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COACHING NOVICE TEACHERS 

Abstract 
 
There is an urgent need to bridge the divide between the knowledge and skill sets of novice and expert 

teachers.  For too long the vast majority of pre-service programs have failed to address the core competencies of 
the profession, focused as they are upon ivory tower approaches and research rather than the practical skills and 
tools new teachers need in order to do their work well.  Novice teachers are let loose into classrooms across the 
nation expected to perform the same duties as their more veteran and competent counterparts armed with little 
more than bright expectations and a desire to improve society.  Unfortunately when new teachers arrive at the 
schoolhouse they seldom find any targeted supports to address their specific needs.  In recent years, many states 
have sought to address the needs of novice teachers through induction programs in which novices are paired 
with a more expert mentor teacher.  Indeed a major thrust of The Reach Institute for Instructional Leadership 
and The New Teacher Center among others is to develop and implement programs that support both novice and 
expert teachers to improve their craft.  To that end The Reach Institute offers both new teacher credential 
programs and administrative and coaching certifications for more experienced professionals who are seeking to 
expand their repertoire, skills and knowledge.  This Action Research project is firmly grounded in the Reach 
PTAR or Plan, Teach, Analyze, Reflect, inquiry cycle induction model in which novice teachers are paired with 
an expert mentor who supports their growth over a period of two years as they work towards their California 
Clear Teaching Credential.  A review of the literature on how best to improve the capacity of novice teachers as 
well as observations and discussions at Oakland Triumph Institute (‘OTI’) indicated that the most high leverage 
area of professional practice that would quickly yield the biggest improvement is in the area of lesson planning. 
This action research sought to improve the ability of novice teachers to scaffold lessons in order to deepen 
student engagement with the curriculum and improve learning for all students.  The findings of the project 
detailed in this paper indicate that targeted professional development reinforced by coached Reach PTAR cycles 
improves the instructional planning capacities, the moment to moment delivery of instruction and the novice 
teacher’s sense of efficacy and success.  

 
  

Introduction & Context 

The Oakland Triumph Institute grew out of a heartfelt desire on the part of Governor Charlie Burns to 

provide an academic institution that would seek not only to provide an excellent education, but also to instill in 

its young charges discipline, structure, and to inspire their sense of self efficacy and foster life skills that will 

help them become productive members of society.  As a charter organization within Oakland, it sought to offer 

something new, and better than the under-performing urban schools that comprise the local Bay Area school 

district.  In fact, according to the most recent Smarter Balanced Assessment data, approximately 66% of all 
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students in the local district did not meet literacy standards and a full 75% fell short of meeting the math 

standards. (CAASPP, 2016)  Underlying this vision is a sense of urgency around how best to close the 

achievement gap for Black and Latino students.  As Drs. Noguera & Boykin note in their book Creating The 

Opportunity To Learn, Moving From Research To Practice To Close the Achievement Gap (2011) “in the 

United States there are striking, persistent achievement gaps between Black and Latino Students (both boys and 

girls) and their White counterparts” (2011, p. 3).  However well meaning the staff at OTI is, they do little better 

than the local Bay Area school district at preparing its most vulnerable students for the rigors of university 

training and the habits and discipline required to hold down a job.  This bright vision has not brought about the 

hoped for outcomes for those students who, in spite of well intentioned efforts, continually fall short of 

academic expectations.  There are several factors contributing to the low performance of the students at OTI, all 

of which are common to similar urban district and charter schools.  These schools struggle continually to recruit 

and retain quality teachers, they serve students who are disproportionately poor, (89% of the students at OTI 

qualify for free and reduced lunch), and many students have arrived at the schoolhouse with firmly internalized 

negative beliefs about themselves and their ability to perform in school.  As Lisa Delpit states in her book 

Multiplication Is For White People:Raising Expectations for Other People’s Children, one of the reasons that 

“African American children are not excelling in schools in the United States” is “the belief, seldom spoken 

aloud, but that is buried within the American psyche, that black children are innately less capable-that they are 

somehow inferior” (2012, p. 3).  Nevertheless, as Boykin & Noguera firmly state, “whenever educators blame 

low student achievement on some factor they cannot control, there is a strong tendency for them to reject 

responsibility for those factors they can and do control” (2011, p. 90).  The focus of this action research project 

is to examine, understand and provide redress for a problem of practice that will lead to better outcomes for 

students at OTI.  
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Problem of Practice 

I along with sixteen of my colleagues are new to the school this year.  Of these seventeen teachers, two 

have five or more years experience in the classroom.  OTI has seen 50% of its staff leave in the past year, and 

has had limited success in recruiting and retaining the most highly qualified instructors.  Research shows that 

“schools with high concentrations of non-White and poor students tend to have less-experienced and 

less-qualified teachers” (Ketter & Stoffel, 2008, p.129).  Compounding the problems these disadvantaged 

students face is the frequency of staff turnover, which is troubling for an institution whose goal is “to graduate 

cadets who are capable of meeting the admissions requirements for any college in the nation and who are 

prepared for their roles as future leaders of character” (OTI website mission statement).  According to the most 

recent Smarter Balanced Assessment data, only 38% of OTI students scored as proficient on the CAASPP 

English Language Arts exam (CAASPP test results, 2016).  As researcher Ben Pogodzinski (2014) asserts, “... 

through initial teacher-school match or transfer, the least desirable schools to work in (with regard to working 

conditions) are often left with teachers who are the least qualified in terms of measurable characteristics, such as 

years of experience” (Pogodzinski, 2014, p.469).  This is particularly problematic for hard-to-staff schools, as 

new teachers have been shown to be less effective than more senior teachers and are more likely to leave a 

particular school or profession - thus continuing the churn of teacher turnover.” (Boyd, Lankford, Loeb & 

Wyckoff,.  2005, Smith and Ingersoll 2004).  If OTI seeks to provide an attractive alternative to the 

neighborhood schools from which its student come, it must do a better job at not only convincing more veteran 

professionals to make their careers there it must also improve in the area of providing adequate support to 

fledgling teachers.  Research shows that novice teachers generally have a strong desire to do well and want to 

improve their instructional practices. (Stanulis, Burrill, & Ames, 2007)  The leadership at the school recognizes 

this, and in response has rolled out a set of supports for all teachers new to the site.  Teachers are divided into 
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subgroups and each is assigned two instructional coaches who are veteran staff and serve on the school’s 

Instructional Leadership Team.  I was brought on board to serve as the Induction coach and coordinator for new 

teachers who are completing their clear credential requirements.  In my brief time at the school, through 

coaching cycles that include lesson planning, pre-observations, classroom observations, collegial conversations 

and learning focused conversations, it is clear that the novice teachers I am working with are enthusiastic, 

caring, committed individuals who possess a strong desire to see their students thrive.  Unfortunately, they all 

struggle to be effective in the classroom, and according to research, “student achievement tends to be 

significantly worse in the classrooms of first-year teachers” (Rivkin, Hanushek, & Kain, 2005, p. 447).  There 

are many factors contributing to the difficulties these novice teachers face, for example they feel overwhelmed 

by the demands of the job, they spend countless hours planning and they are not sure that their lessons are 

effective.  They feel that they have too many other professional obligations such as staff meetings that are not 

relevant to their day to day work in the classroom and are concerned about issues of school climate and culture 

as it relates to student discipline.  I observed that they struggle to effectively manage their classes and that their 

pre-service programs did little to prepare them for dealing with unruly students.  This issue is being addressed 

in a variety of ways; the dean of students has taken a more robust approach to his new position and recently 

rolled out programs such as daily progress checks and teacher issued detentions in response to teacher’s request 

for more support.  Budding relationships with their ILT coaches and other supportive colleagues with whom 

they are making alliances allows them to better manage the administrative aspect of their work.  The persistent 

and common problem of too much curricular freedom is also an issue at OTI.  New teachers have raised 

concerns about a lack of guidance and resources for lesson and unit planning.  Research bears out that “such 

curricular freedom … appears to be a burden for new teachers who have not yet developed a robust repertoire of 

lesson ideas or knowledge of what will work in their classrooms” (Fry, 2007, p .225).  Case studies have 
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observed that novice teachers struggle “just trying to come up with enough curriculum and spend 10 to 12 hours 

a day juggling lesson planning; grading and the myriad demands of paperwork, committees, and extracurricular 

assignments” (Goodwin, 2012, p. 84).  Many factors contribute to novice teachers’ feelings of inadequacy, 

ineffectiveness and overwhelm.  I contend that developing their ability to scaffold lessons and support all 

students to fully engage is the most high leverage area for improving their professional practice.  These teachers 

lack an understanding of how to use formative assessments in the classroom to modify and differentiate 

instruction.  They consistently fail to check for understanding, clearly communicate their expectations and 

respond appropriately to students in moment to moment teaching.  Unlike veteran and quality teachers, they do 

not understand how to ask questions that reveal their student’s struggles.  They cannot anticipate what material 

will be difficult for their students and they seldom know how to respond when their pupils fail to grasp a 

concept.  In reviewing the literature, it is little surprise and in fact quite understandable that these novices 

should lack a mental model for how to productively engage students.  We cannot underestimate how central the 

role of lesson planning is to the work of teaching and learning (Panasuk & Sullivan 1998).  In order to improve 

the professional competency of beginning teachers at OTI and raise learning outcomes for students, it is critical 

to focus on training these teachers to scaffold their lessons.  

Literature Review 

Urban schools across the nation are suffering from a shortage of qualified teachers. (Aragon, 2016, Sutcher, 

Darling-Hammond, & Carver-Thomas, 2016).  The problem is so pervasive that the California Policy Institute 

found that school districts have responded by “hiring teachers on emergency credentials, relying on substitute 

teachers and assigning teachers out of their fields of preparation” (Betts, Rueben & Danenberg, 2000, p. xxii). 

Teachers hired with substandard credentials are twice as like to teach in high-poverty schools and three times 

more likely to teach in high-minority schools. (Carver-Thomas & Darling Hammond, 2017).  In these respects 
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OTI is much like its counterparts; this year two classes were staffed by a string of substitute teachers and a third 

of all teachers were operating under provisional, emergency permits or waivers.  Like similar low 

socioeconomic schools, it finds itself in the position of having to hire close to a half of its faculty each year. 

(School years 2013-2016)  Teacher turnover is high and roughly two thirds of current staff are inexperienced 

educators who lack the skills and knowledge to effectively design and deliver quality instruction.  Research 

shows that there is a strong correlation between teacher experience and student achievement. (Sawchuck, 2015, 

Papay & Kraft, 2014, Ladd & Sorenson, 2015) This reality underscores both the urgency of this action research 

and the school’s need to support beginning teachers to quickly develop a repertoire of effective planning and 

teaching practices.  My review of the literature examines the differences between novice and expert teachers; 

advocates for the centrality of lesson planning to the work of teaching; and explores how scaffolding within the 

lesson planning process is a critical skill to be mastered. (Shulman, 2004)  An examination of the literature 

leads me to conclude that instructional coaching is the best vehicle through which novice teachers can quickly 

gain the skills they need in order to be successful. (Eisenberg & Medrich, 2013)  Finally, I argue that this 

increased self efficacy serves to build the capacity of beginning teachers to remain in the profession, and will 

support these teachers to remain at OTI past the clearing of their teaching credential.  

Novice Teachers 

Novice teachers are defined as those who are new to the profession, a practitioner who has graduated from 

a teacher education program and been working in the field for four years or fewer. (Reynolds & Storm, 1990) 

Novice teachers are not generally viewed as effective practitioners, only as they work in the field do they 

develop the core competencies that support them to become effective at their craft; according to Hughes, 

“experienced teachers are better teachers, able to produce higher rates of student achievement” (Hughes, 2012, 

p. 246).  Research shows that effective teachers possess a deep knowledge of the subject, an understanding of 
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how people learn, and an ability to use principles of teaching and learning to encourage and support student 

learning and achievement. (Maxie, 2006)  Despite the prevailing view of teaching as requiring little more than 

patience, basic content knowledge, and liking children, “teaching is ‘unnatural’ work; that is, the skills involved 

in teaching do not come naturally” (Ball & Forzani, 2010, p. 41) Teaching is complex and difficult; teachers 

must be able to make their subjects accessible and learnable, have an understanding of how their students learn 

differently from themselves and be able to work with many students at once. (Ball & Forzani, 2011)  Novice 

teachers often find themselves struggling with the core competencies of the profession such as maintaining 

order and discipline in the classroom, implementing new methods of teaching as well as state and district 

curriculum standards, using student performance assessment techniques, integrating educational technology and 

addressing the needs of students with disabilities, those with limited English proficiency and those from diverse 

cultural backgrounds. (National Center for Educational Statistics, 1999)  It is not uncommon for new teachers 

faced with so many challenges to find themselves feeling disillusioned and deciding to abandon the profession 

altogether. (Gilmore, 2016)  Add to these the challenges of low pay, isolation and scarce resources and it is little 

wonder that our nation’s schools are struggling to adequately serve the needs of our most diverse and deserving 

students. (Rosales, 2012, Stansbury & Zimmerman, 2000, Buchanan, 2009)  Indeed nearly half of all new 

teachers in urban public schools quit within five years (Haycock, 1998).  Several studies have shown that 

teaching is a stressful career and can lead to burnout. (McCarthy, Lambert, O’Donnell, & Melendres, 2009) 

Combine these problems with the well documented concern that pre-service programs often fail to adequately 

prepare teachers for the realities of the job and there is little cause for wonder at why novice teachers are both 

considerably more likely to leave the profession than their more expert peers and unprepared to meet the 

demands of the job. (Fisher, 2011)  While these findings may give rise to thoughts that the problems are 

insurmountable, there is much to suggest otherwise. (Ravitch, 2011)  It is also true that novice teachers bring to 
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the profession high hopes, energy and a determination to be effective facilitators for their students’ learning. 

(Brighton, 1999)  Research concludes that the majority of teachers entering the profession are highly motivated 

at the beginning of their career. (Yirci, Kocabas & Karakose, 2012)  According to Callahan, “the dream of 

making a difference in the life of a child is alluring … preservice teachers begin a voyage to change lives and 

contribute to the advancement of society by educating its youth.  With optimism and a fresh perspective, new 

teachers accept their first jobs and immerse themselves, ready to fix the broken system of education described 

by the media” (Callahan, 2016, p. 7).  Moreover, findings by Pogodzinski found that “novices’ perceptions of 

working conditions on average were generally quite positive and relatively stable” (Pogodzinski, 2014, p. 481). 

Consequently, it is incumbent on schools to develop these beginning teachers into lifelong learners and 

professionals who engender in their students a desire to learn and a sense of self confidence, and who 

demonstrate a deep commitment to the notion that every child deserves and can attain a quality education.  

Effective Teachers 

According to the National Commission on Teaching and America’s Future, (1996) every classroom ought 

to be staffed by teachers who know well their subjects and content fields; use a variety of appropriate teaching 

methods and strategies to assess high quality student learning; and who themselves are active and reflective in 

the ongoing strengthening of the professional skills of teaching and learning. (NCTAF, 1996)  At its heart, the 

work of teaching and learning is about planning and preparation. (Schmoker, 2011).  In order for teachers to 

effectively plan, they have to have a sense of what they want to accomplish.  Novice teachers often lack a 

coherent sense of what students should know and be able to do after instruction.  In other words, they lack a 

clear, unambiguous description of educational intentions for students. (Huitt, 1999)  Frudden and Stow (1986) 

identified eight steps in the instructional planning process; establishing goals and objectives, allocating time, 

identifying prerequisite skills as well as strategies and models of teaching, determining methods of evaluating 
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student outcomes, selecting instructional methods and techniques, designing student activities, and providing 

for variety and individual differences.  While novice teachers struggle to meet the demands of these tasks, 

expert teachers “have acquired extensive knowledge that affects what they notice and how they organize, 

represent, and interpret information in their environment.” (Bransford, Brown & Cocking, 1999)  Expert 

teachers have a great deal of content knowledge that is organized in ways that reflect a deep understanding of 

their subject matter and they are able to teach it to others. (Ball & Forzani, 2011)  All effective teachers “know 

the kinds of difficulties that students are likely to face; they know how to tap into students’ existing knowledge 

in order to make new information meaningful; and they know how to assess their students’ progress.” 

(Bransford, Brown & Cocking, 1999, p. 31)  Expert teachers have a firm grasp of not only content knowledge, 

but pedagogical content knowledge as well, which is defined as the ability to “connect the subjects they teach to 

students’ ideas and experiences in ways that enable them (students) to understand and build their skills.” 

(Warren & Little, 2006, p. 206)  Finally, experienced teachers see consistency and organization in their 

classrooms as important because that allows the central focus of classroom time to be on teaching and learning. 

(Bain & Jacobs, 1990).  

Lesson Planning 

 Mastering the ability to plan lessons is a central skill for the teaching professional.  Research shows that 

“planning for a lesson has long been recognized as a primary factor impacting the efficacy of classroom 

instruction” (Courtney, Eliustaoglu, & Crawford, 2015, p. 632 )  A review of the literature by Ruys, Keer & 

Aelterman (2012, p. 353) “found a positive relationship between lesson plans and final student achievement, 

since a thorough preparation seemed to provide more time-on-task for the students and consequently more 

learning opportunities.”  Lesson planning is “the instructor’s road map of what students need to learn and how it 

will be done effectively during the class time” (Milkova, 2012, p.1).  Successful lesson plans address objectives 
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for student learning, teaching and learning activities and strategies to check for student understanding. (Fink, 

2005)  However, expert and novice teachers differ considerably in their ability to plan instruction.  While 

research demonstrates that “both experts and novices developed mental plans and details for their teaching 

episodes, … the processes used by the experts and novices differed” (Doyle & Holm, 1998 p. 2).  That is, 

experienced teachers, plan in cyclical and learner centered ways while Doyle & Holm found that their “newer 

counterparts planned in a more linear fashion and were unable to anticipate learners’ reactions and responses 

and were not able to make adjustments as they taught” in response to students’ needs (Doyle & Holm, 1998, p. 

2).  In fact, Yinger asserts that teacher planning “could be characterized as decision making about the selection, 

organization, and sequencing” of routinized activities (Yinger, 1979, p. 165).  The novice teachers that I support 

have only a nascent understanding of how to select material, organize it to optimize student learning, and 

sequence and scaffold it in such a way that it becomes comprehensible.  While school, district and state 

standards inform what students should learn it is up to teachers to structure how students should learn it. 

Nevertheless, few teachers enter the profession with an understanding of how to structure their lessons simply 

because they are limited in their repertoire of instructional strategies and teaching experiences. (Strangis, 

Pringle & Knopf 2006).  However, lesson planning should be a “deliberate process that results in teachers being 

well-prepared prior to walking through the classroom door” (Wharton-McDonald, R., Pressley, M., & 

Hampston, 1998, p. 106).  It is clear that attending to improving the instructional planning capacities of novice 

teachers is an effective route to improving student learning. (Paulson, Clark & Anderson, 2016) Indeed, Morine 

(1977, p. 8) found that “careful pre-thinking about a lesson (is) essential for a novice teacher.” And Ruy, Keer, 

& Aelterman (2012) found that instructional planning is an important process in the professionalization of 

teachers.  
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Scaffolding in Lesson Design 

Of the many tools available in the repertoire of teaching perhaps scaffolding is the most helpful to enhance 

student participation and learning.  Research affirms that “providing effective scaffolding is necessary, not 

optional, when trying to support students in meeting twenty-first century standards.” (Kang, Thompson & 

Windschtl, 2014, p. 32).  Wood, Bruner, & Ross describe scaffolding as “a process that enables a child or 

novice to solve a problem, carry out a task, or achieve a goal which would be beyond his or her unassisted 

efforts” (Wood, et al, 1996, p. 90).  Scaffolding is defined as teacher-initiated interactions wherein teachers 

notice a student need and respond with appropriate assistance to help the student toward a curricular objective. 

(Clark & Graves, 2005)  It is a highly flexible and adaptable model of instruction that supports students as they 

acquire basic skills and higher order thinking processes.  Furthermore, scaffolding supports learners because it 

breaks up the learning into manageable chunks and provides a tool, or structure with each chunk to deepen 

student understanding.  For example, when teaching ESL students to read, the teacher may determine that 

previewing and pre-teaching key vocabulary will allow his/her students to more fully grasp the material.  A key 

feature of scaffolding is that it is a temporary support that is provided as students engage with problems. 

(Belland, 2013, Pea 2004)   Scaffolding leads to skill gain and empowers students so that they can function 

independently in the future (Belland, 2013).  Thus scaffolding supports students to both enhance and gain skills, 

such as the ability to pull key vocabulary from a text which is crucial for understanding. This skill enables the 

student to participate meaningfully in the performance of the targeted skill, which in this case is reading. At this 

point the support is removed so students can construct their own knowledge. (Reynolds & Goodwin, 2016) 

Successful teaching empowers students to complete more tasks than they could previously.  Through scaffolded 

teaching, students develop “knowledge, skills, behaviours, conceptions and attitudes that expand the range of 
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what they can do” (Wass & Golding, 2014, p. 1).  In order for teachers to support a student’s ability to learn, 

s/he must possess a thorough knowledge of student’s skills, and current level of mastery. (MacGregor, 2007) 

Belland (2017, p. 4) asserts that teachers must focus on “students’ current and potential levels of performance.” 

Teachers must consistently use formative assessment to agilely respond to and facilitate students 

comprehension of complex tasks. (Bakula, 2010, Crumrine & Demers, 2007)  In my observations of the novice 

teachers delivery of instruction at OTI, it is clear that they lack an understanding of how to scaffold their 

lessons.  They consistently fail to build on students’ prior knowledge, chunk information into meaningful 

segments or provide students opportunities to engage in meaningful dialogue with one another about what they 

are learning.  If, as City, Elmore, Fiarman & Teitel assert, “increases in student learning occur only as 

consequence of improvements in the level of teachers’ knowledge and skill” (p. 24) then the acquisition of these 

high leverage practices by the novice teachers at OTI is a critical factor in student learning.  This is consistent 

with Vygotsky’s (1978) belief that learning and cognitive development are culturally and socially based and 

that learning occurs when students interact with their teacher and with one another in the classroom. (Vacca, 

2008)  Therefore, it is essential that we focus on supporting our novice teachers’ acquisition of the skills 

necessary to implement scaffolding in their lesson plans and classroom practices. 

Instructional Coaching 
 

I believe that instructional coaching is the best vehicle through which novice teachers can be taught to 

improve their lesson planning and delivery of instruction.  After all, as Atul Gawande observed, “coached 

teachers were more effective, and their students did better on tests… California researchers in the early 

nineteen-eighties conducted a five-year study of teacher skill development in eighty schools, and noticed 

something interesting.  Workshops led teachers to use new skills in the classroom only ten percent of the time. 

Even when a practice session with demonstrations and personal feedback was added, fewer than twenty percent 
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made the change.  But when coaching was introduced - when a colleague watched them try the new skills in 

their own classroom and provided suggestions - adoption rates passed ninety percent.  A spate of small, 

randomized trials confirmed the effect” (Guwande, 2011).  Teaching is a complex activity that involves careful 

preparation and planning.  Absent support from experienced teacher coaches, most teachers are left to sink or 

swim and their students suffer. (Strong, 2007, Showers & Joyce, 1996)  At its heart, instructional coaching is 

about creating a common vision and supporting teachers to improve their practices. (Darling-Hammond, 1996) 

The job of the coach is to inspire and empower practitioners to see a new possibility for themselves and support 

them to embrace that vision. (Hargrove, 2008)  Research demonstrates that “change in teacher practices is more 

likely to occur if teachers are provided with a mentor or coach who is physically present and engaged in 

supporting, encouraging, and guiding them” (Bloom, Castagna, Moir, & Warren, 2005; Knight, 2007). 

Spelman et al.  found that “supporting the learning of teachers is important not only for its own sake, but also 

because of the impact teacher knowledge has on student learning” (Spelman, Bell, Thomas & Briody, 2016, p. 

11).  Excluding strong mentor -mentee relationships, new teachers do not have the skills they need to be 

successful with their students.  (Ball & Forzani, 2010)  The research is clear; when beginning and experienced 

teachers work together “on real problems of practice, in learner-centered settings, they develop a collective 

knowledge base and a common set of understandings about practice” (Darling-Hammond, 1996, p.2).  This 

shared vision supports new teachers in becoming better at their practice with the objective of improving student 

engagement and outcomes. (Eisenberg & Medrich, 2013)  Education advocate Ellen Moir asserts that the role of 

the mentor or instructional coach is “to help teachers to set professional goals, plan lessons, analyze student 

work and reflect on their progress” (Moir, 2015, p. 16).  According to Wlodarczyk et al, “more than a decade of 

research on the use of peer coaching in schools has demonstrated that working with colleagues to improve 

practice has been effective” (Wlodarczyk, Somma, Bennett & Gallaher, 2015, p. 57).  Yet teacher training and 
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development veteran Jim Knight cautions that change is complex, complicated and difficult. (Knight, 2007) 

While Schein found that individuals and organizations are naturally resistant to change. It is only when 

disconfirming data gets through one’s defensiveness and denial that that one will “recognize the need change” 

and “be willing to give up old ways of thinking” (Schein, 2004 p. 329).  He contends that a prerequisite for 

overcoming the resultant learning anxiety is the creation of psychological safety.  This safety is achieved 

through a number of dynamics that correspond to what the research affirms makes for effective instructional 

coaching these are; creation of a compelling vision, formal training, involvement of the learner, coached 

opportunities for practice and feedback, positive role models, and supportive relationships with colleagues. 

(Schein, 2004)  The consensus among professional practitioners and researchers in this area is overwhelming; 

professional coaching relationships based on respect, high personal regard, a shared vision and commitment to 

collaborative partnerships, facilitating data-informed high expectations for oneself and one’s students, modeling 

and opportunities for reflection and dialogue positively impacts and advances student achievement. (Bryk & 

Schneider, 2003, Knight, 2007, Moir, 2005, Trach, 2014, Spellman et al, 2016)  In sum, instructional coaching 

is a targeted professional development strategy that builds and improves teacher capacity, inspires purpose, 

facilitates school change and transforms school culture. (Knight, 2007)  

Intervention 

Noted educator and researcher, Richard Elmore argues that the only way to increase the active level of 

learning by students is to improve teachers’ skill and knowledge. (Elmore, 2008)  Hence, I conceived of an 

intervention that would support novice teachers to improve their instructional planning capacity through 

professional development and instructional coaching.  I hoped to improve the quality of instruction and decrease 

the time spent on non-instructional elements such as transitioning from one activity to the next or explaining 

what the task is.  Additionally, I was interested in supporting the participants to think carefully in advance about 
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what students would need to know in order to be able to complete the learning tasks assigned.  I plan to offer a 

PD workshop on how to scaffold lesson plans followed by co-planning sessions that incorporate the Reach 

PTAR plan, teach, analyze, reflect structure that I presently employ as a induction coach.  This PTAR cycle will 

include classroom observations and ongoing collaborative conversations centered around the experience of the 

novice teacher in implementing the lessons that we co-create.  There will be two phases of this intervention 1.) a 

professional development workshop and 2.) Two coached- Reach PTAR (plan, teach, analyze, reflect) cycles of 

inquiry.  

 Reflective Practice 

A professional practitioner must “become competent in taking action and simultaneously reflecting on this 

action in order to learn from it” (Argyris & Schon, 1974, p. 4).  Research demonstrates that “reflection 

constitutes a crucial tool for the construction of professional knowledge” (Mauri, Clará, Colomina & Onrubia, 

2016, p. 4).  There are many barriers to teacher reflection including time constraints, fear of being judged, and 

for novice teachers especially a lack of skills and experience. (Calderhead, 1989)  Jaeger found that 

“inexperienced teachers lack the skills they need to engage in reflection due to the nature of their jobs” (Jaeger, 

2013, p. 8).  He also found that novice teachers are so focused on keeping order and delivering content that that 

they are often unable to step back from their teaching and reflect on their practices. (Jaeger, 2013) 

Nevertheless, Hollins noted that “beginning teachers … are potentially receptive to subconscious enculturation 

into the beliefs, values and practices of the established community of practice at their school sites” (Hollins, 

2008, p. 163).  If Schon is correct that the ability to reflect on our practices is an essential competency to be 

mastered as professionals and Hollins is also correct that novice teachers are susceptible to their more veteran 

peers, then it stands to reason that the teachers I mentor should be willing to engage in reflecting on their 

practices with me.  The first component of my intervention was to survey teachers about their current level of 
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practice in regards to lesson planning.  I wanted to understand the extent to which this group of teachers 

constructs their lessons to create opportunities to check for understanding.  I also wanted to know how confident 

they were with respect to designing and implementing scaffolds within lesson plans.  In offering a pre-survey I 

hoped to communicate my belief that improving one’s practice, requires an honest assessment and critique of 

one’s own work.  The intention of the entire action research was to support novice teachers in learning and 

being able to consistently plan and implement strategies that improve the teaching and learning processes for 

themselves and the students in their classrooms. (Toni & Makura, 2015)  

Professional Development 

While we must support novice teachers in becoming more reflective about their practice, it is also 

necessary to help them develop a full repertoire of effective teaching tools. (Russell, 2015)  Professional 

development has been shown to be an effective tool for supporting teachers as they engage in ongoing learning. 

Yuen found that “professional development for teachers must be situated within the context of the practice of 

teachers and be relevant to their teaching and learning needs” (Yuen, 2012, p.1).  There is little research 

specifically pertaining to the experience of novice teachers relative to the efficacy of professional development 

programs.  However, research generally shows that professional development “is needed in conjunction with 

mentoring programs to provide a solid foundation of support for a new teacher” (Burkman, 2012, p. 2).  It has 

also been found that high quality professional development that includes demonstration and opportunities to 

practice, coupled with instructional coaching “increases teachers’ knowledge, skills and application” (Wood, 

Goodnight, Bethune, Preston & Cleaver, 2016, p. 161). 

Co-planning 

In the past, mentors often attended to the emotional component of teaching and offered technical advice 

that was not explicitly focused on teacher growth, (Little, 1990) whereas, the educative mentorship model is 
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predicated upon an explicit vision of good teaching and an understanding that teacher learning offers the best 

tool for improving the instructional planning capacity of beginning teachers. (Lucas, 1999)  Recognizing the 

need to codify effective mentoring, Feiman-Nemser asserts that mentors who share this orientation seek to 

foster an inquiry stance as they support new teachers to cultivate skills and create opportunities that support 

meaningful teacher learning in service of student learning. (Feiman-Nemser, 2001)  This particular type of 

mentoring “is a robust form of professional development which links practice to a view of good teaching, has a 

developmental (but not linear) view of learning to teach, and engages (teachers) in serious professional 

conversations” (McDonald & Flint, 2011, p. 35).  Recognizing that planning is both a central task of teaching 

and a central focus in learning to teach it becomes clear that co-planning through the mentorship model is an 

efficacious approach to improving student learning and outcomes. (Norman, 2011, McDonald & Flint, 2011) 

Co-planning supports new teachers because it offers the novice time and opportunity to discuss with his/her 

mentor considerations pertaining to the curriculum such as what and how to teach and how to ask and respond 

to student questions as well as how to deal with unexpected events. (Baetens & Simons, 2016)  Moreover, 

common planning time with a mentor is beneficial to beginning teachers because it allows novice teachers to 

not only plan lessons with an expert and thus see clearly how to plan, it also affords new teachers general advice 

on how to be an effective teacher. (Clark & Bymes, 2012)  At OTI, novice teachers are largely left to their own 

devices when it comes to lesson planning.  Typically outside agencies provide professional development 

workshops to all teachers and the administration communicates the expectation that teachers should incorporate 

the new learning into their practices.  Beginning teachers often express a sense of anxiety after each workshop 

because they do not understand how to integrate the concepts presented and they want to perform well.  My 

action research seeks to remedy this situation by offering professional development closely linked with 

co-planning inquiry cycles in an effort to support new teachers to successfully adopt effective teaching 
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strategies.  Finally, the co-planning collaboration between novice and mentor provides new teachers with a rich 

opportunity to share practical knowledge and supports deep conversations about problems of practice and 

important issues.  

Relational Trust 

While there is no specific research on the Reach PTAR structure of instructional coaching, it is generally 

recognized that strong mentor-mentee relationships in which mentors demonstrate a high regard for their 

proteges leads to stronger communities of practice and better outcomes for students. (Kruse, & Louis, 1995, 

Khars & Wells, 2012, Varlas 2012)  These strong relationships are essential to the success of the PTAR model 

in which the instructional coach regularly collects low-inference observation data for collaborative review and 

analysis and supports the novice teacher through a reflective conversation to identify steps for improving his/her 

practice.  Callahan found that among the core competencies of a mentor is the ability to “work with new 

teachers to develop reflective practices through dialogue about classroom management and pedagogy, 

emphasizing the importance of building relationships with students and of developing caring values, such as 

respect, in the classroom” (Callahan, 2016 p. 3)  The role of the mentor is to be supportive of the beginner 

teacher and provide quality time to talk and listen to the novice as s/he struggles to develop and implement 

lessons that foster student understanding and engagement.  However, there are real barriers to creating 

successful peer to peer relationships.  Hargreaves found that compulsory peer coaching encouraged a sense of 

contrived collegiality and did little to foster strong relationships. (Hargreaves, 1991)  Additionally, Khars & 

Wells (2012, p. 48) conclude that “in order for the coaching relationship to be successful teachers must feel a 

sense of safety and that they are respected and supported”; the opposite of forced interaction.  While, Bryk and 

Schneider assert that relational trust among key stakeholders is critical to successful school reform efforts 

(2003).  Their work on the interaction between the core levers of relational trust; respect, personal regard, 
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competence and integrity have strong implications for the instructional coaching relationship.  According to 

Bryk & Schneider “respectful exchanges are marked by genuinely listening to what each person has to say and 

by taking these views into account” (2003, p. 6).  In the coaching relationship, Lipton and Wellman found that 

“how we interact with others matters as much as the content about what we interact” (2013, p. 49).  In their 

view successful coaches employ a number of strategies to support listening such as pausing which demonstrates 

one’s belief in one’s colleague’s capacity for thinking, using exploratory language with words like some, might, 

seems, possible, attending fully, and most importantly assuming positive presuppositions or intentions that 

communicate a “belief in a colleague’s capacity and willingness to engage in the learning focused conversation” 

(Lipton & Wellman, 2013, p. 52).  Personal regard “springs from the willingness of participants to extend 

themselves beyond the formal requirements of a job definition ...” (Bryk & Schneider, 2003, p. 3).  Instructional 

coaches and mentors can communicate confidence in and respect for novice teachers by giving generously of 

their time, providing snacks at meetings, leaving positive notes for teachers, and assisting them to navigate the 

school culture through ordering supplies, orienting them to the copiers and so on. (Clark & Bymes, 2012) 

Attending to these small human needs is not insignificant.  In addition to providing tangible support it can serve 

to engender in the mentee a sense that the mentor is a competent and caring professional working with integrity 

on his/her behalf to create a supportive functioning environment in which s/he can grow and develop his/her 

practice.  

Conclusion 

 Research shows that the knowledge and skills of novice teachers do not generally correspond with 

professional teaching standards in the United States and over forty states allow teachers without basic teacher 

training to perform their professional duties in poor and multicultural communities. (Chychuk, 2016)  A review 

of the literature reveals that novice teachers are not as effective as their more veteran counterparts and 
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unfortunately “poor students of color are at the bottom of the ladder for receiving services from the most 

qualified teachers” (Nieto, 2003, p. 1).  The persistent and pervasive gap in achievement between poor and 

multicultural students and their largely better off Caucasian counterparts underscores the urgent need to support 

novice educators as they acclimate to their profession. (Stevenson, 2014, Moir, 2009)  An investigation on 

lesson planning and scaffolding established that there are significant differences in how veteran and novice 

teachers approach this work. (Bransford, Brown & Cocking, 2000, )  Lesson planning has been shown to 

support teachers’ implementation of cognitively demanding tasks as it helps them to anticipate students’ 

challenges and promotes learning. (Eliustaoglu, & Crawford, 2015, Doyle & Holm, 1998)  The design and 

delivery of carefully scaffolded lessons is a critical competency that enhances student participation, learning, 

and satisfaction. (Lange, Costley, & Seung, 2016)  Instructional coaching that pairs an experienced teacher with 

a neophyte has the capacity to advance student achievement as well as support the novice practitioner to remain 

in the profession. (Pepper-Rollins, 2016, Russell, 2015, Ingersoll & Strong, 2011)  Positive mentor-mentee 

partnerships built on a strong foundation of relational trust support teachers to positively shift practice. (Bryk & 

Schneider, 2003, Moir, 2005, Varlas, 2009)  At OTI, where over half of the teachers are new to the profession it 

is crucial that we develop the skill-set of our novice educators so that they can improve their planning and 

delivery of instruction.  I seek to build a strong mentoring program with a focus on developing the instructional 

planning capacity of beginner teachers.  I hope this will provide a solid foundation of support for new teachers 

and in turn lead to improved outcomes for students.  

Theory of Action 

Theory of Action: If novice teachers participate in targeted professional development coupled with 

instructional coaching they will learn how to effectively scaffold their lessons and how to anticipate where 

students will struggle with the curriculum.  In turn, students will more fully engage and teachers will see a 
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reduction in disruptive behaviors as students take increased ownership of their learning.  Careful planning and 

scaffolding makes it possible to adjust the day to day delivery of instruction and facilitates the needs of all 

learners.  This leads to happier and more successful teachers who find that their improved delivery of 

instruction expands the learning for their students.  

Problem of Practice Literature Review Intervention  Expected change 

Novice teachers lack 
instructional planning 
capacity. 
 
 
 
Novice teachers do not 
know how to scaffold 
instruction in lesson design.  

 

Novice teachers are not effective 
practitioners of their craft and are 
limited in their repertoire of 
instructional strategies. 
Pre-service programs do not 
adequately prepare new teachers for 
the demands of the job.  
Novice teachers are enthusiastic and 
want to do well.  
Among core competencies of 
profession, there is a positive 
relationship between ability to plan 
well and student achievement. 
Improving the planning capacity of 
new teachers is an effective route to 
improving student learning.  
Scaffolding breaks learning into 
chunks, provides a structure/tool for 
learning each chunk, is a temporary 
support, allows teachers to respond 
moment to moment, encourages 
teachers to consider where students 
will struggle and supports them to 
pre-plan interventions.  

Professional development 
workshop on scaffolding in 
lesson design. 
Participants include four 
novice teachers working 
towards their clear 
teaching credential.  
Professional development 
is followed by two Reach 
PTAR cycles in which 
teachers plan, teach, 
analyze and reflect on their 
practice in concert with the 
researcher who is their 
instructional coach.  
 

 
 

Novice teachers will better 
understand the role of 
scaffolding in lesson design 
and delivery.  
Positive gains in terms of new 
teachers ability to design and 
deliver curriculum that meets 
the needs of all learners.  
Novice teachers will feel 
supported to analyze their 
teaching and reflect on their 
progress.  
Students will more fully 
engage with the curriculum 
leading to improved learning 
outcomes.  

Hypothesis 

 The operating hypothesis of this action research is that a professional development workshop coupled with 

instructional coaching using the Reach PTAR cycle of inquiry results in the improved capacity of teachers to 

design and deliver lessons.  My two-part intervention is summarized in the table below, included are the steps of 

the intervention, data collection, and the research questions that each step sought to answer.  
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Intervention Action Plan  

Component Activities Purpose/Sub-Question 
to be answered 

Data to be 
Collected 

Type of Data 
(process v. 
impact) 

Data Questions to 
be answered 

Pre-intervention 
survey.  Survey 
will be 
conducted on 
line.  

 
 
 
 
 
 
 

Participants will 
complete an initial 
survey assessing 
current level of 
practice in the 
area of lesson 
planning and 
ability to build 
scaffolds for 
student 
understanding into 
lesson plans 

Gather baseline data about 
teachers’ self described 
current of level of 
practice.  How do teachers 
feel about and what is 
teacher’s current 
perception of their ability 
to plan lessons that allow 
all students to engage with 
the curriculum?  
Collect background data 
on what successes and 
challenges the teachers 
have experienced so far in 
regards to planning and 
scaffolding lessons.  
Determine coachee’s 
comfort in sharing practice 
with coach. 

Teacher survey or 
questionnaire using 
likert scale 
nonparametric. 
Survey results.  

 
 

Impact What is the novice 
teachers planning 
practice?  
Do teachers build into 
their lessons 
opportunities to check 
for understanding?  
How much scaffolding 
do teachers include in 
their lesson plans?  

 
 
 
 

Baseline data 
of novice 
teachers’ 
practice. 
Classroom 
observation 

 
 

Teachers will 
teach and observer 
will take notes.  

What is the current level 
of practice in regards to 
scaffolding and how this 
supports or does not 
student engagement.  

Observation notes 
with a focus on how 
many scaffolds 
teachers include per 
lesson.  

Impact data - 
using scaffolding 
in designing and 
implementing 
lessons  

What is the quality of 
instruction in novice 
teachers’ classrooms? 
To what extent do 
teachers follow their 
lesson plans when they 
deliver instruction? Are 
teachers able to veer 
from their plans when 
students fail to grasp 
the subject?  

Professional 
Development -  

 
 
 
 
 

Researcher will 
conduct an hour 
and half 
professional 
development 
workshop on how 
to effectively 
scaffold lessons.  

Can professional 
development support 
teachers to deepen their 
understanding of how to 
scaffold when lesson 
planning?  
What impact will 
professional development 

Teacher’s lesson 
plans.  
Pre- survey self 
assessment, coach’s 
assessment 
(research journal) 

Process data but 
also impact data 
as the effects of 
the PD on 
teachers will 
become evident. 
.  

Is group PD an 
effective tool to teach 
teachers how to design 
lessons that include 
scaffolds and 
encourage teachers to 
consider where 
students will likely 
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have on novice teacher’s 
planning capacity?  
Can teachers increased 
understanding of what 
their students know 
support them to adjust 
instruction as it’s 
happening in the 
classroom? 

struggle with the 
material they teach?  
To what extent is PD 
efficacious in 
supporting novice 
teachers to begin to use 
formative assessments 
to respond to student 
need as they deliver 
instruction?  

Coaching Cycles 
There will be 
two coaching 
cycles conducted 
throughout the 
intervention.  

Each coaching 
cycle will include: 
Observations 
Pre/Post 
conferencing 
Collaborative 
review and lesson 
design 
All meetings will 
include a short 
conversation 
about general 
concerns and 
successes and 
support open 
communication 
unrelated to lesson 
planning.  

 
 

Identify successes and 
challenges regarding 
teachers ability to plan and 
implement lessons.  
Celebrate and reflect on 
growth and progress 
toward goal attainment 
Provide opportunity to 
further refine goals 
Create a safe space that 
will allow teachers to 
communicate their needs 
and challenges. 
To design lesson plans and 
explore possible missed 
opportunities for student 
engagement with the 
curriculum.To ensure that 
lessons are executed with 
fidelity and to support 
teachers to use formative 
assessment when 
delivering instruction to 
respond to student need. 
To look at the data and 
compare what happened in 
the class, especially as it 
relates to levels of student 
engagement with what 
was planned.  To allow 
teachers to discuss their 
concerns relative to the 
problem of practice.  
How do teachers 
recognize, or not, their 
growth so far? What 
concerns do teachers 
report they have?  

Observation notes.  
Pre-post 
conferencing notes.  
Lesson plans 
Revised lesson 
plans.  

Impact data did 
they change their 
ability to lesson 
plan?  
Did they change 
their behavior.  

 
 

How does coaching 
tied to professional 
development help 
teachers to improve 
their ability to 
anticipate where 
students will struggle 
with the material when 
designing lessons?  
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How does classroom 
observation data improve 
teacher’s ability to 
formulate pre-planned 
formative assessments?  

Post-coaching 
intervention 
Survey and 
interviews.  

 
 

Coachees will 
take an on-line 
survey.  

What impact did 
professional development 
followed by coaching 
cycles have on novice 
teacher’s planning 
capacity to design 
scaffolded lessons and use 
formative assessment in 
the classroom?  

 
 

Survey & interview 
results. 

Impact data, did 
they change their 
knowledge, skill 
sets and 
improve? Lesson 
plans taking into 
consideration 
student needs.  

How do teachers 
recognize their growth? 
Is reflection a tool for 
recognition of growth 
and/or areas for 
improvement?  
Do teachers reflect on 
their practices and 
student’s learning?  
To what extent did the 
coaching cycles, 
collaborative lesson 
planning and improved 
use of formative 
assessment improve 
student engagement?  

Interview 
teachers  

Researcher will 
interview 
coachees 
individually.  

Gather information about 
participants level of 
confidence to implement 
improved planning 
practices. 
To get feedback on the 
efficacy of the coaching 
process.  

Notes from 
interviews  

 Are teachers more 
confident teachers who 
feel better prepared to 
meet the demands of 
their job?  
Do they feel that they 
have learned a skill that 
they can use 
independently?  
Can they craft deeply 
engaging lessons that 
support all learners?  

 
 

Participants 

During the Spring of 2017, four novice teachers working towards their California Clear Teaching 

Credential participated in this project.  Two of the teachers were in their first full year of teaching and two had 

one year of experience.  All four were new to OTI, Katie and Marc are Math teachers, Christian teaches Art, 

and Kyle is a middle school Humanities (English & History) teacher.  These teachers are defined as novice by 
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their lack of experience and lack of consistency in planning, an inability to probe for student understanding and 

to use multiple strategies to assess students’ prior knowledge in advance of introducing new concepts as well an 

inability to manage their classes.  This was deduced from classroom observations and instructional rounds 

walk-throughs, evaluation of lesson plans, administrator's expressed concerns, student/parent complaints, and 

concerns of the participants themselves.  Each teacher communicated their enthusiasm and hope for improving 

their practices through engaging in the research project which was sanctioned by the administration and in line 

with their own teaching goals as articulated in their induction portfolio individualized learning plans.  These 

educators were targeted because they are under my supervision as I am the school’s induction coordinator and 

their primary instructional coach. 

Methodology 

A key finding of my literature review is that novice teachers simply are not as effective as their more 

experienced counterparts.  While there is a widely held belief “that teachers improve rapidly during their initial 

years in the classroom, but that the returns to experience flatten out after the first few years of teaching” 

(Sawchuk, 2015, p. 1).  This is a misconception as researchers have found compelling evidence that teachers 

continue to improve over the course of their careers. (Harris & Sass, 2011, Wiswall, 2013, Papay & Kraft, 2014, 

Sawchuk, 2015)  Lucas’ assertion that new teachers need “guided planning opportunities and help to focus on 

the context of their teaching situations” in the form of facilitating colleagues who are “selected for their 

competency in the classroom and for their communication skills” (Lucas, 1999, p. 1) is spot on.  In my role as 

facilitator of novice teacher’s development, I needed to understand what skills each teacher brought.  Prior to 

the intervention, I collected three data points for each participant; a pre-survey about their knowledge of 

scaffolding and planning practices, two formal observations and two informal observations and I reviewed their 

lesson plans to determine the level of inclusion of scaffolds. (Appendix one)  The two formal observations were 
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conducted during the first semester as a critical component of the California Formative Assessment and Support 

System for Teachers (CFASST) induction Reach PTAR inquiry projects.  In gathering this data, I hoped to 

answer the following research questions: 1) What is the novice teachers planning practice; do they build into 

their lessons scaffolds and opportunities to check for understanding? 2) What is the quality of instruction in 

their classrooms? 3) To what extent do teachers follow their lesson plans when they deliver instruction? 4) Are 

they able to veer from their plans when students fail to grasp the subject? 5) Do they reflect on what worked; 

why or why not?  These questions are crucial given the resources, time and energy OTI spends on developing 

teacher’s capacities and based on the scholarship of Mr. Elmore who asserts of the instructional core; “if we 

cannot see it, it is not there.” Moreover, the “variance in the skill with which teachers (plan) and deliver 

curriculum, and the varying levels in which students are actively involved produces significant differences in 

student learning.” (Elmore, 2008, p. 1).  

The baseline observation data was derived from two short (approx. 10-20 minutes) unannounced classroom 

visits in which I noted student engagement, and looked for evidence of scaffolds in lessons.  In reviewing the 

first semester’s completed Reach PTAR inquiry projects and reading the lesson plans, I counted the number of 

scaffolds per lesson plan per teacher.  As noted above, the participants were asked to complete an online 

pre-intervention survey about their planning practices.  Unfortunately, I gave the survey to everyone who 

participated in the PD and since there were ten additional teachers who participated, I had to go back and 

individually interview each study participant using the survey questions.  Also, there was an unexpected 

complication in the Survey Monkey poll I developed.  The participants’ responses were anonymous and I 

needed to understand how each of the individual respondents viewed their practice in this area.  I resolved this 

by interviewing each teacher using the survey questions.  Throughout the intervention I kept notes on the total 

numbers of scaffolds per lesson and asked teachers to self-assess on a four point rubric, their ability to scaffold 

Bianca Forrester, Reach Action Research Project  
27 



COACHING NOVICE TEACHERS 

each lesson pre and post-coaching meeting. (Appendix two)  I also kept a research journal in which I jotted 

down notes from conversations with participants as well as my reflections and observations of the overall 

process.  At the end of the intervention I returned to the pre-survey questions and interviewed each teacher and 

further conducted an exit interview designed to measure the impact of the intervention on their ability to 

scaffold lessons.  The goal of the intervention was to improve the design and delivery of instruction through 

advancing novice teachers competence in the area of scaffolding lesson plans.  Each of the participants engaged 

in the following intervention process:  

● Professional development workshop 

● Designed a lesson.  Met with me to review and revise the lesson.  At that meeting participants were 
asked to self-assess their lesson plan on the scaffolding rubric.  Each meeting lasted a minimum of forty-five 
minutes. 
 

● Participants took the notes from the coaching meeting and revised their original plan, they met with me 
again to review and revise the lesson, together we drafted the final lesson plan and participants again 
self-assessed the co-constructed plans on the 4 point rubric.  Each meeting lasted a minimum of forty-five 
minutes.  Note: two participants in the study, Christian and Kyle, requested to and thus engaged in a third 
coached lesson planning meeting, they did not however additionally self assess on the scaffolding scale. 
 

● Coach observed implementation of each lesson taking low-inference scripted notes followed by a 
meeting to analyze and reflect on their practice (as per the Reach PTAR structure) and the efficacy of scaffolded 
instruction. 
 

The aforementioned two-part intervention took place over four months.  My literature review made it clear 

that offering professional development in and of itself was likely to be insufficient to help these teachers 

improve their practice. (Darling-Hammond & Richardson, 2009)  Instead, I planned to offer a PD workshop 

followed closely by two coached Reach PTAR cycles in order to ensure that the participants had every 

opportunity to fully implement the scaffolding tools I sought to provide.  This tact aligns perfectly with the 

California model for new teacher induction; the CFASST program which is “based on the premise that teachers 

learn good practices over several years of study, through consultation with experienced colleagues, and by 
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utilizing reective practice beyond academic preparation” (Lucas, p. 1., 1999, California Commission on 

Teaching Credentialing, 2015).  Teachers accomplish these objectives “through an ongoing process of planning 

and teaching lessons, reecting on the results and then making informed changes” (Lucas, 1999, p. 1).  The 

California Standards for the Teaching Profession (Appendix three) offers a thorough matrix of all of the 

competencies of the profession, yet an analysis of the pre-intervention data made it clear that focusing on lesson 

planning would likely yield the best results towards improving outcomes for students. (Drost & Levine, 2015) 

In reading lesson plans and observing instruction at the outset of this intervention, I determined that all of the 

teachers in the study lacked the ability to scaffold instruction.  Consequently, the professional development 

workshop focused on how to improve pedagogical knowledge through scaffolded instruction.  It included 

reading and a discussion of the role of scaffolding and differentiation in instructional planning.  In addition, it 

addressed specific tools for scaffolding across the curriculum and provided several concrete examples that 

teachers could immediately incorporate into their lesson plans.  Teachers were provided a copy of the 

presentation slides for further reference and articles specifically detailing how to scaffold instruction in their 

curricular domains and directed to design a lesson that evidenced incorporation of the new knowledge.  The 

plan was for teachers to design this lesson within a week of the professional development workshop, however it 

was over a month before any teacher completed the task.  As a result, I had to adjust the timing of the project 

and ended up meeting individually with each participant to review the presentation slides during coached lesson 

design meetings.  

The second phase of the intervention centered on the Reach PTAR inquiry cycles which included coached 

lesson planning sessions, observations, analysis and reflection grounded in the belief that advancing student 

learning only happens as a result of shifts in the instructional core. (Elmore, 2008)  Moreover, the co-planning 
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collaboration between novice and mentor provides new teachers with a rich opportunity to share practical 

knowledge and supports deep conversations about problems of practice and important issues. (Moir, 2009) 

Organization of Data 

The data analysis began with an investigation of the quantitative data in which I reviewed the total number 

of scaffolds per lesson plan per participant over the course of the intervention and made a comparative analysis. 

I also examined the number of scaffolds between and across each of the two coached PTAR cycles in an effort 

to get an accurate assessment of teacher growth in this area.  I sought to measure total growth in terms of the 

number of scaffolds per lesson pre and post intervention and also within the process, how much each teacher 

grew between PTAR cycles one and two.  

The qualitative data analysis proved considerably more challenging.  I reviewed all of the findings and 

decided to code for process and impact, but I found this too limiting as those distinctions alone did not present a 

full picture vis-a-vis the research questions.  As a result, I returned to the questions and used them as the basis 

of the coding system I devised.  Once I conceived of this system I reviewed the information for each question 

and assigned codes to each of the data points.  I compared pre and post intervention surveys against the actual 

numbers of scaffolds per lesson and the teacher’s self assessment responses (obtained during the coaching 

meetings) to get a sense of how the participants felt about their growth relative to the objective data evidenced 

in reading their plans.  I then reviewed my low inference observation notes to check for evidence of 

implementation within the classroom.   I hoped to determine if the teachers were able to incorporate the new 

learnings into their written lesson plans and to improve their delivery of instruction through newly scaffolded 

lessons. 

After reviewing each data set individually, I examined across the sets, (lesson plans, scaffolding rubrics, 

surveys, exit interviews, researcher's journal and observation notes) in an effort to determine progress relative to 
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the expected change and to identify emerging trends.  My first area of focus was understanding if the teachers 

were becoming more conscious of the learning needs of their students and if so, were they able to respond in the 

planning process through scaffolding their lessons?  Additionally, I wanted to understand if this change was true 

for each of the participants and how it varied by teacher.  I measured these areas of growth by comparing pre 

and post intervention data in terms of the total number of scaffolds, the self assessment rubrics and the teacher’s 

comments gleaned from coaching conversations, my research journal, surveys and interviews.  Indicators of 

change included numbers of scaffolds, references to teacher action such as lesson planning, comments about 

student’s needs relative to planning and low-inference observation notes.  When participant’s assessments 

closely aligned with my own, and to the extent that my notes, observations and reflections corroborated their 

assessment of the quality of their teaching and planning practices, I felt confident that I had an accurate 

perception of the efficacy of the intervention.  Finally, the triangulation of multiple sources of data (lesson 

plans, interviews/surveys, and observations) adds depth and offers multiple insights to the analysis while 

enhancing the validity and credibility of the results.  

Analysis & Findings 

In analyzing the findings I sought to understand what impact, if any a professional development workshop 

explicitly linked to Reach PTAR inquiry cycles had on the beginner teachers.  Did these novice educators 

become more knowledgeable and reflective about their planning processes and improve their ability to design 

and deliver scaffolded instruction? (Schon, 1983, Connell, 2013)  At issue for all four was a disconnect between 

what they wanted for their students and what was happening in their classrooms.  All professed a desire to 

teach, yet they spent an inordinate amount of time addressing daily discipline issues as evidenced by the 

pre-intervention observation notes.  This left them feeling inadequate and unsuccessful.  Through the 

intervention, I realized that at the root of this disconnect lay not a shortcoming in their work ethic or desire to 
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support their students, but rather a lack of understanding for how central the work of lesson planning is to their 

practice. (Sale, 2014)  Consequently, I aimed to increase their understanding of their students’ learning needs 

and address those needs by providing a concrete strategy that they could immediately implement in the 

classroom. (Heflebower, Hoegh, & Warrick, 2017, Sale, 2014)  It quickly became apparent that these teachers 

had an unrealistic conception of their ability to plan lessons.  Nevertheless, the evidence showed that the 

intervention improved the participants’ ability to design and deliver scaffolded lessons.  The impact data 

showed that they internalized the idea that in designing higher quality lessons they are better able to adequately 

address student learning needs.  In turn, their self confidence grew which positively supports them to remain in 

the profession at OTI.  An analysis of the process data supports the notion that expert mentorship that facilitates 

teacher reflection coupled with professional development linked to collaborative co-planning serves to greatly 

enhance the neophyte’s core competencies of the profession.  The findings in this action research have 

important consequences for the broader domain of teacher education and importantly the difficulty in staffing 

high poverty schools with quality educators.  
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Self Assessment as reflection and its impact on planning 

 In an effort towards improving novice teacher’s capacity for reflection I requested that they engage in 

self-analysis through the scaffolding rubric process and the coaching conversations.  This is consistent with the 

research which shows that “because of their ability to reflect, great teachers know not only what to do, but also 

why” (Danielson, 2009, p. 1).  Rather than any need for me to tell them their lessons lacked appropriate 

supports for student learning, I hoped that through the act of reflection they would increase their ability to gauge 

their progress in the area of writing scaffolded lesson plans.  The scaffolding rubric required teachers to analyze 

their lesson plans on a four point Likert scale with one being the lowest and four being the highest and assess 

their competency in this area.  At the outset, all of the participants gave themselves high marks.  For instance, at 

the first meeting two of the four teachers gave themselves a score of 3 and one gave himself a score of 4 while 

only Katie gave herself a 2, which was still too high.  Yet through the course of the coaching conversations 

(held the same day as the self assessment) each teacher came to adjust these scores as they began to see the 

mismatch between their feelings about their competency and analysis of the data.  The coaching conversation 

began with the teacher self-assessing the plan, next we counted the total number of scaffolds together, then I 

encouraged the teacher to consider adding more supports by making suggestions and inquiring if they had 

considered strategy X or Y?  Teachers then took their plans and my notes and further revised their lessons on 

their own.  We met again to review and revise final plans prior to the delivery of instruction.  In each instance 

throughout the first PTAR inquiry cycle, the scores were adjusted downward by a mean of 1.5.  Throughout the 

course of the intervention, all four teachers became more sober about their abilities in this area.  An analysis of 

the rubric data, our coaching conversation meeting minutes and my researcher journal showed that by the time 

we completed our second PTAR inquiry cycle each teacher significantly shifted both in the number of scaffolds 

per lesson (impact) and the accuracy with which they responded to the rubric questions (process).  
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Self Assessment Scaffolding Rubric 

 Christian Kyle Katie Marc 

PTAR 1     

 Initial 3 4 2 3.5 

 Post conference 2 3 2 1.5 

 Post revision 3 4 3 3 

PTAR 2     

 Initial 3 3 3 2 

 Post conference 3 3 3 3 

 Post revision 3 4 3 3 

 

In fact the quantitative data demonstrate an increased capacity for self assessment as evidenced by a mean 

score of 2.75 on the scaffolding rubric which correlates strongly with the lesson plan data.  Pre-intervention, the 

lessons demonstrated a very low understanding of the importance of scaffolding instruction.  These initial plans 

show that two of the teachers (Katie & Marc) provided only a single scaffold in their lessons while Christian 

had three and Kyle had two.  At the beginning of PTAR inquiry cycle two the total number of scaffolds 

increased for each teacher.  At this juncture, Katie’s plan had four, Marc’s had five, Christian’s had seven and 

Kyle’s had ten.  Importantly, this proves that these teachers gained a better understanding of how to plan which 

in turn positively impacted their students.  In fact, Marc’s comments illustrate this point as he states at the end 

of PTAR 2; “I better understand now what it means to scaffold my lessons and as a result my students are more 

engaged.” And Katie commented about her lesson planning process “I ask myself more questions, like can my 

students get this? This was a real shift for me, and I realized that sometimes my students don’t know what to ask 

for, so I think that now that I present the (math) problems in a variety of ways and am clear about the steps in 
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solving and now that I color code and use graphic organizers, it supports my kids without them even realizing 

it.”  The coaching conversations were a critical element of the process because they supported the teachers to 

both increase the total numbers of scaffolds and accurately reflect on their ability to design curriculum.  As the 

participants deepened their understanding of the importance of scaffolding instruction, they expressed a 

willingness to collaborate more openly with me and other more experienced colleagues.  While this was not an 

area of focus for the study I noted in my research journal when Kyle, Christian and Katie demonstrated 

collaboration through the comment section on shared google docs of their lesson plans or comments they made 

to me about conversations they had with seasoned colleagues.  I also noted that Marc reached out to me more 

frequently and he reported that he told the Superintendent that he found our coaching conversations invaluable. 

While I was not specifically seeking to encourage the participants to deprivatize their practice and deepen their 

collaboration with expert colleagues this outcome is the source of an unexpected delight and speaks to the 

importance of effective coaching for novice teachers. (Hooper & Bernhardt, 2016)  

 

Impact of improved lesson planning skill in the area of scaffolding  

 In keeping with the self assessment findings, the survey data indicated that two of the participants saw 

themselves as experts in their ability to think in advance of what questions they would ask of students during 

class, while two considered themselves novices.  The pre-survey average response to the question “I think about 

and plan what directions I will give students in class” was 2.375 where a 4 represents the strongest agreement 

with the statement.  Yet the baseline observation data, lesson plans and researcher journal did not confirm this. 

Instead these data points showed every one of the teachers to be lacking in the capacity to pre-plan formative 

assessments.  In analyzing these discrepancies I came to see that there was a disconnect between how the 

participants viewed their competencies and their actual skills.  Over the course of the intervention, through the 
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professional development workshop and learning focused coaching conversations this gap narrowed and the 

post-intervention survey data show a consistent score of 3.5 across all data points.  Likewise, analysis of the 

quantitative or impact data regarding the number of scaffolds per lesson plan per teacher, shows the impact of 

the process on teacher’s ability to scaffold lessons.  

 

 Baseline data obtained by reading lesson plans showed that pre-intervention half of the participant’s plans 

had zero scaffolds and that the mean number of scaffolds per lesson was 0.875.  Moreover, all four teachers 

reported that they were concerned with the lack of discipline in their classrooms.  In coaching conversations 

they came to see that in improving their capacity to design lessons they would likely experience a reduction in 

negative behaviors as a result of improved student engagement. (Sempowicz & Hudson 2011)  In fact, the data 

shows that each lesson post intervention contained a mean of 9.5 more scaffolds.  Moreover, the low-inference 

observation notes show a marked reduction in off-task behavior of students.  This is further evidenced by 

teacher’s comments; as Marc said “adding the scaffolds allowed a lot more of my students to participate … now 

most of my students were actively engaged throughout the entire lesson which is a huge win for me this year.  I 
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also feel very successful in getting through my lesson plans and not deviating and getting lost because my plan 

was clear.”  And Christian noted of his ELL’s that “they were coming up with sentences and coming up with 

the meanings of the vocabulary words.  Now as we’re moving through the unit, the students have a clear 

understanding of what we’re doing and it’s quicker for them to grasp it (the concept).”  Perhaps Kyle’s 

comments about the impact of the intervention on both his planning and teaching and the impact it had on his 

students best illustrates the efficacy of the intervention: “(the intervention was) completely impactful from moving 

students who were not getting the lesson from the get go to having them on task and motivated and engaging was a huge 

shift.  Focusing on lesson planning and scaffolding in particular really set my students up for success.  I noticed that the 

material that they learned throughout the year they are not reiterating to me which means that the more consistent I was in 

scaffolding their lessons the better they were actually able to retain the content.  The true mark of success for a teacher is 

when a student is able to articulate a concept or their understanding of a learning without even being prompted.  I am most 

proud of my ability to design and implement carefully scaffolded and highly engaging lessons that cultivates students’ 

language skills and sets students up for success throughout the process.  I have seen my target students grow in their 

reading, writing, speaking, and listening skills throughout the year and their growth is a testament to my own growth as an 

educator.  Students who were not invested in their learning because of low reading skills in the beginning of the year are 

now the first ones to want to read in class because they know that I have created a class culture that supports them in their 

learning.”  

The implications of these findings relative to student behavior and teacher’s sense of success cannot be 

over-estimated.  In fact, research shows that “unsuccessful student management can produce teacher stress and 

(lead to) early burnout” (Sempowicz & Hudson 2011, p. 1).  As noted in the literature review, the teacher 

shortage in low socioeconomic schools is a pressing problem and these schools need to attend to retaining as 

many professionals as possible.  Having demonstrated through an analysis of the impact data that the planning 
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capacity of novice teachers greatly improved as a result of this intervention, let us now turn to our attention to a 

better understanding of what led to those gains.  

Professional development workshop 

 In response to the question What knowledge and skills did you learn from the PD I gave on scaffolding? 

three of the four teachers mentioned the importance of establishing routines and procedures, the use of equity 

sticks and classroom management tools while only one stated “I learned not to underestimate how much 

scaffolding a lesson plan needs, more is better and I learned to really think about what supports my students’ 

need in order to engage with the curriculum.”  I did address these issues (primarily in response to participants’ 

questions) during the PD session, however, routines, procedures and other nuts and bolts management tools 

were not the focus of the workshop, yet they were powerful takeaways.  Perhaps the fact that there was a lapse 

of a month between the workshop and the coached lesson planning meetings accounts for this discrepancy or 

more likely it is illustrative of their need for better management techniques.  Whatever the reason, all four 

teachers reported that they found that the workshop deepened their understanding of or introduced them to the 

concept of scaffolded instruction.  One participant, Katie stated; “the PD helped to impact my practice by 

making me more aware, I learned what scaffolding is first of all.  And then with coaching I am learning how to 

incorporate it into my lesson planning.” And another, Christian said; “the PD piece was really nice because you 

broke it down by subject, I actually went back to the PD ppt. and the handouts you gave me helped me learn 

how to map curriculum units and I looked up the links you shared to help me in my planning.  It was helpful for 

me because it gave a good foundation.”  Likewise, Likert survey data supports the assertion of teacher growth in 

this area. (See chart below) In response to the pre intervention survey question; I am confident in my ability to 

design and deliver lessons that appropriately scaffold the content for my students, three out of four replied 

‘rarely’, and one replied ‘sometimes”, while on the post-survey every respondent answered ‘frequently.’ 
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Responses to the question, I plan with targeted students in mind to ensure I am making content accessible for 

all students further confirms the results.  For instance, Christian and Kyle answered ‘sometimes’, Katie stated 

‘rarely’ and Marc replied ‘never’ and post intervention they all answered ‘frequently.’  Additionally, first 

semester baseline data revealed that each lesson included an mean of 0.875 or less than a single scaffold, yet 

post PD workshop and prior to the coached co-planning conversation, each lesson contained a mean of 1.75 

scaffolds.  While there is certainly some variance in individual teacher growth and skill at this juncture, with 

one teacher, Kyle’s going from one scaffold pre-PD to seven post, and Marc’s from zero to one, over the same 

period, the evidence is clear, the PD alone had an impact on the teacher’s planning processes. 

 

Utilizing the Reach PTAR cycle of inquiry to support novice teachers to shift planning practices 

 
 Overall by the completion of the PTAR cycle two, each lesson plan grew from a mean of 0.875 to 9.5 in 

the number of scaffolds.  This growth cannot be explained by the PD session alone.  My conclusion is that the 
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coached Reach PTAR inquiry cycles had a significant impact on the participant’s ability to scaffold instruction. 

This is positively supported in the literature. (Callahan, Saye & Brush, 2015, Lee, 2009)  Additionally, research 

shows that “change in teacher practices is more likely to occur if teachers are provided with a mentor or coach 

who is physically present and engaged in supporting, encouraging and guiding them” (Spelman, Bell, Thomas 

& Briody.  p. 151, 2016, Knight, 2007).  Narrowly focusing the collaborative coaching conversations on 

scaffolding lessons allowed the novice teacher to feel less overwhelmed by the need to pre-plan formative 

assessments and respond to students in the delivery of instruction, instead, this foci supported them to think 

specifically about one area which they could confidently handle.  According to McLoughlin and Marshall 

“scaffolding reduces learners’ frustration and further increases their motivation and cognitive growth.” 

(McLoughlin & Marshall, 2000, p. 2) .  We know that teachers “go through changes in their thinking about 

teaching” and that “to discuss, debate and … come to agreement with peers about what is important for students 

to know (and how to teach it) is an intellectually challenging exercise.” (Glickman, Gordon & Ross Gordon, 

2009, p. 284).  Gaining this knowledge about what to teach and how to teach it is a stressful enterprise that 

works best when facilitated by an instructional coach.  The research confirms that when feedback and in-class 

coaching are combined with theory, demonstration and practice, there is an increase in teacher knowledge and 

eventually classroom practice. (Spelman, et al.  2016, Joyce & Showers, 1995)  As noted in the analysis and 

findings sections of this paper, at the conclusion of the intervention, the process data from Likert survey 

responses, my research journal and coaching meetings as well as the impact data from the number of scaffolds 

indicates the extent to which teachers grew.  Moreover, teacher comments about the process are revealing, 

Christian noted that “before I wanted to do it (plan scaffolded lessons) but I wasn’t sure how to go about it.” and 

Kyle stated “after debriefing with my coach and reflecting together on my practice, I realized I could 

incorporate more engagement strategies and scaffolding both for my SPED students and ELLs and I put into 
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place policies and routines that make implementing the content of the lesson more digestible for all learners.” 

While Katie mentioned that “before I was very to myself, now I get more input from others, I am comfortable 

getting input from you and the right people and I became a better lesson planner.”  Each teacher’s learning was 

unique to the individual, yet all were able to articulate how pre-thinking about student needs, learning targets, 

formative assessments, and the logistics of the materials and supplies positively impacted both their design and 

delivery of instruction.  This was further confirmed by the observation data which showed a marked decrease in 

off task behaviors.  This progress came about through the coaching conversations and the professional 

development workshop. The Reach PTAR inquiry cycles supported the participants to develop a more accurate 

understanding of their students, their planning methods and teaching practice and engendered in them a 

newfound sense of confidence that they could prove to be successful practitioners of their craft.  This 

instructional strategy of linking professional learning to expert mentoring serves as an important model for 

building foundational competencies in novice educators which is critical for schools facing a shortage of 

veteran and quality staff that need to quickly develop competent teachers.  

Over the course of the PTAR inquiry cycles, all four teachers became more comfortable and proficient in 

thinking about how to design lessons that address student learning needs.  In response to the question, I think 

about and plan for what my students will need to know in order to successfully engage in each lesson, three 

teachers responded ‘sometimes’, and one, Kyle stated ‘frequently.’ However, post intervention Katie, Christian 

and Marc responded ‘frequently’ and Kyle answered ‘always.’ Christian’s comments are illustrative of this 

point; he states; “you put me more at ease with taking that additional time.  I can always cut out another project. 

Next year, I will really focus on the scaffolding and the differentiated instruction so that I can push my stronger 

students and support my weaker ones, I mean with this targeted population you’re going to be an English 

teacher, they need linguistic skills regardless of what language.”  Additionally, they were better able to compare 
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their classroom practice to a vision of teaching that explicitly advances student learning through carefully 

crafted lessons.  In response to the question, I think about and plan what methods I will use to gather data about 

student understanding during the lesson Katie and Marc indicated that they rarely considered this while, Kyle 

and Christian stated that they sometimes attended to this pre-thinking about formative assessment prior to the 

intervention.  Yet post intervention every single teacher responded ‘frequently’ which proves that if nothing 

else, they began to consider student needs when pre-planning lessons.  Likewise they improved their capacity 

for self reflection and they began to self identify areas to improve their plans to better align them to student 

needs.  The professional development workshop was key to facilitating the initial stages of reflection because it 

specifically provided a clear vision of expertly designed lessons which the participants were then able to 

compare to their emerging competencies.  Taking a directive coaching stance in the co-planning sessions 

provided the teachers several concrete scaffolding strategies that they could incorporate into their lesson plans 

which alleviated their anxiety about their lack of skills and feelings of inadequacy.  As a result of having these 

tools, they were better able to focus on improving their delivery of instruction and felt more confident about 

how to meet the needs of their students.  Some readers may wonder if there is an alternate explanation for the 

success of this project. They might posit that novice educators working in concert, meeting regularly and 

researching methodology and pedagogy could also improve their ability to design and deliver instruction.  I 

reject this argument because both my experience and the literature show that novice teachers are too busy and 

overwhelmed by the demands of the job. (McCarthy et al.  2009, Lucas, 1999)  In fact, “moving from novice 

teacher to highly effective teacher takes time, so the support given to novice teachers needs to be more than a 

sporadic effort; rather, it must occur on a consistent and persistent basis” (Ross, Vescio, Tricarico, & Short, 

2011, p. 10 ).  Additionally, the participants in this study noted their appreciation for a highly skilled mentor 

who, importantly, gave them feedback and “the gift of time.” As demonstrated in this action research, this 
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process of co-planning and teaching followed by expertly facilitated analysis and reflection significantly 

impacted teacher’s ability to plan and reflect, clearly communicate lesson objectives and better respond to 

students in moment to moment teaching.  My original problem of practice was that novice teachers are 

considerably underprepared for the demands of their jobs.  They do not plan for the use of formative 

assessments, check for understanding, or clearly communicate expectations and learning objectives.  Worse yet, 

they do not to respond to students while delivering content.  The findings in this Action Research described 

above shows the strong impact the intervention had on this Problem of Practice.  Supporting and guiding 

teachers to examine and improve their ability to design quality lessons is an important tool for improving 

classroom processes that are linked to more positive outcomes for students.  This action research further affirms 

the work of Richard Elmore, (2008) by confirming that in improving the level of teachers’ knowledge and skill, 

students are more fully engaged.  Moreover, this study suggests that effective professional development should 

include not only workshops and demonstrations but also opportunities for practice and feedback with an expert 

mentor.  

Significance and Implications 

To meet the challenge of quickly improving the professional capacities of beginner teachers, administrators 

and instructional coaches need to offer both professional development and ongoing support targeted specifically 

at the growth and development of these educators.  In high poverty urban schools characterized by high teacher 

turnover and a preponderance of inexperienced educators, the urgent need to quickly train novice teachers 

becomes a pressing concern for all stakeholders.  This action research underscores and highlights the critical 

role instructional coaches play in advancing the professional capacities of new teachers.  All children have the 

ability to learn, yet many in high-needs schools have become discouraged by sub-par teachers, poor facilities 

and a lack of adequate supplies and resources. (Boykin & Noguera, 2011, Delpit, 2012).  In fact, it is well 
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documented that these students often start and stay behind their more affluent peers which has damaging long 

term effects, not only for these students and their families but for society as a whole. (Boykin & Noguera, 2011, 

Delpit, 2012)  Therefore, the development of effective teachers needs to be a major focus of pre-service 

programs.  School and districts need to fill in the gaps when pre-service programs fail to prepare teachers for the 

real-world demands of the job.  Professional development experiences that build teachers’ understanding and 

knowledge of how to design lesson plans and curriculum that is meaningful, engaging, relevant and 

appropriately scaffolded to meet the needs of every student helps to fill this gap.  When professional 

development is explicitly linked to coached inquiry cycles that include opportunities for practice, feedback, 

reflection and analysis of practice teachers are much more likely to grow and thus implement appropriate 

supports for their students. (Spelman, Bell, Thomas & Briody, 2016)  In turn, this advances student 

achievement.  Finally, these schools and districts should adopt policies that invest in beginner teachers rather 

than overwhelm with overly demanding school-wide professional development, they need targeted support that 

addresses their unique learning needs and dedicated professionals to support them to implement these 

initiatives.  

Limitations 

This action research explored the relationship and impact of instructional coaching and professional 

development on novice educators over the course of one semester in an urban charter school.  While there were 

a number of positive findings that suggest extrapolation to a broader context, some limitations must to be 

acknowledged.  First, the number of participants was small, four novice teachers working with a single 

instructional coach is hardly a quorum.  Consequently, readers are cautioned that these findings may not be 

applicable to a larger population or even different instructional coaches.  The study did not have a comparison 

group, and these participants were not randomly selected.  In light of the urgent need to improve the design and 
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delivery of instruction it would seem immoral were it even feasible to execute a project such as this with a 

control group.  The findings of this action research may prove helpful to others who could benefit from a greater 

understanding of the needs of novice educators.  Finally, instructional coaches are expensive.  Most are expert 

practitioners with many years of experience which translates to higher placement on salary schedules within 

school districts.  This particular charter organization enjoys the patronage of a powerful governor and has the 

resources to support this intervention.  It must be noted however, that in this age of declining budgets for public 

education such an intervention model may not be possible in other low-socioeconomic schools and districts.  
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Appendix One: Pre & Post Intervention Survey 

Teachers completed an online Google Form Survey with these questions (below) before the intervention began. 
However I had to go back and interview each teacher individually using these questions and responses because I 
was not able to determine from the survey results how each individual responded.  Following the intervention, I 
interviewed each teacher using these same questions/response choices.  

 

1.  I am confident in my ability to design and deliver lessons that appropriately scaffold the 
content for my students. 

 
❏ never  
❏ rarely  
❏ sometimes  
❏ frequently  
❏ every time  

 
2.  Each of my lessons is clearly tied to an objective or learning target 

 
❏ never  
❏ rarely  
❏ sometimes  
❏ frequently  
❏ every time  

 
3.  I think about and plan for what my students will need to know in order to successfully 
engage in each lesson 

 
❏ never 
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❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

 
4.  I think about and plan what methods I will use to gather data about student understanding 
during the lesson 
 

❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

 
5.  I think about and plan the questions I will ask of students during the lesson  

 
❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

 
6.  I think about and plan what directions I will give students in class  

 
❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

 
7.  I think through the logistics of material and supplies when lesson planning

 
❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

    
8.  I plan with targeted students in mind to ensure I am making content accessible for all 
students  
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❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

    
 

9.  I feel confident in my ability to check for understanding  
 

❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

    
10.  I plan for the necessity of explaining the same material in a variety of ways to ensure that 
all of my students understand 
 

❏ never 
❏ rarely 
❏ sometimes 
❏ frequently  
❏ every time  

 
Appendix Two: Scaffolding Rubric:  
Prior to and post each mentor facilitated lesson planning meeting participants filled out this rubric assessing 
their lesson plan: 
 

Plan shows no evidence of scaffolding (NS) Plan is meeting scaffolding (MS) 

Plan shows some evidence of scaffolding (SS) Plan is exceeding scaffolding (ES) 
 
Appendix Three: California Standards for the Teaching Profession (Reach Version):  
Per the CAFFST Induction requirements, novice teachers select an area of focus for their inquiry projects from 
this chart.  
 

Standard Emerging 
Level 1 

Exploring 
Level 2 

Applying 
Level 3 

Integrating 
Level 4 

Innovating 
Level 5 

Engaging Students in 
Learning 
Summary of Standard: 

Names and 
describes 
strategies for 

Experiments with 
discrete or specific 
instructional strategies 

Consistently 
demonstrates ability to 
deliver instruction that 

Incorporates complex 
patterns of student 
interactions and 

Students 
understand, 
facilitate, and 
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· Know students & 
develop relational trust 
· Connect to prior 
knowledge, experience 
& interest 
· Variety of teaching 
strategies 
· Equitable questioning, 
participation, and 
promoting critical 
thinking 
· Monitor & adjust 
student learning 

developing 
students’ learning 
and engagement 
  
  

that improve students’ 
learning and increase 
engagement 
  
Analyzes evidence of 
engaging practices in 
instruction 

improves students’ 
learning and increases 
engagement. 
  
Builds on analysis of 
evidence 

engagement 
  
Instruction is flexible and 
adapts to the emergent 
needs of students 

monitor their own 
and their peers’ 
engagement and 
participation in 
learning 

Creating and 
Maintaining Effective 
Environments for 
Students 
Summary of Standard: 
· Caring community, 
fairness & respect 
· Embraces diversity & 
fosters productive 
interactions 
· Safety 
· High expectations 
· Maintaining 
appropriate behavior 
· Routines & 
procedures 
· Optimizing 
instructional time 

Names and 
describes methods 
for building 
positive learning 
environments that 
are focused on 
student learning 
  

Experiments with 
routines and 
procedures designed 
to enhance the 
effectiveness of the 
classroom 
environment 
  
Able to analyze 
evidence from 
classrooms regarding 
their effectiveness 

Consistently 
demonstrates ability to 
create and maintain an 
effective, positive 
classroom environment. 
  
Builds on analysis of 
evidence from 
classrooms regarding 
their effectiveness 

Incorporates complex 
patterns and concepts of 
classroom functioning and 
student well-being 
  
Flexibly adapts and 
enhances classroom 
environment based on 
emergent needs and 
learning goals 

Students 
understand, 
facilitate, monitor 
and/or co-create 
the classroom 
environment in 
ways that 
enhance all 
students’ 
learning and 
well-being 
  
  

Understanding and 
Organizing Subject 
Matter for Student 
Learning 
Summary of Standard: 
· Subject matter 
knowledge, knowledge 
of Content Standards 
· Pedagogical content 
knowledge 
· Organizing & 
sequencing 
· Selecting & using 
materials 
· Equitable access to 
content 
 

Identifies 
academic content 
standards; 
expectations for 
teachers; and 
content curriculum, 
scope, and 
sequence (if 
applicable) 
  
Identifies 
instruction of 
content standards 
in practice 

Experiments with 
instructional strategies 
that are unique or 
specially adapted for a 
given subject matter; 
Plans units with 
knowledge of 
expectations for 
student learning 

Consistently 
demonstrates ability to 
utilize subject matter 
knowledge and relevant 
instructional approaches 
in designing units, and 
teaching subject matter 
inclusive of students’ 
language and processing 
needs 

Identifies and incorporates 
complex patterns or 
thematic concepts across 
subject areas or topics 
within subject areas to 
build sophisticated student 
thinking habits specific to 
the subject domains 

Students 
understand and 
articulate the 
thinking habits 
and practices of 
subject domains 

 
Planning 
Instruction and 
Designing Learning 
Experiences for All 
Students 
Summary of 
Standard: 
· Planning based on 
assessed needs of 
students 
· Establishing goals 
· Sequencing long & 

Names and 
describes the 
components of a 
lessons, aligned 
with units, and 
courses as an 
organizing 
structure for what 
to teach 
  
Reviews and 
understands 
components of 

Attempts and 
evaluates efforts to 
plan and implement 
instructional plans 
aligned to learning 
goals and relevant 
activities (particularly 
at the lesson plan 
level) 
  
Experiments with 
short and long term 
planning including 

Consistently 
demonstrates ability to 
plan and implement 
instructional plans 
aligned to learning 
goals based on relevant 
learning activities and 
adapted to assessed 
student needs. 
Structure of lessons 
vary instruction 
between 
teacher-centered and 

Plans instruction that 
systematically develops 
increasingly complex 
student skills and 
thinking and incorporates 
the development of 
student conceptual 
understanding, 
knowledge and skills 
over time 
  

Students 
understand, 
articulate, and 
have input into 
their learning 
trajectory 
  
Lesson plans 
incorporate 
methods of 
instruction that 
foster student 
meta-cognition 
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short term 
· Planning for 
equitable access 
· Adapting 
instructional program 

curriculum, 
scope and 
sequence 

using evidence of 
practice and 
adapting the 
instructional program 
to student needs 

student-centered 
approaches 

and leadership 
offering 
multiple 
opportunities 
for students to 
control their 
learning 
  

Assessing Students 
for Learning 
Summary of 
Standard: 
· Multiple forms of 
assessment 
· Using data from 
multiple sources 
· Students 
self-assess & monitor 
· Feedback to 
students & families 

Names and 
describes 
assessments of 
student learning 
as a means for 
determining 
summative 
evaluations or 
student grades 

 Attempts to modify 
instruction based on 
evidence of student 
learning 
  
Expanding 
understanding of the 
use of assessments 
to determine student 
learning needs 

Consistently 
demonstrates the use 
of multiple assessments 
of student learning in 
planning instruction, 
including: lesson level 
formative assessments, 
more complex teacher 
designed assessments 
of student 
understanding, and 
institutional 
assessments of student 
progress 

Adapts and integrates 
multiple forms of 
evidence of student 
learning into instruction 
and instructional 
planning, often 
collaborating with 
colleagues to analyze 
and advance student 
learning 
  
Differentiates instruction 
based on assessed 
student needs in order to 
accelerate all students’ 
learning 

Students 
understand 
and articulate 
their own 
strengths, 
areas for 
improvement, 
and goals 
based on 
multiple forms 
of assessment 

Developing as a 
Professional 
Educator 
Summary of 
Standard: 
· Reflect on practice 
& student learning 
· Purposeful 
professional growth 
· Collaborate with 
colleagues 
· Work with families 
· Manage prof. 
responsibilities 
Integrity & ethical 
conduct 

Collaborates with 
assigned 
colleagues, 
coaches, and 
supervisors to 
reflect on and 
improve teaching 
practice and 
student success. 
Attends available 
professional 
development 
opportunities. 

Collaborates with 
colleagues, coaches, 
supervisors and 
families to reflect on 
and improve 
teaching practice 
and student 
success. 
Responds to 
summative and 
formative 
assessments of 
teaching by seeking 
out and 
experimenting with 
new approaches and 
methods in order to 
improve. 

Seeks information 
about areas of strength 
and areas for growth 
based on multiple forms 
of evidence of practice. 
Collaborates regularly 
with colleagues, 
coaches, and 
supervisors to improve 
teaching practice and 
student success. 
Sets professional goals 
and uses them to guide 
improvement efforts. 
Seeks professional 
development 
opportunities to 
continuously improve. 

Informally models 
professionalism, 
leadership, and 
continuous learning. 
  
Incorporates information 
from a wide range of 
sources to expand skills 
of collaboration and 
reflection as a habit of 
practice and to impact 
teacher effectiveness 
and student learning. 
 
Expands personal 
development, increases 
ability to develop strong 
interpersonal 
relationships, and 
weaves improvement of 
technical skills into a 
continuous learning 
cycle. 

Formally and 
informally 
models 
professionalis
m, leadership, 
and continuous 
learning. 
  
Seeks 
professional 
development 
and learning 
opportunities 
that advance 
individual and 
school goals 
towards 
student 
outcomes. 

 
 
Appendix Four: 
Post intervention I interviewed the participants.  Each interview took approximately a half an hour and 
participants were encouraged to reflect on the process and impact of the intervention.  Note: Answers were 
open-ended.  
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➢ What knowledge and skills did you learn from the PD I gave on scaffolding?  

➢ What practices did you incorporate into your teaching as a result of the PD? 

➢ How has your practice changed due to coaching and implementing strategies such as scaffolded 
lessons that support all students? 

 
➢ What did you learn about yourself and your students through this process (the professional 

development/my observations of you/lesson planning/our conversations)?  
 

➢ What are you going to do to keep improving your ability to able to anticipate students needs in 
designing lesson? 

 
➢ How would you rate your ability to lesson plan to meet the needs of your students? 
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