math today." 

The journal entries reported their and students' reactions as positive.  Puc:  " I 

chose individual accountability and I have discussed with the class that they too will play 

a role in each others' grades.  They like the fact that have given power." Jou: " They were 

very interested and paid attention...."  For: " I feel that cooperative learning is a wonderful 

instructional strategy to use with junior high students.  It allows them to put their learning 

in their own hands."  Puc:  " The groups are working out pretty good....".  Gra: "Since I 

teach math, I find cooperative learning works beautifully for me...." 

Higher Order Thinking: Standard Presentation 

The sub-strategies of higher order thinking included: knowledge, comprehension, 

application, analysis, synthesis, and evaluation. Only two participants commented on 

higher order thinking.  Limited information was given.  Vax said, "The results were each 

child worked independently and were successful.  I have twenty-seven students for this 

class."  Hig said, " Students can process information and apply it to other strategies.  

In addition, there were only pertinent comments in the evaluation section on 

higher order thinking.  Vac said, "It is extremely important not to prejudge a student 

outcome.  The same assignment would not have even yielded the same results." Hig 
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commented: "The use of high order thinking skills is used to inspire students and take 

learning to the next step." 

The standard presentation participants focused more on maintaining previous 

belief systems and less on personal reflection and reaction of students.  The prevailing 

themes were the limitations of strategic and regarding the students as exhibiting no 

response or expected response. 

Higher Order Thinking: Peer Coaching 

Most participants used higher order thinking questions and recognized the types of 

questions were on the lower level of thinking - recall and not inference (higher level 

thinking questions and/or responses).  Jou:  "During discussion in all subjects, I used 

critical thinking questions.  The students are more apt to answer questions accurately 

concerning recalling events in the story than inference question."  For:  " I asked 

questions based on reading in the book.  Most questions are knowledge based on answers 

found right in the reading."  Puc:  "....  I ask the students to tell me in their own words 

what we just read.  If they leave out something important I will carefully mention it. Then 

it seems when I call on the next student to give me their interpretation they will mention 

the fact." 

Some participants were more reflective on the skill needed to ask higher order 

thinking questions.   Puc: " I have decided on comprehension as my skill to work on.  I 

have also though about a lot it and have decided there are more ways to asses a pupil's 

comprehension than a pen and paper exam...." 
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Phase III: Comparison of Similarities and Differences 

 Table 23.  Similarities of Patterns and Trends Between Each Group 

________________________________________________________________________ 

 

Concept/Strategy Standard Presentation   Peer Group 

Big Ideas  Patterns and Trends   Patterns and Trends 

________________________________________________________________________ 

 

1. Cooperative  Largest responses in journal entries. Largest response in journal 

Learning Journal More responses to the strategy entries. 

journal sections.   More responses to both the 

strategy and attitude sections 

of the journals. 

 

2. Higher Order Fewest responses in journal entries. Fewest responses in journal 

Thinking Journal entries. 

Entries 

 

3. Cooperative These participants found use for These participants, also found 

Learning Across this 'technique/strategy' for math this technique/strategy for 

the Curriculum and language arts.   most every subject and grade 

level. 

 

4. Management of Neither group seemed clear on how These participants seemed to 

the Higher Order to use the higher order thinking recognize that they did not 

Thinking  components presented in the  have a grasp of how to 

Components  original staff development  employ higher order thinking 

presentation.    question asking strategies. 

 

5. Cooperative Both groups favored cooperative Found the most use of the 

Learning Groups learning strategies and found it to cooperative learning 

be the most useful for classroom strategies among all the 

practice.    strategies presented. 

 

 

6. Increased time Both seemed to (perhaps) because  Clear that this group 

on Instructional of the journal process to be focused  was engaged in task 

Behaviors  on 'highlighting' their instructional  analysis of the 

'prowess'.     content taught and the 

delivery of 

instruction. 
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Table 23 (continued) 

________________________________________________________________________ 

 

Concept/Strategy Standard Presentation   Peer Group 

Big Ideas  Patterns and Trends   Patterns and Trends 

________________________________________________________________________ 

 

7. Identification of Both groups 'chose' strategies that they Participants chose 

Professional  thought would work with the group of >easy= strategies - 

Concerns  students they were working with.  ones they thought 

However, none of these participants  they could work - 

seemed willing to challenge themselves only to discover they 

to 'try' something different except the had not really 

foray into cooperative learning.  challenged 

themselves. 

________________________________________________________________________ 

 

 

1.  Both groups wrote more about cooperative learning strategy than any of the 

other strategies.  Each group found utility in using the cooperative learning strategies as 

presented in the inservice.  However, the standard presentation group did not refer to the 

cooperative learning structures as much as the peer coaching group. 

2.  Both groups shunned the higher order thinking strategy.  Neither group wrote 

much about this strategy; although the peer coaching group reflected more on how it was 

not a part of their general practice. 

3.  Each group 'discovered' the joys of cooperative learning across the curriculum. 

 Each group reported using this strategy in math, language arts and for the peer coaching 

group, science.  Student grouping for instruction was highlighted and popular for both 

groups toward teaching content without direct teacher involvement.  Standard 

presentation group complained about the noise and student misbehaviors, whereas, the 

peer coaching group applied the inservice information (components) to increase student 
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curricular engagement. 

4.  Neither group managed the higher order thinking components: knowledge, 

comprehension, application, analysis, synthesis, and evaluation.  The standard 

presentation did not acknowledge any of the components in their journal entries.  

Whereas, the peer coaching group recognized the difficulty in transferring and/or 

translating the higher order thinking components into 'useable' tools for classroom 

practice. 

5.  Of all the strategies, each group used cooperative learning the most. 

6.  Whether it was a function of 'having' to report instructional practices in a 

journal or the actual information from the inservice,  each group of teachers probably 

focused 'more' on their instructional behaviors. 

7.  From the cluster of skills offered at the inservice, each participant 'chose' what 

he/she thought was already in his/her own repertoire.  The peer coaching group seem to 

make professional 'discoveries' about how these strategies made them challenge their own 

beliefs about their practice.  The standard presentation group had 'been there, done that' 

attitude. 
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Differences of Patterns and Trends Between Each Group 

 Table 24.  Differences of Patterns and Trends Between Each Group 

________________________________________________________________________ 

 

Concept/Strategy Standard Presentation   Peer Group 

Big Ideas  Patterns and Trends   Patterns and Trends 

________________________________________________________________________ 

 

1. Low Profile  Limited focus on the strategy as it More focus on student 

Intervention  related to student.   reactions than personal 

feeling about the strategy 

 

2. Reflection of Little or no reflection on their own These participants made 

Class Practice  classroom practice - most reported discoveries about themselves 

that they 'already' do this strategy.  as they thought about and 

used the various strategies. 

 

3. Focus on student More focus on teachers' reactions Most participants focused on 

reactions  to the strategies   the reactions of the students 

 

4. Reduction in These participants seem to 'blame' Participants seemed to 

professional  the students for ineffectiveness of gradually accept an 

vulnerability  the strategies.    observer and interact with a 

strong focus on their 

effectiveness in using the 

strategy and its use to 

increase student engagement.  

 

5.  Using the  Participants in this group  assumed Participants in this group 

linguistic structures a general knowledge  of low profile used the structures and 

presented in the  intervention, cooperative learning common language of each of 

original staff  and higher order thinking and did the strategies presented. 

development  not particularly follow the linguistic 

structures presented in the original 

staff development. 
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Table 24 (continued) 

 

________________________________________________________________________ 

 

Concept/Strategy Standard Presentation   Peer Group 

Big Ideas  Patterns and Trends   Patterns and Trends 

________________________________________________________________________ 

 

6. Evidence of  When a strategy was deemed as These participants saw their 

professional  good - the reaction of the  own classroom behaviors as 

behavior changes participants was that the strategy changeable and they changed 

- transfer of  would not have a lasting affect. as they made >discoveries= 

learning       about themselves and the 

alterations from their 'usual' 

classroom behaviors. 

 

7. Collegiality  Participants did not refer to any Peer coaches began to rely 

other colleagues when using any on their colleagues= 

of the strategies.   objective feedback on their 

'performance' of the strategy. 

 

8. Level of  These participants did not seem Enthusiastic, full of energy, 

professional   willing to try a strategy again; looking forward to self 

energy and  'turned off' with student  effectiveness and 

renewal  misbehaviors that were interpreted >wondering= if student 

as a failure of the strategy or  academic results will 

student and not them.   change - recognizing that if 

they change more than likely 

the student results will 

change. 
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1.  The standard presentation group focused on how they felt about the strategy 

and less on student reaction. They were less student-centered. They did not seem to relate 

the strategy as a successful intervention as it affected student behavior.  The peer 

coaching group's journal responses focused more on student reaction to their behaviors. 

2.  The standard presentation group were not challenged by the strategies, 

whereas, the peer coaching group was far more focused on how their behaviors affected 

student outcomes. 

3.  The standard presentation group wrote about how the students could not 

successfully 'accept' the various strategies, e.g., students were immature, too noisy, not 

used to this, etc.  The peer coaching group wrote about how interested they were in seeing 

if the student behaviors on tests, etc. would change. 

4.  The standard presentation group 'blamed' the students for their own inability to 

engage students.  Whereas, the peer coaching shouldered the responsibility for student 

engagement and achievement. 

5.  The standard presentation group did not develop a common language because 

they had no opportunity to interact, share ideas or develop professional collegiality. The 

level of communication was a single loop.  The peer coaching group definitely developed 

common language to talk about the strategies.  Therefore, they engaged, with their peers 

in professional dialogue about teaching and learning.  This helped to create a community 

of learners.  The level of communication was at least a double loop. 

6.  There was a shelf life or limit of the application of the intervention strategies 
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for the standard presentation group.  The peer coaching group felt they were change 

agents or at least catalysts in the change process.  There was definite paradigm shift for 

this group from 'sit and get' to exchange - whereby learning and teaching is reciprocal. 

_______________________ 

 
1
Bolan, L., and Deal, T., Reframing organizations (San Francisco, CA: Jossey 

Bass, 1990. 

 

 
2
Ibid. 

7.  The standard presentation group was isolated and received no substantive 

feedback.  Whereas the peer coaching group was 'connected' and supported when trying 

their strategy.  This group reported receiving ongoing feedback. 

8.  Clearly, the peer coaching group was 'turned on' by having another colleague 

view their practice and view others practice in a non threatening manner. 

 Section Three:  Comparison of Qualitative and Quantitative Results 

Hypothesis #1: Peer coaching had a higher incidence of transferability of staff 

development to classroom practice.  Accepted. 

Qualitative results indicate that the peer coaching had a higher incidence of 

transferability of staff development because the participants/respondents in the peer 

coaching group 'practiced' the information presented in the initial standard presentation.  

This group also reported that being 'observed' by and talking with their peer partners 

enabled them to 'think' about their classroom behaviors and discuss both choices and 

challenges. 

Quantitative statistics clearly indicate in three out of the four measures (low 
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profile intervention, cooperative learning, higher order thinking questions and the 

composite scores) that peer coaching transfers the staff development presented.   

The data in Hypothesis #1 showed that the first hypothesis peer coaching had a higher 

incidence of transferability of staff development to classroom practice. Again, the 

Dependent T test data showed peer coaching mean of 8.40 to mean 18.90.  Overall pretest 

to posttest measures showed t (d.f. = 9) = 7.584 p < .05. 

 

Hypothesis #2: Standard Presentation had a higher incidence of transferability of 

staff development to classroom practice.  Not Accepted. 

Qualitative results for the standard presentation had some instances of agreement 

of transferability of the staff development especially in the cooperative learning area.  

Most of the participants/respondents focused on themselves instead of the students and 

reported that they had already used or tried most of the techniques of the strategies 

presented in the staff development.  

The Quantitative results had a higher incidence of staff development to classroom 

practice.  The data from the control standard presentation the Dependent T test overall 

pretest mean of 9.20 to mean posttest of 9.40 showed that 0.058 p  > .05.  

Overall, both the quantitative and qualitative results showed that the standard 

presentation group without peer coaching did not support or sustain the ideas presented in 

the initial staff development sessions. 

Hypothesis #3: Peer coaching had a lower incidence of transferability of staff 

development to classroom practice.  Not Accepted. 
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Qualitative results indicate peer coaching had a higher incidence of transferability 

based on the journal entries.  The entries showed the peer coaching participants reflected 

on their classroom practice, were willing to try the strategies presented and then talk 

about their perceived successes and failures. 

Quantitative results of the third hypothesis that peer coaching will have a lower 

incidence of transferability staff development was rejected at the 0.1 level. The data from 

the experimental peer coaching Dependent T test overall pretest mean of 8.40 to posttest 

mean of 18.90, overall pretest to posttest measures show t (d.f. = 9) = 7.584 < .05.   

Hypothesis #4: Standard Presentation had a lower incidence of transferability of 

staff development to classroom practice.  Accepted. 

Qualitative results supported the hypothesis that the standard presentation group 

had a lower incidence of transferability of staff development to classroom practice.  The 

standard presentation group did favor the 'gestalt' of the cooperative learning strategy but 

missed using the details and procedures that were suggested in the initial staff 

development.  

The quantitative results of the standard presentation group statistically showed a 

lower incidence of transferability to classroom practice.  The data from the Dependent T 

test comparing the standard presentation to the peer coaching group reveal that the 

standard presentation overall score mean pretest of 9.20 and the mean posttest of 9.40 

total score of 0.058 t (d.f. = 4) = 0.058 p  > .05.  The peer coaching group mean pretest of 

8.40 and mean posttest of 18.90 total score 7.584 + (d.f. = 9) = 7.514 p < .05 is 

statistically significant. 
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 CHAPTER IV 

 

 SUMMARY, CONCLUSIONS, RECOMMENDATIONS AND 

 

 SUGGESTIONS FOR FURTHER STUDY 

 

 

 Summary 

The purpose of this study was to examine the implementation of peer coaching as 

compared to no coaching (standard presentation only) on the transferability of staff 

development in grades one through eight.  Quantitative and qualitative data were 

collected at the beginning and end of the study.  The quantitative data were collected by 

classroom observation of three areas of staff development tallies: low profile 

interventions, cooperative learning, and higher order thinking.  The peer coaching and 

standard presentation participants reported in journals their responses to three questions 

probes.  The three probes focused on the strategies, attitude, evaluation, and application 

of low profile interventions, cooperative learning, and higher order thinking to classroom 

practice.  A qualitative analysis was made by the study director to gather data on variables 

that could not be included in the statistical treatment.   

At the beginning of the fifteen week study, quantitative analysis was assessed in 

both groups to establish a baseline.  Both groups received standard presentation staff 

development training together in three areas:  low profile interventions, cooperative 
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learning, and higher order thinkings.  Each staff development session was presented by 

the study director.   

The control group was composed of five teachers in grades one through eight who 

were randomly selected and received standard presentation only and no training in peer 

coaching.  The experimental group peer coaching was composed of ten teachers in grades 

one through eight who volunteered to be involved in the study.  The teachers were 

organized into teams of two: five peer coaching teams.  Each experimental group peer 

coaching teacher chose his/her own partner to work with during the study. 

The experimental group was trained by the study director using the Gottesman 

Jennings Model of Peer Coaching in three phases:  peer watching, peer feedback, and true 

peer coaching.  The five peer coaching teams met bi-monthly with the study director to 

ensure uniformity of training on each of the three phases of peer coaching.  The data 

collection consisted of quantitative and qualitative analysis of the three probes.  The 

quantitative analysis was gathered by a collection of data from the observation sheet of 

four trained interaters.  The quantitative data pretest to posttest was analyzed by both 

Independent and Dependent T tests.  The control and experimental groups also kept 

weekly journal logs to gather qualitative data narrating the implementation of the three 

staff development sessions in strategies, attitude, and evaluation.  The study director 

monitored each individual participant's log to analyze similarities and differences with 

response patterns. 



 
 

 

125 

 Conclusions 

The results of the quantitative data from the Dependent T test revealed that in 

three out of the four areas pretest to posttest:  low profile interventions, higher order 

thinking, and total composite score (i.e., all three staff development areas combined), 

there is a statistically significant difference between the control standard presentation and 

the experimental peer coaching groups at the 0.1 level.  Although the sample size in this 

study is small, the fact that the results showed that there is an increase of two standard 

deviations from mean, an increase in the number in the sample would lead to greater 

increases in the means. 

Hypotheses #1:  Peer coaching will have a higher incidence of transferability of 

staff development to classroom practice.  Accepted. 

Quantitative statistics clearly show in three out of the four measures (low profile 

intervention, cooperative learning, higher order thinking questions and composite scores) 

that peer coaching transfers the content of the staff development to classroom.  The data 

in Hypothesis #1 showed that the first hypothesis peer coaching had a higher incidence of 

transferability of staff development to classroom practice.  Again the Dependent T test 

revealed peer coaching pretest mean of 8.40 to posttest mean of 18.90.  Overall pretest  to 

posttest measures showed t (d.f. = 9) = 7.584 < .05. 

Qualitative results revealed that peer coaching had a higher incidence of 

transferability of staff development because the participants in the peer coaching group 

"practiced" the information presented in the initial standard presentation as evidenced in 

their journal.  This group also reported that being observed by and talking with their peer 
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partners enable them to think about their classroom behaviors and discuss both choices 

and challenges: 

Hypothesis #2:  Standard presentation had a higher incidence of transferability of 

staff development to classroom practice.  Not Accepted. 

The quantitative results had a higher incidence of staff development to classroom 

practice.  The data from the control standard presentation the Dependent T test overall 

pretest mean of 9.20 to posttest mean of 9.40 showed that 0.058 p > .05.  Overall, both 

the quantitative and qualitative results showed that the standard presentation group 

without peer coaching did not support or sustain the ideas presented in the initial staff 

development sessions.   

However, the Qualitative results did not support the hypothesis for the standard 

presentation entirely because there was evidence in the agreement of transferability of the 

staff development of cooperative learning to classroom practice.  Because most of the 

participants focused on themselves instead of the students and reported that they had 

already used or tried most of the techniques of the strategies presented in the staff 

development.  Therefore, the applicability of staff development was not enhanced.  

Hypothesis #3:  Peer coaching had a lower incidence of transferability of staff 

development to classroom practice.  Not accepted. 

Quantitative results of the third hypothesis that peer coaching will have a lower 

incidence of transferability of staff development was not accepted at the 0.1 level.  The 

data from the experimental peer coaching Dependent T test overall pretest mean of 8.40 

to posttest mean of 18.90, overall pretest to posttest measures show t (d.f. = 9) = 7.584 < 
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.05. 

Qualitative results reveal that peer coaching participants had a higher incidence of 

transferability based on the journal entries.  The entries showed the peer coaching 

participants reflected on their classroom practice, were willing to try the strategies 

presented, and then talk about their perceived successes and failures.  These activities 

were not specified in the standard presentation group. 

Hypothesis #4:  Standard presentation had a lower incidence of transferability of 

staff development to classroom practice.  Accepted. 

The Quantitative results of the standard presentation group statistically showed a 

lower incidence of transferability to classroom practice.  The data from the Dependent T 

test comparing the standard presentation to the peer coaching group reveal that the 

standard presentation overall score mean of 9.20 total score of 0.058 t (d.f. = 4) = 0.058 p 

> .05.  The peer coaching group mean pretest of 8.40 and mean posttest of 18.90 total 

score 7.584 t (d.f. = 9) = 7.514 p > .05 is statistically significant. 

Qualitative results supported the hypothesis that the standard presentation group 

had a lower incidence of staff development to classroom practice.  The standard 

presentation group did favor the "gestalt" of the cooperative learning strategy, but missed 

using the details and procedures that were suggested in the initial staff development. 

To summarize, the data from the Independent sample test and journal entries 

revealed to show homogeneity between the control standard presentation and 

experimental peer coaching groups.  The peer coaching experimental group participants 

quantitative and qualitative data probes from their journals demonstrated a high degree of 
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transferability of the information presented in the initial staff development to classroom 

practice, whereas, the control standard presentation group was unable to sustain 

prolonged interest and applicability.   

 Recommendations Based on Conclusions 

1) Administrators should emphasize the value of peer coaching to fellow 

colleagues. 

2) Administrators should provide time and higher priority for peer coaching as a 

means of improving classroom instruction. 

3) Administrators should have follow up studies to evaluate the implementation of 

peer coaching in a formalized way. 

4) Administrators should use peer coaching as a vehicle to promote positive 

morale among staff. 

5) Administrators should use advantages peer coaching to publicize the values of 

peer coaching to the community. 

6) Administrators should analyze the applicability of peer coaching to essential 

aspects of No Child Left Behind legislation. 

 Suggestions for Further Study 

1) Replicate the study with larger sample. 

2) Study the long term benefits of peer coaching. 

3) Study the role of the administrator in leading the staff into peer coaching. 

4) Study the presentation and implementation of peer coaching. 

5) Study the role of peer coaching among administrators. 
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6) Study motivation intrinsic and extrinsic factors to promote peer coaching. 

7) Study the relationships of peer coaching to the No Child Left Behind 

legislation. 

 

 

 

To summarize, the data from the Independent Sample T test and journal entries 

revealed to show that homogeneity between the control standard presentation and 

experimental peer coaching groups. The peer coaching group participants(experimental) 

via data and their own journal entries demonstrated a high degree of transferability of the 

information presented in the initial staff development to classroom practice, whereas, the 

standard presentation group (control) was unable to sustain either interest or application 

of the staff development information. 
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 APPENDIX A 

 

 STAFF DEVELOPMENT IN THREE AREAS: LOW PROFILE INTERVENTIONS, 

 

 COOPERATIVE LEARNING, AND CRITICAL THINKING 



 
 

 

131 

 DISCIPLINE: LOW INTERVENTION TECHNIQUES 

 CLASSROOM MANAGEMENT 

 

 COMBINED STAFF DEVELOPMENT LEE ELEMENTARY SCHOOL 

 AND EBERHART ELEMENTARY SCHOOL 

 AGENDA MARCH 30, 2001 

 

 Part I 

 

I. Introduction School Discipline in Perspective 

 

A. Perceptions of the Discipline Problem 

B. Common Classroom Behavioral Problems 

C. Barriers to Good Discipline 

D. General Guidelines Behavioral Management 

 

II. Techniques of Misconduct Prevention 

 

A. Alerting/Cueing 

B. Monitoring 

C. Modeling 

 

III. Low Profile Control Techniques (Dr. McDaniel, 1986) 

 

A. Definition 

B. Advantages 

C. Five Low Profile Control Techniques 

1. Ignoring 

2. Proximity 

3. Eye Contact 

4. Gestures Body Language 

5. Name Dropping 
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 DISCIPLINE: LOW INTERVENTION TECHNIQUES 

 CLASSROOM MANAGEMENT 

 

 COMBINED STAFF DEVELOPMENT LEE ELEMENTARY SCHOOL 

 AND EBERHART ELEMENTARY SCHOOL 

 AGENDA MARCH 30, 2001 

 

 Part II 

 

IV. Activity I Table Task Practice Low Profile Control Techniques AThe Behavior 

Game@ 

 

A. The teacher will create a six minute lesson in any subject 

1. The criteria is to redirect the five students misbehavior 

2. Using the five low profile techniques 

3. The teacher will then rotate to a new position after each student has 

performed their behavior from their card. 

B. The timer will observe and record. 

C. The students the other four members have chosen a misbehavior card and 

will role play the misbehavior. 

D. Rules: 

1. Only one misbehavior may be role played at a time. 

2. Each student may not act out their misbehavior until the previous 

student=s behavior has been redirected by the application of low 

profile techniques. 

3. Each group member will get an opportunity to be the teacher and 

misbehaving student. 

4. Teachers who overplay their misbehavior role during the game at 

the discretion of their principal are subject to Mr. Truesdale=s 

Famous Friday Afternoon Detention 2:30 p.m. to 6:00 p.m.!!! 
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 DISCIPLINE: LOW INTERVENTION TECHNIQUES 

 CLASSROOM MANAGEMENT 

 

 COMBINED STAFF DEVELOPMENT LEE ELEMENTARY SCHOOL 

 AND EBERHART ELEMENTARY SCHOOL 

 AGENDA MARCH 30, 2001 

 

 Part III 

 

V. Activity II Table Task Group Project Presentation 

 

A. Each of the 12 Tables will choose a Task Card 

B. The Table will then be responsible for Demonstrating and Presenting the 

Task for the Entire Group 

C. There are 5 Low Profile Control Technique Cards and 7 Surprise Cards on 

Classroom Management 

D. Rules: 

1. All group members are expected to participate in the group 

presentation. 

2. Groups may be as creative as possible to teach your task to the 

entire group using visual aids, humor, and role play. 

3. Time Limits each group is limited to six minutes to prepare and six 

minutes to present. 

 

VI. Summary and Conclusion 

 

Behavioral Management Self Assessment Survey 
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 COOPERATIVE LEARNING 

 

 COMBINED STAFF DEVELOPMENT LEE ELEMENTARY SCHOOL 

 AND EBERHART ELEMENTARY SCHOOL 

 AGENDA AUGUST 30, 2001 

 

I. Definitions 

 

A. Cooperative 

B. Competition 

C. Individualistic 

 

II. What is Cooperative Learning? 

 

III. Cooperative Learning and Traditional Grouping 

 

IV. Basic Elements of Cooperative Learning 

 

A. Positive Interdependence 

B. Face to Face Promotive Interaction 

C. Individual Accountability 

D. Interpersonal Small Group Skills 

E. Group Processing 

 

V. Small Group Activity 

 

VI. Sample Lesson Plans for Cooperative Learning 

 

VII. Questions and Answers 
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 HIGHER ORDER THINKING 

 

 COMBINED STAFF DEVELOPMENT LEE ELEMENTARY SCHOOL 

 AND EBERHART ELEMENTARY SCHOOL 

 AGENDA AUGUST 30, 2001 

 

I. Overview of Higher Order Thinking 

 

II. The Triangle of the 3 C=s 

Cognitive Functions 

Concepts 

Content 

 

III. S - H - O - R Learning Model 

 

IV. The Pre Steps Motivation 

 

V. 6 Steps to Higher Order Thinking 

Knowledge 

Comprehension 

Application 

Analysis 

Synthesis 

Evaluation 

 

VI. Group Activity 

 

VII. Sample Lesson Plans 

 

VIII. Questions and Answers 
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 APPENDIX B 

 

 THE GOTTESMAN-JENNINGS MODEL OF PEER COACHING 
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 Peer Coaching in Five Steps 

 (Gottesman Model) 

A. Request a Visit 

B. Visit Observe 

C. Review Notes and List Possibilities 

D. Talk After Visit 

E. Process Review 

 

 Peer Coaching in Three Phases 

 (Gottesman Model) 

A. Peer Watching 

B. Peer Feedback 

C. True Peer Coaching 

 

 Three Phases of Peer Coaching 

I. Peer Watching (2 months) 

A. Four visits to another classroom 

1. Noted on record 

2. No feedback 

B. Videotapes of self 

1. Four lessons taped and watched 

2. Four tapes erased 

 

II. Peer Feedback (2 months) 

A. Training Session: Five Steps of Peer Coaching 

B. Coach offers no suggestions 

C. Four feedback sessions with peer, with no suggestions, just feedback of 

data 

 

III. Peer Coaching (2 months 

A. Review of Five Steps 

B. Coach offers suggestions when asked 

C. Four visits and four true Peer Coaching sessions 

 

 Five Steps of Peer Coaching 

1. Request a visit (5 minutes) 

2. Visit (10 minutes) 

3. Review notes and list some possibilities (5 minutes) 

4. Talk after the visit (10 minutes) 

5. Process Review (3 minutes) 
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 APPENDIX C 

 

 PREOBSERVATION AND POSTOBSERVATION FORMS 
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 Interater Pre-Observation Sheet 

Teacher Observed_________________________ Grade___________________ 

Date____________________________________ Time____________________ 

 

ITEM       TASK 

LOW PROFILE INTERVENTIONS   Tallies # in 10 minutes 

Nonverbal Teacher Behavior 

Ignoring 

Proximity 

Eye Contact 

Body Language 

Name Dropping 

Total Score 

 

COOPERATIVE LEARNING   Yes/No 10 minutes 

Student Behavior 

Positive Interdependence 

Individual Accountability 

Promotive Interaction 

Interpersonal Small Group 

Group Processing 

Total Score 

 

HIGHER ORDER THINKING   Tallies # Questions 10 minutes 

Teacher Question Asking Strategies 

Knowledge 

Comprehension 

Application 

Analysis 

Synthesis 

Evaluation 

Total Score 
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 Interater Post-Observation Sheet 

Teacher Observed_________________________ Grade___________________ 

Date____________________________________ Time____________________ 

 

ITEM       TASK 

LOW PROFILE INTERVENTIONS   Tallies # in 10 minutes 

Nonverbal Teacher Behavior 

Ignoring 

Proximity 

Eye Contact 

Body Language 

Name Dropping 

Total Score 

 

COOPERATIVE LEARNING   Yes/No 10 minutes 

Student Behavior 

Positive Interdependence 

Individual Accountability 

Promotive Interaction 

Interpersonal Small Group 

Group Processing 

Total Score 

 

HIGHER ORDER THINKING   Tallies # Questions 10 minutes 

Teacher Question Asking Strategies 

Knowledge 

Comprehension 

Application 

Analysis 

Synthesis 

Evaluation 

Total Score 
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 Interater Observation Descriptors 

 

Low Profile Interventions Non Verbal Teacher Behavior 

IGNORING: Two step process of ignoring off task behavior until it stops and then 

approving the student=s acceptable behavior when on task. 

 

PROXIMITY: Physical movement toward an off task student. 

 

EYE CONTACT: Teacher maintains eye contact with off task student until student 

returns on task. 

 

BODY LANGUAGE: Teacher=s facial expression cue students to get back on task. 

 

NAME DROPPING: Teacher inserts student=s name in an instructional cue to get his or 

her attention back on task. 

 

Cooperative Learning Student Behavior 

POSITIVE INTERDEPENDENCE: Clear group goal and group roles: leader, helper, 

check, and encourager. 

 

PROMOTIVE INTERACTION: Students sit face to face in groups with verbal 

interaction patterns. 

 

INDIVIDUAL ACCOUNTABILITY: Individual group members are assessed by the 

teacher in how each member is contributing to the group=s work. 

 

INTERPERSONAL: Observe social skills of collaboration, trust, and accepting each 

other. 

 

GROUP PROCESSING: Observe group members discuss how they are working toward 

their group goals and how to improve group performance. 

 

Higher Order Teachers Questions Refer to H.O.T.S. Wheel 

KNOWLEDGE: Recall of information facts: who, what, when, and how. 

COMPREHENSION: Organization and selection of facts and ideas. 

APPLICATION: Use of facts, principles, and rules. 

ANALYSIS: Separate whole into component parts. 

SYNTHESIS: Combination of ideas to form a new whole. 

EVALUATION: Development of opinions, judgements, and decisions. 
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 APPENDIX D 

 

 JOURNAL RESPONSES 
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 February 24, 2002 

 Qualitative Journal Log 

 Questions 

 

Directions: 

Please answer the following questions weekly in three or four sentences and give 

examples when pertinent: 

 

1. How has your knowledge of low profile intervention techniques influenced your 

teaching? Feb. 4 - March 11 

a. strategies 

b. attitude 

c. evaluation 

 

2. How has your knowledge of cooperative learning techniques influenced your 

teaching? March 18 - May 18 

a. strategies 

b. attitude 

c. evaluation 

 

3. How has your knowledge of higher order thinking techniques influenced your 

teaching? May 17 - June 21 

a. strategies 

b. attitude 

c. evaluation 

 

The logs will be collected for review by the study director on a bi-monthly basis on the 

following dates: Feb. 22, March 8, March 22, April 5, May 10, May 24, June 7 and June 

21.  The logs will be collected, examined, and returned. 
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 APPENDIX E 

 

 CONSENT FORMS 
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Dear Research Participant in School A: 

 

Hello, my name is William Truesdale.  I am a doctoral student at Loyola University of 

Chicago.  I am inviting you to become a participant in a unique research project.  The 

purpose of this project is to try to determine the effects of peer coaching on the 

transferability of staff development as compared to standard presentation only. 

 

The participants of this study are asked to attend three staff development in-services: low 

profile intervention techniques, cooperative learning, and critical thinking, which I will 

lead.  The staff development presentation will follow the standard presentation procedure. 

 After the third staff development session each participant will be asked to implement the 

three staff development in-services in their classroom for a fifteen-week period.  At the 

beginning of and end of the study classroom observations will be conducted to help 

measure the effects of the in-service programs.  Two trained interaters will visit each 

classroom for thirty minutes.  Each rater will record information on the use of three 

techniques in classroom practice.  No names of teachers or students will be recorded 

during these observations.  The raters will sign a code of ethics, highlighting their 

responsibility to keep all information recorded and observed confidential.  Participants in 

your school will be asked to keep a weekly journal to gather data about variables that 

cannot be included  in the statistical treatment.  The standard presentation teachers= 

weekly logs will be collected bimonthly during the fifteen-week study.  The study director 

will examine each log looking for patterns of similarities and differences in implementing 

the staff development in-services to classroom practice.  All information gathered during 

this study will be used for research purposes only. 

 

Participation in this study is voluntary.  Refusal to participate in any part of this research 

will involve no penalty or decrease in any benefits; the participants are otherwise entitled 

to.  For any questions about this study, participants may call the study director at (773) 

788-0203.  Participants may also call Loyola=s Compliance Manager at (773) 508-0202 

should they have any questions about their rights as participants.  If you agree to 

participate, please sign this form.  Please return one signed copy of this form to me 

personally. 

 

I understand my rights and agree to be a participant in this study. 

 

_____________________________________________ ________________________ 

Research Participant      Date 
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Dear Research Participant in School B: 

 

Hello, my name is William Truesdale.  I am a doctoral student at Loyola University of 

Chicago.  I am inviting you to become a participant in a unique research project.  The 

purpose of this project is to try to determine the effects of peer coaching on the 

transferability of staff development as compared to standard presentation only. 

 

The participants of this study are asked to attend three staff development in-services: low 

profile intervention techniques, cooperative learning, and critical thinking, which I will 

lead at your school.  The staff development presentation program of your school will 

follow the Gottesman-Jennings Model of Peer Coaching.  The researcher will train 

participants twice a month during the fifteen-week study on how to implement this model 

into their classrooms.  After the third staff development session each participant will be 

asked to implement the three staff development in-services in their classroom for the 

fifteen-week period using the Gottesman-Jennings Model of Peer Coaching.  At the 

beginning and end of the study classroom observations will be conducted to help measure 

the effects of the in-service programs.  Two trained interaters will visit each classroom for 

thirty minutes; each rater will record information on the use of three techniques in 

classroom practice.  No names of teachers or students will be recorded during these 

observations.  Raters will sign a code of ethics highlighting their responsibility to keep all 

information recorded and observed confidential.  Participants in your school will be asked 

to keep a weekly journal to gather data about variables that cannot be included  in the 

statistical treatment.  The peer coaching teachers= individual weekly logs will be 

collected bimonthly during the fifteen-week study.  The study director will examine each 

log looking for patterns of similarities and differences in implementing the staff 

development in-services to classroom practice.  All information gathered during this 

study will be used for research purposes only. 

 

Participation in this study is voluntary.  Refusal to participate in any part of this research 

will involve no penalty or decrease in any benefits; the participants are otherwise entitled 

to.  For any questions about this study, participants may call the study director at (773) 

788-0203.  Participants may also call Loyola=s Compliance Manager at (773) 508-0202 

should they have any questions about their rights as participants.  If you agree to 

participate, please sign this form.  Please return one signed copy of this form to me 

personally. 

 

I understand my rights and agree to be a participant in this study. 

 

_____________________________________________ ________________________ 

Research Participant      Date 
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