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ABSTRACT
The inclusion of students with disabilities in the general education classroom has changed
over time. Teachers in inclusive classrooms need the skills to teach all students, including
students with disabilities. The National Center for Learning Disabilities (NCLD; 2019) reported
in a survey of over 1500 general education teachers, only 17% noted they were well prepared to
teach students with disabilities. A gap of in content knowledge exists between general and
special education teacher preparation (Fonte et al., 2017) and the outcomes of students depends
on the knowledge of the teacher (Burroughs et al, 2019). Lack of preparation of general
education teachers’ attributes to this current gap in meeting the needs of students with disabilities
as seven states have specific requirements for meeting the needs of this population and only two
states require clinical experiences in this targeted area (NCLD, 2019). One potential way to
address this gap is through coaching.
Currently, limited empirical evidence exists to determine the effectiveness of coaching as
a professional development model and its impact on teacher practice (Desimone & Pak, 2017).
The researcher in this study implemented the Classroom Strategies Coaching (Reddy & Dudek,
2016) model by collecting observation data using the Classroom Strategies Assessment System
of teachers in their first five years in inclusive classrooms. The researcher compared three
teachers’ ratings who received coaching to three other teachers in business as usual. Teachers in
the coaching group completed surveys to assess the social validity of the model. The comparison
of the two groups showed increased implementation of the three teachers in the coaching groups’
use of evidence-based practices.
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CHAPTER ONE: INTRODUCTION
The quality of a child’s education depends on many factors. Among these factors are the
practices, actions, attitudes, and knowledge of the teacher, who directly influences the quality of
education and the progress a child makes towards grade-level progress (Reddy et al. 2020; see
also Lekwa et al., 2019). Ensuring a positive trajectory of learning for all students requires
teachers prepared with the knowledge, skills, and dispositions to directly meet the needs of the
students in their classrooms (Blazar & Kraft, 2017).
Background of the Study
According to the National Center for Education Statistics (2021), 64% of students with
disabilities are in general education classrooms 80% or more of the day, yet most teacher
preparation programs offer one or two courses on teaching students with disabilities to general
education majors (Cameron & Cook, 2007; Rosenzweig, 2009). As new general education
teachers enter the field with limited knowledge, the design of advanced degrees in teacher
preparation and professional development (PD) models need to ensure preservice and in-service
teachers further develop their skills in working with students with disabilities (Reyes et al.,
2017). One way to address this gap in preparation is through a job-embedded format with expert
coaching (Croft et al., 2010; Snyder et al., 2015). Cornelius et al. (2019) discovered the positive
effects of coaching on novice special education teachers’ knowledge and skill development by
facilitating mentor-mentee relationships. Despite limited empirical evidence to support coaching
as an effective, high quality PD model (Desimone & Pak, 2017), this approach to professional
learning can be effective, especially for beginning teachers in ascertaining new skills to meet the
diverse and unique needs of students with disabilities in their classrooms (Knight, 2019).
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Problem Statement
Why might coaching be a solution to many problems for novice general education
teachers? Beyond a general education teachers’ lack of knowledge in special education, they also
report confusion, frustration, guilt, and daily dilemmas in effectively meeting the needs of
students with disabilities without on-going support (Freeman et al., 2017; McKay 2016).
Experiencing the realities of the classroom under the supervision and guidance of an
instructional coach could help teachers develop the toolkit needed to persist in the profession, as
general education teachers often understand only the bare minimum about students with
disabilities in their classrooms (Everett, 2017; Gable et al., 2012; Stites et al., 2021).
The 2017-2018 National Teacher and Principal Survey (NTPS) asked public and private
school teachers about their preservice coursework on different education topics on teaching
students with diverse needs including diverse economic backgrounds, those with special needs,
those with limited English proficiency (LEP), or English Learners (EL; Merlin, 2021). Findings
of the survey indicated only 67.3% of teachers who took graduate or undergraduate courses
before their first year of teaching completed courses on teaching students with disabilities. Of the
67.3%, only 70% of those identified as public-school teachers completed courses on teaching
students with disabilities, and the percentage of private school teachers was even lower. These
data establish a pattern over time, of teacher preparation programs maintaining the status quo of
limited preparation of general education teachers for inclusive classrooms.
Darling-Hammond (2010) and MollenKopf (2009) highlight trends of universities
restructuring their programs to produce more highly qualified educators. Despite this
restructuring, Forlin and Chambers (2011) found many general education teachers remain illprepared for a wider range of learners in their classrooms. This problem exists even with
2

substantive research (e.g., Hamman et al., 2013; Lesar et al., 1997; Pugach, 2005; Voltz, 2001)
suggesting a needed change in teacher preparation programs – leaving many novices struggling
due to ineffective preparation, one-shot PD, and a lack of sustained support to help meet the
needs of the students in their classrooms.
Beyond a lack of effective PD and preparation, an alarming number of novice teachers
are leaving the profession (Allen et al., 2019; Redding & Henry, 2019). Many of those teachers
state they are leaving the field due to a lack of preparation and an inability to meet the wide
range of students’ needs in their classroom daily (Sutcher et al., 2016). Singlehanded, teacher
shortages are not caused by a lack of teachers, but also by turnover in the field (Sutcher et al.,
2019). In 2017, Carver-Thomas and Darling-Hammond reported the teacher attrition rate to be
8% annually, further fueling the national teacher shortage. According to a 2019 report from the
National Center for Education Statistics, the annual teacher attrition rate doubled to 16% over
two years, with unknown implications of the further stress caused by the impact of the COVID19 pandemic during the 2020-2021 school year.
Despite limited preparation of teachers to meet the needs of students with disabilities and
the high rate of attrition of novice teachers, all teachers can benefit from PD or continued
educational opportunities to enhance and improve their practices (Darling-Hammond et al.,
2017; Guskey, 2002). Despite the offering of PD, teachers commonly do not implement new
strategies learned due to a lack of accountability or follow up (DeMonte, 2013). Joyce and
Showers (1982; 2002) along with Kretlow and Bartholomew (2010) determined coaching to be a
potential PD tool, which when sustained over time, creates changes in teachers’ practices to
increase delivery of content, confidence, and performance. This change in practice could impact
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the diverse learners in their classroom and support retention of novice professionals by receiving
personalized and sustained PD based upon their specific classroom needs.
Impact of COVID-19
Novice teachers leaving the field was high before the COVID-19 pandemic, yet how the
changing working conditions and sudden demand for teachers to provide instruction virtually or
in hybrid context may accelerate teacher attrition rates, due to added stress, confusion, and
frustration. Evidence suggests the pandemic caused more teachers to retire or not return to the
physical classroom due to fear for their health (Bailey & Schurz 2020; Darling-Hammond &
Hyler, 2020). A key finding from the 2021 State of the U.S. Teacher survey (Steiner & Woo)
demonstrated one in four teachers would likely leave their jobs by the end of the 2020-2021
school year. Before the pandemic, previous annual data found one in six teachers likely to leave
their jobs due to job related stress. Annually, between 8% and 16% of teachers left the classroom
(Carver-Thomas & Darling-Hammond, 2017), including a loss of 19% to 30% of novice teachers
(Learning Policy Institute, 2018). Based on the loss of novice teachers, the need for PD and
support is greater now than ever to ensure both retention and student success; especially for
general education teachers supporting students with disabilities in inclusive settings.
A potential pathway to both support novice general education teachers and to assist them
in working with students with disabilities is instructional coaching. Joyce and Showers (2002)
and Van Ostrand et al. (2020) found coaching to be the most impactful element of PD.
Researchers (Anderson et al., 2014; Vaughn & Schumm, 1995) found instructional coaching as
effective in supporting general education teachers in teaching students with disabilities in their
classrooms while potentially decreasing stress and increasing retention. An instructional coach
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could support novice teachers in implementing evidence-based practices in their classrooms
(Desimone & Pak, 2017; Kretlow & Bartholomew, 2010; Yopp et al. 2011).
Coaching in education is not a novel concept, coaching has been long used as a support
or intervention to ensure teachers can implement newly acquired skills with fidelity (Kretlow &
Bartholomew, 2010; Lane et al., 2020; Joyce & Showers, 1982; Stahmer et al., 2015). While
research exists as to the effectiveness of instructional coaching (Knight, 2004, 2005, 2006,
2007), a need exists for additional empirical evidence to support the use of coaching as an
effective PD model (Guskey, 2021); specifically, embedding coaching within instruction to
support to general education teachers’ instructional impact on students with disabilities (Kuntz &
Karter, 2019). The researcher in this study aims to provide an embedded coaching model
specifically to help novice general education teachers use evidence-based instructional strategies
in their inclusive classrooms to implement newly acquired skills in supporting students with
disabilities with fidelity (Kretlow & Bartholomew, 2010; Lane et al., 2020; Stahmer et al., 2015).
Purpose of the Study
The purpose of this study is to assess the impact of a data-based coaching model,
Classroom Strategies Coaching (CSC; Reddy & Dudek, 2016), for novice teachers’
implementation of evidence-based instructional practices in inclusive classrooms to improve
outcomes for students with disabilities. The researcher analyzed the existing research on
coaching models implemented to impact the general education teachers’ use of evidence-based
instructional practices. The literature on coaching showed this practice as an effective procedure
to enhance teachers’ instructional skills and change their behavior to positively affect students’
classroom outcomes (Connor, 2017; Freeman et al., 2017, Killion et al., 2020; Teemant et al.,
2011). This study employed the validated coaching procedures of Reddy et al. (2017) and Dudek
5

et al. (2019) to improve classroom practices through teacher formative assessment and
coaching. Choosing a coaching model with specifically identified evidence-based instructional
strategies to observe during the coaching model aligns with Kraft et al.’s (2018)
conclusions from a meta-analysis on teacher coaching. These researchers noted effective
coaching impacts student achievement when the coach examines specific evidencebased practices with the teacher. The intended outcome of this study is to add to the empirical
evidence of how a coaching model impacts or changes teachers’ behaviors when supporting
students with disabilities in an inclusive classroom. The researcher employed an extension
research study of the model created by Reddy et al. (2017) and Dudek et al. (2019b) with
modified procedures. The rationale for replication of this research is the need for multiple studies
on any intervention to identify the efficacy of evidence-based practices positively affecting the
outcomes of student achievement (Travers et al., 2016; What Works Clearing House, 2020).
Data-based Coaching
A collection of studies (Dudek et al., 2019b; Fabiano et al., 2018; Glover et al., 2019;
Reddy et al., 2013a; 2013b; 2017; 2019) included the development and validation of the CSC
and Classroom Strategies Assessment System (CSAS; Reddy & Dudek, 2014). The CSC Model
is a data-based coaching approach, integrating multiple observations to identify teachers’ needs.
The four phases of the CSC model are as follows: (1) determine the teacher's practice needs and
goals, (2) develop an implementation plan, (3) complete implementation monitoring, and (4)
evaluate the program goals. This model does not explicitly address a specific content area or
behavior management strategy, rather a set of evidence-based practices used universally to
deliver instruction. Discrete teaching practices include content/concept summaries, opportunities
to respond, and positive and corrective feedback to guide students’ learning and behavior.
6

CSC Study Outcomes
Studies using the CSC Model presented promising results. Dudek et al. (2019b)
conducted a randomized control trial (RCT), in which 32 elementary school teachers participated
in the CSC instructional coaching model. The researchers reported most of the teachers were
predominately Caucasian females from New York and New Jersey. The researchers did not
mention the student population because the goal of the study was for teachers to use more
universal practices to support all students. The results of the study indicated a significant change
in the teachers’ implementation of instructional behavior management practices. Teachers also
reported satisfaction with the CSC intervention, suggesting a brief model of coaching was
effective. This study added to the literature base of instructional coaching as an effective form of
PD and how to support research to practice.
In 2019, Reddy et al., implemented the CSC Model with a 3rd grade teacher in a high
poverty school over 8 weeks. In this case study, Sara, a 29-year-old female with seven years of
teaching, reported her desire to improve her behavior management skills. Sara had 21 students in
her class including three students with specific learning disabilities, two with evidence of
behavioral and academic concerns. Sara participated in the CSC Model, attending all 8 meetings
with the coach with an openness to feedback. Sara increased her use of behavioral praise and
concept summaries from pre to post interventions. The discrepancy scores used to measure the
observed frequency and recommend frequency of the observed teacher practices, fluctuated over
time which could be related to Sara’s “effort to implement and sustain practices over time and
challenges in maintaining consistency” (p. 19). The overall effects determined improved
frequency and quality of Sara’s implementation of behavior praise, concept summaries, and
academic behavior engagement over time.
7

Again, using the CSC, Reddy (2021) and colleagues compared the outcomes of 44
general education and 9 special education teachers in 14 high poverty elementary schools. Prior
to coaching, a significant difference did not exist between general and special education
teachers’ use or implementation quality of evidence-based strategies; however, a 30% difference
did exist in special education teachers average use of behavior corrective feedback. After
coaching, the effects on teacher practices were moderate to large. Overall, the multiple studies
(Dudek et al., 2019b; Reddy et al., 2017; 2019) showed efficacy of the CSC.
Guskey (2021) provided a layout of how to make PD “more effective and truly stick” by
outlining the six pertinent steps of PD (p. 55). The six features included: (a) focusing on
evidence-based practices (EBPs), (b) providing guidance in balancing adaptations, (c) offering
feedback to confirm improved outcomes for students, (d) ensuring feedback is based on evidence
teachers can trust, (e) planning to gather evidence on effects quickly, and (f) providing ongoing
support. This study aligns with Guskey’s findings on effective coaching practices and further
substantiated by the WestEd National Center for Systemic Improvement (NCSI; 2019) and the
components of the CSC Model, data-based coaching model developed by Reddy and Dudek
(2016). While not noted by the authors, the teaching practices included in the CSC model align
with the high-leverage practices (HLPs) for students with disabilities (McLeskey et al., 2019).
The HLPs focus on practices used frequently in classrooms, shown to improve outcomes for
students with disabilities. The researcher provides additional information on the alignment of
HLPs and the CSAS practices in Chapter 2.
Theoretical Foundation
Teachers who as adult learners adopt behavior, attitudes, and emotion with an
experiences mentor are more likely to feel empowered to change their practices. Coaching in
8

educational settings can incorporate learning theories such as Bandura’s (1977) Social Learning
Theory and Cross’s (1981) Adult Learning Theory. Bandura’s (1977) Social Learning Theory
emphasizes the importance of observing and modeling the behaviors, attitudes, and emotional
reactions of others. The principles of the social learning theory include the improved likeliness to
adopt behavior if it results in valued outcomes (Bandura, 1969). For example, the teacher
learning how a specific evidence-based practice positively improves outcomes for students in
their classroom. Coding the modeled behavior into words, labels, or images results in better
retention than simply observing, for example, data developed into a visual graph.
Research Question(s) and Hypotheses
In this study, the researcher asks experimental questions in a directional form so the
reader can understand the direction of the intervention’s anticipated impact on participants in the
study. The following research questions guided the researcher in this study:
RQ1: To what extent does a data-based coaching model, Classroom Strategies Coaching (CSC;
Reddy et al., 2017) increase novice teachers' (1-5 years’ experience) frequency of implementing
evidence-based strategies in inclusive elementary classrooms?
RQ2: How do novice teachers in inclusive elementary classrooms rate the acceptability,
feasibility, and effectiveness of the CSC model?
The empirical evidence supporting coaching as an effective PD model focuses more on
how to improve specific content delivery (i.e., literacy, math, science) or classroom management
strategies, including research findings on the needs and goals of coaching and the critical
components of coaching. Using a sample of six teachers, due to the limited access because of the
pandemic, with 3 in an experimental and 3 in a control group, the researcher provides a
descriptive discussion of the effects of the CSC Model on the intervention group of teachers.
9

Definitions
The researcher provides the following terms for reading clarity and to better understand
the content of the terms used in this study.
Beginning (novice) teacher: A teacher new to the profession with 5 years or less
experience.
Coaching (in education): Adopted as a job-embedded, PD model (Knight, 2007). Schools
and districts across the country use various coaching models. Coaching includes observations
and feedback provided by a peer, mentor, supervisor, or PD provider (Joyce & Showers, 1982).
General education teacher: Instructs all students in the general education classroom.
Teaches the general or core curriculum subjects, not special education.
Instructional coach (IC): Individuals with diverse experience such as a classroom
teacher, but not specific to a setting or subject when serving in this capacity. A standard currently
does not exist for who can serve in this role (Killion & Harrison, 2006). The instructional coach
assumes multiple roles including a facilitator, collaborator, instructor, and supporter (Wang,
2017)
Professional development (PD; or teacher professional development): “Structured
professional learning that results in changes in teacher knowledge and practices, and
improvements in students learning outcomes” (Darling-Hammond et al., 2017, p.2).
Inclusion (or inclusive classroom): A general education classroom where the education
of both students with and without disabilities occurs together. The Florida Statues (2020) define
inclusion as a student “receiving education in a general education regular class setting, reflecting
natural proportions and age-appropriate heterogeneous groups in core academic and elective or
special areas within the school community” (Section 1003.57(1)(a)(2)).
10

Summary
The researcher in this study sought to understand how a data-based coaching model can
impact the instructional practices of novice general education teachers in inclusive classrooms to
improve the outcomes of students with disabilities. Previous studies in the area of coaching have
not specifically focused on the impact of coaching to improve outcomes for students with
disabilities. In Chapter 2 the researcher presents a comprehensive review of literature on
effective PD using coaching, and a review of the current research on coaching aligned with
special education. Chapter 3 includes the research design and specific details on the study
procedures. The researcher presents results in Chapter 4 and a discussion of the alignment of the
study outcomes to current literature along with future directions and recommendations for the
field in chapter 5.
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CHAPTER TWO: LITERATURE REVIEW
Starting with the passage of the Education for All Handicapped Children Act in 1975, the
inclusion of students with disabilities in the United States in the general education classroom
setting began and has slowly increased over time. Despite the greater presence of students with
disabilities in the general education setting, the preparation of general education teachers today
typically still includes one only 3 credit hour course (Goldstein et al., 2013; Rozenzweig, 2009).
With today more than 80% of students with disabilities included in the general education setting
(National Center for Education Statistics, 2019), a shift needs to occur in both the preparation
and the ongoing support of general education teachers to ensure positive learning and behavioral
outcomes for this population (Garland & Dieker, 2019; Owens et al., 2020; Shepley et al., 2018).
Teacher preparation programs (TPPs) for general education teachers have yet to offer
more experiences and content, specific to teaching students with disabilities. Most often, TPPs
only require general education teachers to take one or two classes focusing on students with
disabilities (Goldestein et al., 2013). This lack of robust and aligned preparation becomes
problematic in providing a quality educational experience for students with disabilities in the
general education setting. One way to address lack of teacher knowledge is to provide effective
professional development (PD) to general education teachers is critical to their success in their
inclusive classrooms (Garland & Dieker, 2019; Kennedy et al., 2017; Shepley et al., 2018;
Stanovich & Jordan, 2002; Tiwari et al., 2015). Effective PD specifically aligned to general
education teachers’ needs in teaching students with disabilities could begin to address this
sustained and persistent issue (Wood et al., 2016).
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Components of Effective Professional Development
Darling-Hammond and colleagues (2017) defined effective PD as structured learning
resulting in changes to teacher knowledge and practices combined with improvements in student
learning outcomes. At the conclusion of a meta-synthesis of 35 studies, Darling-Hammond and
colleagues identified seven components of effective PD: (a) focus on content, (b) active learning,
(c) support for collaboration, (d) models of effective practice, (e) coaching and expert support,
(f) feedback and reflection, and (g) sustained duration. Based on these components, effective PD
cannot happen as a one-day event if inclusive of all components of effective practice. Further,
Darling-Hammond and colleagues noted sustained PD is most effective when ongoing coaching
and expert support occurs over an expanded time period.
Supporting Novice Teachers through Coaching
Traditionally, PD or learning models for educators include short workshops, conferences,
webinars, and other short-term models (Bayar, 2014) often not sustained over time.
Consequently, a shorter duration does not allow the educator to effectively learn the skill or
reach the desired goal of the PD session (Darling-Hammond et al., 2017; Guskey, 2002; Joyce &
Showers, 2002; Valiandes & Neophytou, 2018). The absence of improved instruction and
success of teachers resulting from traditional PD options has signaled the need for models that
produce better outcomes in improving the practices of today’s classroom teachers (Kraft &
Blazer, 2017). Nontraditional PD offers coaching (Bayar, 2014), mentoring (Hudson, 2013;
Huling & Resta, 2001; Rodgers & Skelton, 2014), peer observations (Hamilton, 2013), roleplaying (Vasileiou & Paraskeva, 2010), and simulation (Dieker et al., 2017). Characteristics of
nontraditional PD, when compared to traditional PD, provide flexibility with time, methods, and
techniques to adequately support teachers learning new skills to teach the diverse group of
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students in their classrooms (Bayar, 2014). Also, traditional PD models do not allow
personalized opportunities for teachers, but instead often offer a one-size-fits-all technique
(Giraldo, 2014; McLester, 2012).
One way to provide sustained and ongoing support to teachers entering the field is
through coaching (Cornelius et al., 2020; Huling et al., 2012; Rock et al., 2009; Vince Garland et
al., 2016). The use of instructional coaches (ICs) provides sustained PD and ongoing support for
teachers to implement evidence-based practices (Yopp et al., 2011). Instructional coaching
increases the likelihood teachers can implement newly acquired skills from PD (Desimone &
Pak, 2017). Desimone and Pak suggest ICs could support general education teachers, arguing
current graduates of TPPs are not adequately prepared to teach students with disabilities in their
classrooms. Gilmour (2018) advocated general education teachers need a different skill set to
support students with disabilities, as schools and classrooms become more inclusive.
Although researchers in earlier reviews of the literature (Knight, 2005) examined
instructional coaches in educational settings to increase implementation of academic
interventions and quality of instruction, these reviews did not focus on how instructional coaches
can support general education teachers developing effective instructional practices in inclusive
settings. Numerous studies on coaching in education focus on defining the roles of ICs and the
relationships of instructional coaching (e.g., Bean & Isler, 2008; Denton & Hashbrouck, 2009;
Hansen, 2013; Hull et al., 2009; International Reading Association, 2004; Knight 2007). Limited
analytical attention focuses on how the ICs support teachers’ implementation of instructional or
behavioral supports for students with disabilities. Minimal research exists in the targeted area of
the impact of coaching on general education teachers’ implementation of inclusive instructional
strategies to support positive outcomes for students with disabilities.
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The goal of this literature review is to examine the coaching models used across settings,
specifically those designed to impact the outcomes of students with disabilities in the general
education classroom or inclusive settings. The review begins with a summary of the overall
research findings on the benefits and features of effective coaching.
Benefits and Features of Effective Coaching
Dunst et al. (2015) completed a meta-synthesis of 15 research reviews of in-service PD
with a goal of identifying the common and core features of in-service PD associated with
changes and improvements in teacher and student outcomes. Results showed in-service PD was
most effective when it included (a) trainer introduction, demonstration, and explanation of the
benefits of mastering content knowledge or practice; (b) active and authentic teacher learning
experiences; (c) opportunities for teachers to reflect on their learning experiences; (d) coach and
mentor supports and feedback during in-service training; and (e) extended follow-up supports of
sufficient duration and intensity to have discernible teacher and student effects. Joyce and
Showers (1982) in their seminal research on teacher preparation articulated that “coaching for
application involves helping teachers analyze the content to be taught and the approach to be
taken and making very specific plans to help the student adapt to the new teaching approach” (p.
384). They stressed the importance of coaching skills for supervisors, and concluded that
instruction, demonstration, and coaching are all essential elements of supervision during inservice and preservice teacher preparation (Joyce & Showers 1982; 1995).
A 2019 brief from the WestEd National Center for Systemic Improvement (NCSI),
Effective Coaching: Improving Teacher Practice and Outcomes for All Learners, reports the
goals of coaching as focused on two main areas: (1) improving teacher practice by increasing the
use of highly effective practices and evidence-based practices (EBPs), and (2) improving learner
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academic and behavioral outcomes through improved teacher practices. Joyce and Showers
(2002) found that training reinforced by coaching led to up to 90% implementation of newly
learned practices. Table 1 includes descriptions of the most effective coaching practices for
improving teacher practice and learner outcomes across grade levels: (a) observation, (b)
modeling, (c) performance feedback, and (d) alliance building strategies (NCSI, 2019). Ongoing
implementation of these practices help practitioners bridge the research-to-practice gap (Grima et
al., 2011, State et al., 2019).
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Table 1: Effective Coaching Practices
Practice

Description

Frequency

Observation

Watching the teacher in the classroom
environment use a specific program,
intervention, or practice (including EBPs)

Every coaching cycle

Modeling, also
referred to as
demonstration

Showing the teacher how to use a specific
program, intervention, or practice
(including EBP)

Based on need (e.g.,
when teacher is
unfamiliar with
practice or uses
practice incorrectly)

Performance
Feedback

Presenting formal or informal data about
the teachers’ use of a specific program,
intervention, or practice (including EBP)
Characteristics of effective feedback:
• Specific
• Positive
• Corrective (if warranted)
• Timely
Delivery mechanisms:
• Verbal, written, or graphical data
presented during pre–post observation
conferences with a teacher or in the
moment of teaching (e.g., using bugin-ear technology)

Every coaching cycle

Alliance
Building
Strategies

Using specific strategies that relate to
factors of alliance to build a positive
relationship in a teacher–coach dyad
Factors of alliance:
• Interpersonal skills
• Collaboration
• Expertise
• Conveying coaching is non-evaluative
Examples of alliance-building strategies:
• Empathetic listening
• Restating and summarizing information
conveyed by the teacher
• Conveying expertise in teaching and
deep content-area knowledge
• Identifying and working toward
teachers’ goals and needs

Every coaching cycle
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Literature Search Strategy
For this literature review the researcher focused on coaching for general education
teachers to directly impact outcomes for students with disabilities. Research syntheses were
located using the following search terms: coaching (performance) AND general education
teachers AND (inclusion OR inclusive education). The researcher searched the following
databases: ERIC, PsycINFO, ProQuest, EBSCOHOST, and Academic Search Complete. Search
results were minimal and duplicate results arose across the databases. When the researcher
removed duplicate results, 12 unique articles emerged related to the search terms. Removing date
parameters ensured the inclusion of seminal works related to coaching in inclusive settings. The
researcher chose to explore the topics individually and in sections when reviewing literature
related to coaching general education teachers to teach students with disabilities. The researcher
conducted additional searches using specific keywords related to the research topic such as
teacher professional development, students with disabilities, identifying a little over 30 sources
dating from the early 2000s using these additional terms. Only 5 articles included the use of
coaching models to impact general education teachers in inclusive settings.
The search results presented limited articles related to the topic, leading to the conclusion
limited research exists in coaching novice general education teachers in inclusive setting. The
limited research results also led to the conclusion that focusing on a 10-year span may eliminate
important research in this area, therefore, inclusion of seminal works related to coaching are
included in the review of literature. The researcher excluded articles that included predominate
discussions on teacher preparation and special education teachers to keep the focus of this
literature review on PD of in-service general education teachers. Teacher preparation focuses on
the education of teacher candidates prior to becoming certified teachers, and the participants in
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this study were general education teachers. Articles included were directly related to IC, its
effectiveness on general education teachers, and universal models of IC.
Review of Literature
Table 2 includes details on the five studies included from this systematic review to build
the foundation for coaching general education teachers in inclusive settings. The initial literature
shows limited experimental research on using a coaching model. The researcher provides a
summary of each of the studies followed by a synthesis of the overall foundation each author
contributed in relation to the research topic.
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Table 2: Summary of Studies on Coaching General Education Teachers in Inclusive Settings

Author (date)
Nishimura
(2014)

Purpose
To examine the effects
of Inclusive
Professional
Development (IPD)
through peer coaching
and support on teacher
attitudes towards
SWDs.

Research Design
& Coaching Model
121 general
Quasieducation
experimental preelementary teachers post comparison
group design
Sample

Coaching Model:
Eight week, IPD
using peer coaching
and individual peer
coaching
observations once a
week.
Coach and teacher
have 30-minute
overview sessions
of the five core
areas of the
interventions, time
for question and
answers, identified
areas needed for
additional support,
then follow up onehour sessions to
address areas of
need.
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Main Finding

Recommendations

IPD produced more
positive attitudes of
teachers towards
students with
disabilities.

A longitudinal
study across a
school year
(September to June)
from pre-post-test
could provide
teachers
opportunities to
reflect and conduct
peer coaching.
More time and
support for teachers
to refine their
strategies
implementation of
inclusive practices.

Author (date)
Waitoller
& Artiles
(2013)

Purpose
To conduct an
international and
systematic review of
professional
development (PD)
research for inclusive
education.

Research Design
Main Finding
& Coaching Model
Studies of two
Systematic
46 studies fell
aspects: Impact on Literature Review
within the two
preparing teachers
aspects of their
for inclusive
Data based studies literature review
settings and inbetween 2000 and and other criterion.
service professional 2009.
development of
Other criterion: in- Most studies
inclusive education. service K-12
referred to inclusive
teachers as
education about
participants and
ability differences
data collected at a
and addressing
minimum twice
these differences
throughout the
through
study.
instructional
methods.
Sample

Recommendations

Future PD research
for inclusive
education should:
(a) Provide
detailed
research
design
(b) Account for
key identity
markers
(c) Ground the
examination
of teacher
learning in
subjectspecific
Types of PD: action
research
research, on-site
efforts.
training, university Designing and
classes, PD schools examining PD in
(PDS), online
which teachers
courses, SPED
identify and
weekly newsletter. dismantle barriers
to learning and
participation for all
students.
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Author (date)
Cunningham et
al. (2017)

Purpose
To evaluate the
Universal Design for
Learning (UDL)
professional
development program
and its impact on
teachers' instructional
practices and student
engagement.

Sample
Eight (K-8)
teachers, 4 coaches
School context:
Catholic School

Research Design
Main Finding
& Coaching Model
Qualitative
Impact of teachers’
instruction and
Coaching Model:
student engagement
Coaches used a
depended on
checklist from the
teachers’
Center on Applied willingness to buy
Special
into the coaching
Technology, made model and UDL
from the tenets of
framework.
the UDL
framework.
Coaches also
observed and noted
student engagement
using the checklist
using yes or no to
say if the behavior
was observed or
not.
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Recommendations
The
recommendations
of this study were
specific to Catholic
schools seeking to
include more
students with mild
to moderate
disabilities.
Participants
recommended the
coaching program
include more
observations and
debriefing sessions
with coaches.

Author (date)
Fallon et al.
(2019)

Purpose

Sample

To evaluate whether
providing feasible
coaching support to
teachers in a high-needs
setting promoted
teachers
implementation of a
classroom management
plan, impacted teachers’
use of praise and
corrective statements,
and improved student
outcomes.

Three teachers in a
large title I
suburban
elementary school.

Research Design
Main Finding
& Coaching Model
Single Subject,
Booster trainings
multiple baselines
produced higher
across participants levels of treatment
fidelity, data was
Coaching Model:
higher and stable
Feasible
during booster
Implementation
training (more
Support considers
intense) phases than
time and resources during didactic
of coaches when
training sessions.
delivering effective
assistance to
educators. Teachers
received didactic
training and booster
training during the
intervention as part
of the coaching
model to support
their
implementation of
the classroom
management plan.
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Recommendations
Additional research
to support efforts of
educators in highneed settings.
Coaching models
may not be feasible
for teachers with
limited time and
access to support
personnel.
Verbal modeling
can reinforce
previously taught
skills and offer
teachers clear
examples of how to
implement each
step.

Author (date)
Tekin-Iftar et
al. (2017)

Purpose

Sample

To investigate the
effects of PD with
coaching to train
general education
teachers to implement
simultaneous prompting
procedure when
teaching academic
content to students with
disabilities.

Three general
education teachers
and three students
with autism
spectrum disorders
(ASD).

Research Design
& Coaching Model
Single Subject
Design- multiple
baselines across
teacher-student
dyads.
Coaching Model:
PD using a
PowerPoint to
review protocol of
simultaneous
prompting
procedure. Video
samples, roleplaying of how to
conduct probe and
training trials also
used during PD
sessions.
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Main Finding
The research
applied a coaching
intervention to
support general
education teachers'
instructional
effectiveness with a
population of
students with
(ASD) in their
classrooms.

Recommendations
PD on an ongoing
basis to general
education teachers
if valuable for
achieving high
quality teaching in
inclusive settings.
Special education
teacher could
deliver PD to other
teachers in the
school.

Professional Development Models for Inclusive Education
Waitoller and Artiles (2013) conducted an extensive literature review on PD for inclusive
education including research published from 2000 to 2009. Waitoller and Artiles were most
interested in (a) how the researchers from their literature review defined inclusive education, (b)
the examination of teacher learning in PD research for inclusive education, and (c) research on
PD for inclusive education. These authors noted across the literature that PD is essential in
inclusive education as it provides a structure for teachers to learn how to work in inclusive
settings. Waitoller and Artiles found several researchers focused not only on students with
disabilities when referring to inclusive education but the process of overcoming barriers to
participation for students with diverse backgrounds including abilities, culture, gender, and
race/ethnicity. More than 50% of the articles reviewed referred to inclusive education in relation
to students with different ability levels. Recommendations included more emphasis on clearly
defining inclusion across research studies to better understand the research impacting
marginalized student populations (Waitoller & Artiles, 2013).
Nishimura (2014) examined how to improve inclusive education through facilitated
coaching. In this quasi-experimental pre-post comparison group design, general education
teachers participated in an 8-week inclusive PD program, plus a coaching model to support their
instructional effectiveness in carrying out inclusive practices. Pre to post result from the
coaching models described in this study lacked significant findings. The researchers measured
the effects of the inclusive PD model. Although no overall significant effect, Nishimura’s study
added to the empirical evidence of using coaching an effective PD model. Individual participants
report positive experiences of the inclusive PD program, plus coaching as a support for
implementation of best practices in inclusive education.
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Cunningham et al. (2017) took a different approach to coaching by evaluating an 18month PD program at a Catholic PK-8 school in Southern California using a single case,
qualitative design. Cunningham and colleagues’ goals were to create an effective PD program
grounded in the principles of Universal Design for Learning (UDL) to support the inclusion of
students with mild to moderate disabilities. Participants included the principal and eight general
education classroom teachers, but the researchers did not include any additional demographic or
background information on the classroom teachers. The PD model included ongoing and
personal coaching using a job-embedded format. The researchers assigned general education
teachers to a UDL coach who first conducted pre-observations, then the coaches demonstrated a
UDL lesson. Lastly, the researchers asked teachers to create a UDL lesson in their classroom and
the coach observed implementation of the lesson. Throughout this model, the coaches
and teachers debriefed and analyzed lessons together. The findings of this study were that
teachers noticed higher engagement from students in their classrooms and that UDL promoted
higher student learning outcomes. Teachers in this study agreed their classroom instruction was
"easier and less taxing" (Cunningham et al., 2017, p. 156). Teachers who participated in
Cunningham’s research recommended an extension of the coaching program to include more
observations and debriefing sessions with coaches.
Tekin-Iftar et al. (2017), used a single-case research design to examine the effects of PD
with coaching to prepare general education teachers to use simultaneous prompting procedures
when teaching students with autism spectrum disorder (ASD) core content. Three general
education teachers and three students identified as students with ASD (in dyads) participated in
the study in a suburban school district. All the general education teachers were (a) Caucasian, (b)
certified to teach health and physical education for Grades K-12, and (c) recommended by the
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special education teacher. The students in the study were all seventh-grade students with ASD as
verified by the Childhood Autism Rating Scale, 2nd edition (CARS-2), or the Gilliam Autism
Disorder Score. The students in this study also met the requirement of (a) attending to visual or
audio materials for 10 minutes, (b) following directions, and (c) comprehending the content of
sentences.
The PD model in Tekin-Iftar and colleagues’ (2017) research included a PowerPoint
presentation on systematic instruction and an overview of a simultaneous prompting procedures
with an explanation of data collection. The coaching intervention provided teachers with
effective simultaneous prompting procedures daily, in a one-on-one setting. The coach provided
feedback to teachers about components of the procedures the teachers may have forgotten when
working with students. The outcome of the coaching intervention not only allowed teachers to
acquire and implement the skill of simultaneous prompting with 100% accuracy, but teachers
also maintained the learned skill of simultaneous prompting over time, demonstrating the lasting
impact of the coaching on teachers’ new skills (Tekin-Iftar et al., 2017).
In an experimental single-case design, Fallon et al. (2019) used a multiple baseline design
across teachers to determine if a functional relationship existed between the implementation and
comprehension of classroom management plans and student behavior improvements. While the
focus of the study was not on the coaching model, coaching supported the teachers’
implementation of the classroom management plans using didactic training and booster training.
Didactic training involved five steps: (1) greeting the teacher, (2) summarizing teacher concerns,
(3) reviewing baseline student data, (4) introducing classroom management plan, and (5) asking
the teacher if he or she has questions. The booster training included verbal modeling with the
same steps as the didactic training, as well as a review of the data collected during the teachers’
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implementation of the classroom management plan. The booster training occurred when a
teachers’ treatment fidelity was lower than 80% across two consecutive observations. The
conclusion from the study was that teachers required coaching support to implement the
intervention in their classrooms with fidelity over time. Limitations of this study included
concerns with the frequent disruptions in scheduling for other school events and the need for a
longer maintenance phase to determine the extent to which teachers can implement the
classroom management plan over a long period of time.
In terms of inclusive settings, general education teachers specifically have difficulty
identifying instructional strategies to support students with disabilities in the general education
classrooms (Berry, 2011; Moore, 1998). General education teachers often need additional
support to identify strategies for their students with and without disabilities using a more
strategic approach to determining what is most effective (Rosenzweig, 2009). Limited
experimental research studies specific to general education teachers in inclusive settings exists;
those studies are in Table 2. However, the researcher includes these additional studies to
emphasize the current studies on coaching models for general education teachers and students
with disabilities in Table 3. When conducting the search without “inclusive settings” OR
“inclusive education”, the literature unveils additional related studies.
Studies related to coaching general education teachers in inclusive settings did not
consistently present findings on the effects of teacher implementation fidelity and student
achievement. Teachers need support learning implementation of EBPs for students who require
specially designed instruction (Coleman et al., 2020; Mahoney, 2020; Snyder et al., 2015; Wood
et al., 2016). Although numerous studies on coaching have identified the impact of teacher
implementation fidelity on instructional practices (e.g., Lane, 2020; March et al., 2016, Powell &
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Karen, 2013, Snyder et al., 2015, Stahmer et al., 2015), limited studies report student outcome
data as a result of coaching. Future studies assessing the impact of coaching on general teachers
in inclusive settings should include student outcome data to align with the Coaching Conceptual
Framework (Desimone, 2009) presented in Figure 1. This figure outlines the phases of coaching
beginning with the (1) five key features of instructional coaching as high-quality PD (Desimone
& Pak, 2016), (2) increased teacher knowledge and beliefs, (3) changes in instruction, and (4)
improved student outcomes. Desimone outlines a framework to improve studies measuring the
effectiveness of PD. Future research should include the impact of the coaching model on student
outcomes to ensure the effectiveness of the PD models.

Content
Focused
Active
Learning
Coherance
Duration
Collective
Participation

Increased
Teacher
Knowledge
Changes in
Attitudes and
Beliefs

Changes in
Instruction

Figure 1: Coaching Conceptual Framework (Desimone, 2009)
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Improved
Student
Outcomes

Table 3: Additional Studies on Coaching in Inclusive Settings
Author (date)

Purpose

Garland & Dieker Using an
(2019)
Individualized
consultation
coaching model
with bug-in-ear
technology to
increase teachers’
use of three-term
contingency
(TTC) trials
among students
with emotional
and behavioral
disorders (EBD)
in inclusive
science
secondary
classrooms.

Sample
Three novice
general education
secondary
science teachers

Research Design &
Coaching Model
Single subject, multiple
probe design across
participants
Coaching Model: ICC
(Individualized
Consultation Coaching),
with bug-in-ear (BIE)
technology (immediate
feedback) to reinforce
effective teaching skills.
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Main Finding
Impact of
Coaching:
Effective in
increasing
teachers’ use of
TTC trials when
working with
students with
EBD in inclusive
science
classrooms.
Teachers also
maintained the
teaching behavior
after removing
the intervention
on an average of
94.2%
proficiency.

Recommendations
Novice teachers
positively benefit from
(virtual) coaching,
especially those in a
challenging
environment.
Consideration of
preparing mentor
teachers to use BIE to
provide feedback and
PD in the same school.

Author (date)

Purpose

Sample

Kirkpatrick et al.
(2020)

To determine
how resource
teachers and
classroom
teachers
experience a
coaching
partnership in the
regular education
classroom to
support students
with special
education needs.

Thirteen resource
teachers and 12
classroom
teachers.

Research Design &
Coaching Model
Data collection:
questionnaires with
closed and open-ended
questions.
Coaching Model:
Utilized Knight (2009)
effective collaborative
coaching. Resource
teacher partnered with
one classroom teacher.
a. Group monthly
meetings
b. Individual
monthly meetings
to offer
individualized
academic and
professional
support
c. Two focused
professional
learning
sessions—
purpose: to
continue growth
and PD of the
team of resource
teachers and the
coordinator.
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Main Finding
Positive opinions
from resource
and classroom
teachers about the
coaching
partnerships.

Recommendations
Collaborative models
produce diverse
perspectives in the
classroom and
classroom support.
Partnerships enhance
confidence and
competence over time.
Must consider the
common goals when
developing a more
inclusive classroom
community.
Future studies should
measure the impact of
collaborative teacher
partnerships on student
learning and
participation as this
study measured student
impact indirectly.

Author (date)

Purpose

Mahoney (2020)

Implementation
of evidencebased practices
(EBPs) as applied
to individual
students within
the general
secondary
education
classroom.

Sample

Research Design &
Coaching Model
Non- experimental

Main Finding

Recommendations
Recommend special
education teachers as
future coaches in the
field.
Preparing general and
special education
teachers to
systematically
implement EBPs to
promote inclusion of
students with specific
learning needs.
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Author (date)
Owens et al.
(2020)

Purpose
“To determine
the effects of a
tiered coaching
packing,
including bug inear (BIE)
technology, to
provide general
education
teachers
immediate in situ
feedback.

Sample
Four general
education
teachers.
Teachers required
additional
support in
classroom
management due
to frequent
student problem
behaviors.

Research Design &
Coaching Model
Single subject, multiple
probe design across
participants

Coaching Model: Threetiered coaching model,
observations for 30
minutes per session.
Tier One coaching
occurred in the school
media center. Tier Two
individual coaching
during the teacher’s
planning period, and Tier
Three provided coaching
in situ during
observations.
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Main Finding
Increase of
teacher fidelity
and
implementation
of the selfmonitoring
strategy with
student
participants.

Recommendations
The importance of
individualizing teacher
coaching to obtain the
most effective teaching
practices in general
education classrooms
supports students with
off-task behavior.

Author (date)
Reddy et al.
(2021)

Purpose

Sample

To investigate
the effects of a
data-driven
coaching model
that integrated
observational
assessment and
performance
feedback on
general education
versus special
education
teaching
practices.

106 Kindergarten
through fifthgrade teachers
(85 certified
general education
and 21 certified
special education
teachers)

Research Design &
Coaching Model
Secondary data analysis
of a randomized control
trial (RCT)
Coaching Model:
Implementation of the
Classroom Strategies
Coaching (CSC) model a multimethod and
multidimensional
classroom observation
measure.
Using the Classroom
Strategies Assessment
Scale (CSAS), guides the
coaching procedures and
assessed changes in the
teachers’ use of
evidence-based
instructional and
behavioral practices.
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Main Finding

Recommendations

Moderate to large
effect of the
coaching model
on general
education teacher
practices as
outlined by the
CSAS.

The CSAS data
provides insights
regarding general and
special education
teachers’ beliefs
regarding important
practice areas requiring
PD.

Author (date)
Shepley et al.
(2018)

Purpose

Sample

Examine the
effect of training
and coaching
practices on
teachers’
instructional
procedures (e.g.,
system of least
prompts, pivotal
response training)

General
education
Examine the
effect of training
and coaching
practices on
teachers’
instructional
procedures (e.g.,
system of least
prompts, pivotal
response training)
teachers

Research Design &
Coaching Model
Single subject, multiple
probe design across
instructional procedures

Main Finding

Training and
coaching
practices
increased
Coaching Model:
teachers’
Individual probe sessions instructional
(teacher training), trainer practice.
reminded teacher of the
target behavior and
instructional procedure
for the session. (No
coaching on feedback
during probe session).
Coaching feedback after
each session:
a. Praising teacher
for correct
implementation
b. Providing
suggestions for
improvement
c. Offered the
teacher a video
model of the
instructional
behavior
d. Time for the
teacher to ask
questions.
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Recommendations
Training and coaching
for teachers should
include the specificity
of skills. Focus on
learning the ‘how’ and
‘what’ of behaviors.
Future research should
focus on what
components of training
and coaching will lead
to increased
generalization of target
teacher behaviors.

Recent studies (Garland & Dieker, 2019; Owens et al., 2019; Shepley et al., 2018) in
coaching commonly use single-subject research designs to determine the impact of coaching on
teachers’ use of various instructional strategies. A common theme across these additional
coaching studies of general education teachers was the impact of an expert teacher as a coach for
students with disabilities (Garland & Dieker, 2019; Kirkpatrick et al., 2020; Mahoney, 2020;
Mason et al., 2017), with an emphasis on individualized coaching (Garland & Dieker, 2019;
Kraft & Blazar, 2017). Coaches need knowledge and skills related to the education of students
with disabilities, and special education teachers possess this knowledge (Kretlow &
Bartholomew, 2010; Mahoney 2020).
The research on IC addresses an array of strategies to support teachers in the general
education classroom. The limited research currently does not contain enough empirical
evidence to prove positive outcomes for teachers using data-based coaching models to
demonstrate positive changes in teachers’ behaviors (Crawford et al., 2013; Kretlow &
Bartholomew, 2010; Reddy et al., 2019). This review of literature of coaching for general
education teachers in inclusive settings illuminates a need for additional research to determine
the functional relationship between coaching and teachers' instructional effectiveness.
Classroom Strategies Coaching Model (CSAS)
High Leverage Practices and CSAS
While not noted by the authors of this tools, the teaching practices included in the CSAS
align with the high-leverage practices (HLPs) for students with disabilities (McLeskey et al.,
2019). McCray et al. (2017) identified HLPs and EBPs as a promising pair because they can
become “powerful tools for improving student outcomes” when used collectively. The HLPs
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focus on four aspects of practice, including collaboration, assessment,
social/emotional/behavioral, and instruction.
The HLPs focus on practices used frequently in classrooms, shown to improve outcomes
for students with disabilities. The CSAS focuses on instructional and behavioral management
strategies; therefore, Table 4 shows an alignment of the EBPs included in the CSAS with the
social/emotional/behavioral HLPs 7-10 and instructional HLPs 11- 22. Similarly, the CSAS and
HLPs focus on universal practices across content areas, frequently used in the classroom, and
supported by research to improve teacher practice and student outcomes (Dudek et al., 2019;
McCray et al., 2017; McLeskey et al., 2019).
Table 4 : Crosswalk of CSAS and HLPs
CSAS
Part 1:
Strategy
Counts

HLPs

Concept Summaries

Academic Response Opportunities
Academic Praise
Academic Corrective Feedback
Clear Directives
Vague Directives
Behavioral Praise
Behavioral Corrective Feedback
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Systematically design instruction
toward a specific learning goal (12)
Teach students to maintain and
generalize learning across time and
settings (21)
Use strategies to promote active
student engagement (18)
Provide positive and constructive
feedback to guide students’ learning
and behavior (8)
Provide positive and constructive
feedback to guide students’ learning
and behavior (22)

CSAS

HLPs

Part 2:
Adaptive Instruction
Instructional Strategies teachers use to respond to
Dimensions their students’ learning needs while
teaching. These practices reflect
teacher flexibility and
responsiveness to students’ needs,
as well as methods of differentiated
instruction.
Student-Directed Instruction
Strategies teachers use to actively
engage students in the learning
process. These practices encompass
constructivist and hands-on
instructional techniques, linking
lesson content to prior learning,
personal experiences, and
cooperative learning.
Direct Instruction
Strategies teachers use to deliver
academic content or convey
information to students. These
practices include direct instruction
techniques, modeling, identifying,
and summarizing.
Promotes Students’ Thinking
Strategies teachers use to activate
students’ thinking about the lesson
material. These practices assess
teachers’ efforts to get their students
to think about their thinking process
(i.e., open-ended, what, how, and
why).
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Adapt curriculum tasks and materials
for specific learning goals (13)
Provide scaffolded supports (15)
Use flexible grouping (17)
Use strategies to promote active
student engagement (18)
Use assistive and instructional
technologies (19)
Use flexible grouping (17)
Use strategies to promote active
student engagement (18)
Provide intensive instruction (20)

Identify and prioritize long- and shortterm learning goals (11)
Adapt curriculum tasks and materials
for specific learning goals (13)
Use explicit instruction (16)

Teach cognitive and metacognitive
strategies to support learning and
independence (14)
Use strategies to promote active
student engagement (18)

CSAS

HLPs

Part 2:
Instructional
Dimensions
(cont.)

Academic Performance Feedback
Strategies teachers use to provide
specific feedback to their students
on their understanding of the
material. These practices assess
teachers’ efforts to explain what is
correct or incorrect with student
academic performance. These
practices also measure teachers’
efforts to reinforce (i.e., praise)
students learning.

Provide positive and constructive
feedback to guide students’ learning
and behavior (22)

Part 3:
Behavior
Management
Dimensions

Proactive Methods
Verbal and nonverbal strategies
teachers use to prevent student
disengagement, and problem
behaviors from occurring in the
classroom. These practices assess
how teachers create a positive
classroom environment.

Establish a consistent, organized, and
respectful learning environment (7)
Provide positive and constructive
feedback to guide students’ learning
and behavior (8)
Teach social behaviors (9)
Provide positive and constructive
feedback to guide students’ learning
and behavior (22)

Directives
Strategies teachers use for issuing
directions or instructions to students
and behavioral expectations in the
classroom.
Praise
Verbal and nonverbal strategies
teachers use to positively reinforce
specific appropriate behaviors in the
classroom. These practices assess
how teachers respond to positive
behavior in the classroom.
Corrective Feedback
Verbal and nonverbal strategies
teachers use to correct students’
inappropriate behavior. These
practices assess how teachers
respond to negative behavior in the
classroom.

39

Summary
Current coaching models used in inclusive classrooms often focus on specific content
areas or may focus on implementation of a specific strategy versus an array of strategies needed
to teach students with disabilities in the general education setting. Current instructional coaching
presents non-experimental findings and implementation of coaching models with little empirical
evidence to support effectiveness. The researcher in this study assesses the implementation of the
Classroom Strategies Coaching (CSC) Model on teachers’ use aligned with evidence-based
practices in inclusive classrooms overtime using a multi-assessment and multi-rater approach.
The researcher in this study does not focus on a specific content area allowing teachers the
opportunity to be active participants in this PD opportunity.
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CHAPTER THREE: METHODOLOGY
Introduction
The purpose of this chapter is to introduce the research methodology of a data-based
instructional coaching (IC) model for novice teachers (i.e., teachers in their first 5 years of
teaching) to implement evidence-based instructional practices for students with disabilities in
inclusive settings. The researcher initially intended to implement the coaching intervention of the
IC model using a randomized controlled trial (RCT) from a power analysis. Due to the COVID19 pandemic the researcher was bound to one school site for access and was only able to coach 3
teachers in the experimental group and to gather comparison data of descriptive statistics for 3
additional teachers in the control (BAU) group. The researcher planned to use the RCT to
eliminate bias and the possibility of predictability of outcomes (Mitchell & Jolley, 2010;
Sullivan, 2011), but with such a small number of participants, the potential for bias does exist.
Despite the limited number of teachers involved, the original research questions still drove the
implementation of this coaching study.
Research Questions
The researcher sought to answer the following research questions:
RQ1: To what extent does a data-based coaching model, Classroom Strategies Coaching (CSC;
Reddy et al., 2017) increase novice teachers' (1-5 years’ experience) frequency of implementing
evidence-based strategies in inclusive elementary classrooms?
RQ2: How do novice teachers in inclusive elementary classrooms rate the acceptability,
feasibility, and effectiveness of the CSC model?
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Theoretical Frameworks
This study using the Classroom Strategies Coaching (CSC) model developed by Reddy
and Dudek (2016) are grounded in the following theoretical frameworks: (a) adult learning
theory (Knowles, 1984) and (b) social learning theory (Bandura, 1977). Additionally, the CSC
Model incorporates active learning techniques (Dudek et al., 2019). In this study the researcher
grounded the coaching model in the adult and social learning theories as a tool for impacting the
practices of general education teachers. Teachers in this study were active participants as
collaborators with the coaching model allowing teachers to make decisions based on their
individual needs.
Adult Learning Theory and Social Learning Theory
Knowles (1984) emphasizes the autonomy of adults as learners who are goal oriented and
practical, learning from their past experiences. The adult learning theory focuses on how adults
learn or obtain new knowledge with different needs than that of children. This theory directly
connects with the current challenges of professional development (PD) offerings (Trotter, 2006)
failing to address specific learners’ needs. Knowles (1984) aligns the characteristics of adult
learners to Trotter’s framework of the need for differentiated learning, which relates to coaching.
The coaching model focuses on adults being in control of their learning; immediate utility; focus
on personally relatable concerns; on-going assessments of learning; expectation of performance
improvement; and a requirement of a collaborative, respectful, mutual, and informal working
climate. Bandura’s (1977) social learning theory emphasizes the learning in social environments.
The framework for the CSC model allows the adult learners to see the positive changes in their
teaching practices through student responses and behaviors in the classroom after immediate
implementation of newly learned skills. Teachers would see these student reactions as positive
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consequences to the change in their practices. Teachers would then likely repeat the behavior
(implementation of newly learned skills) and build on their self-efficacy. The researcher using
these frameworks will reflect upon the outcomes aligned with each theory in the discussion
chapter.
Research Design
The researcher initially selected a randomized control trial (RCT) design to extend the
effectiveness of the CSC model on general education teachers in inclusive settings, assigning
teachers to either the treatment or the control group. Participants in the control group received
business as usual through the school’s current offerings for PD. The experimental group received
4 weeks of coaching.
Researcher as the Coach
In this study, the researcher served as the coach and implemented the weekly coaching
sessions and meetings with the teachers. In an effective coaching model, the coach is to be an
individual with relevant experience (Garbacz et al., 2015). The researcher in this study has a
background in teaching across general and special education settings in elementary schools with
an expertise in instructional and behavioral management strategies for teaching students with
disabilities in inclusive settings. The researcher also has experience observing, coaching, and
mentoring pre-service and in-service teachers, qualifying her to assume the role of the coach in
this study. She had extensive experience and training in the CSC tool used in this study. She also
recently completed two national internships focused on evidence-based practices with American
Institutes for Research and the Office of Special Education and Rehabilitative Service’s Office of
Special Education Programs.
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The coach conducted observations during the intervention phase and facilitated four
sessions for each participant in the intervention group. The researcher prepared a graduate
assistant to conduct fidelity checks on a minimum of 25% of the procedures delivered by the
coach.
Population
The population selected for this study consisted of novice general education teachers’
inclusive classrooms with no more than 5 years of teaching experience. The study took place in
the general education teacher’s inclusive classroom. To qualify for the study, teachers had a
professional license and to be in an inclusive classroom with at least one student with an
identified disability served through an individualized education program (IEP). Exclusion criteria
included teachers with more than 5 years of teaching experience or teachers without students
with disabilities in their classrooms.
Recruitment
Recruitment of participants occurred after approval from the University of Central
Florida’s Institutional Review Board (IRB). Teachers received PD credit for their involvement
and participation in this study. Teachers in the state where the research study took place are
required to earn professional learning credits equivalent to one semester hour in teaching
students with disabilities during each renewal period. This coaching block provided them the
hours required for renewal. Participants in this study received up to 10 hours of professional
education credits for their participation in this study. The researchers during the initial meeting
made participants aware of the use of random assignment to one of two groups and the different
conditions depending on the group assigned.
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Sample
A convenience sample of teachers participated in this study and Table 5 shows the
demographics for each teacher. Participants were aware of the assignment to two groups and
understood their equal chance of placement in the experimental or control group. Most of the
teachers were white (62.5%) and female (87.5%). The gender and race demographics of the
study reflect the national data for public school teachers in the United States. The most recent
report states that 76.5% of teachers were female, and 79.3% of teachers were white during the
2017—2018 school year (2020 Digest of Education Statistics).
Table 5: Participant Demographics
Participant Gender

Race

1

Female

White

Years of
Grade
Teaching
Level
Experience
5
K

Total
Students
16

Students
with
Disabilities
8

2

Female

White

5

K

16

8

3

Female

White

1

K

16

5

4

Male

Black

3

1

27

4

5

Female

White

2

K

16

5

6

Female

Hispanic

2

K

14

2

Setting
The study took place in inclusive classrooms in a school district in the Southeastern
United States. Teachers selected for the study had less than or equal to 50% students with
disabilities identified by an individualized education program (IEP) in their classrooms. The
school’s where the study took place includes a total of 423 students, and 67% students with
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disabilities. The mission of the school focuses on empowering students with and without
disabilities in an inclusive environment. Teachers also had multiple professionals in the room
such as other licensed teachers, teaching assistants, teacher candidates, and related service
providers (speech/language pathologists, behavior analysts, etc.)
Intervention
The CSC model (Reddy & Dudek, 2016) uses multiple classroom observations to collect
data and provide feedback on the teacher's use of evidence-based instructional and behavioral
management strategies over time. The CSC selected for use in this study due to the contentneutral approach and research-based validation of the process. The CSC model is applied to
support teachers in improving the academic performance of students in general and special
education (Fabiano et al., 2018; Glover et al., 2019). The researcher in this study used only the
Reddy and Dudek’s (2016) instructional and behavior management strategies. Below are the four
phases of the CSC model process (Dudek et al., 2019):
•

Phase 1: Establish rapport and identification of instructional strategies to target
throughout coaching. In this phase, the coach and teacher reviewed baseline data.

•

Phase 2: Development of implementation plans based on targeted instructional strategies.

•

Phase 3: Coaches defined and modeled targeted instructional strategies.

•

Phase 4: Reviewed teachers’ progress and focus on methods to sustain strategy
improvement through discussions on pre-planning lessons to make use of targeted
strategies.
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CSC Model for Teachers in Inclusive Classrooms
Selecting the use of the CSC model for this study was due to the Classroom Strategies
Assessment System’s (CSAS) emphasis on evidence-based practices. These practices align with
the High Leverage Practices for students with disabilities and for inclusive classrooms.
McLeskey and colleagues (2019) define the high leverage practices as “practices essential to
effective teaching and fundamental to support student learning” (vii). Similarly, the high
leverage practices and evidence-based practices of the CSC are supported by research, foster
improved student learning and behavior, are broadly applicable across content areas, and are
frequently used in the classroom. The CSC was designed to be a brief and collaborative
intervention centered around using multiple classroom observations to gather data and generate
feedback for prompting changes in teachers’ use of empirically supported instruction and
behavioral management strategies (Dudek et al., 2019). Based on the literature, coaching may
not be feasible for teachers with limited time, so the researcher chose to the implement the CSC
model’s 4-session procedures instead of the 8-session procedures for this study (Fallon et al.,
2019). Therefore, the researcher found it best to use the CSC model due to its brevity, and
incorporation of evidence-based practices with the potential to yield positive outcomes for
teachers in a short amount of time.
Instrumentation
Classroom Strategies Assessment System (CSAS)
Within the CSC, the Classroom Strategies Assessment System (CSAS; Reddy & Dudek
2014) consists of 2 validated forms to gather data on the teachers' classroom practices in four
phases: the CSAS Observer (CSAS-O) form and the CSAS Teacher (CSAS-T) form. The CSAS
is a multi-rater assessment tool using one form for the observer (coach) and another for the
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teacher to measure the teacher’s use of instructional and behavioral management evidence-based
practices.
CSAS Forms
The authors, Linda A. Reddy, and Christopher M. Dudek own the copyright to the CSAS
Observer and Teacher Forms, and the researcher used the CSC Model and CSAS with
permission from the authors. The authors did not provide permission for the researcher to include
copies of the CSC manual or CSAS Forms in an appendix or any part of this dissertation
(Appendix A: Permission to use CSC and CSAS). The researcher received permission to use and
modify the CSAS forms for the purpose of this study.
CSAS Observer
The CSAS-O form used by the observer quantified the frequency of the teacher’s use of
EBPs during a classroom observation. The CSAS-O, is a formative assessment, containing three
parts to measure changes in the teacher’s use of instructional and behavior management EPBs
(Dudek et al., 2019). In this study, the researcher collected data on both instructional and
behavioral practices. During coaching sessions, the researcher provided a graph, Visual
Performance Feedback (VPF) of the data collected on Part 1 strategy counts, which is a
frequency count of eight EBPs. Figure 2 is an example created by the researcher of the VPF used
during coaching sessions.
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Figure 2: Example of VPF of CSAS Part 1 Instructional Strategies
CSAS Teacher
The CSAS-T (Reddy et al., 2015) form, completed by the teacher to self-evaluate their
practice and progress in implementing instructional and behavioral EBPs using parts 2 and 3.
The CSAS-T unlike the CSAS-O only contains two parts: the strategy scales (Part 2) and
Classroom Checklist (part 3), part 1 is only for the coach.
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Figure 3: Part 1 Strategy Counts (CSAS-O)
Part 1: CSAS Strategy Counts
The CSAS Strategy Counts requires the observers to tally the frequency of 4 instructional
and 4 behavioral strategies used in the classroom as shown in Figure 3. Figure 4 provides
descriptive definitions of the instructional and behavioral management strategies.
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Figure 4: Descriptions of CSAS Part 1 Strategies (Dudek et al., 2019)
Part 2: Strategies Rating Scale
Part 2 is a component of both the CSAS-O and the CSAS-T. During the observations, the
coach writes notes related to the Strategy Rating Scales’ nine dimensions (see Figures 5 & 6),
lesson content, activities, and students (responses, participation and behavior). Immediately,
following the observations, independent observers and the coach used the strategy counts and
notes to facilitate completion of the Strategy Rating Scale.
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Figure 5: Part 2 Dimensions

Figure 6: Descriptions of the CSAS Part 2 Strategies (Dudek et al., 2019)
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After the observation, using the Quality of Implementation scale (Figure 7), the observers
and coach rated strategy use based upon a 7-point Likert-type scale, (1= not/never used,
4=sometimes used, 7=always used.) to produce a discrepancy score as shown in Figure 8.

Figure 7: Quality of Implementation Scale

Figure 8: Discrepancy Score Calculation
First, the observed frequency and the recommended frequency rating were determined
using the Quality of Implementation Scale. The observed frequency referred to how often the
teacher used the strategy, and the recommended frequency refers to how often the teacher should
have used the strategy. The observers and coach then calculated a discrepancy score by
subtracting the recommended frequency (R) from the observed frequency (O) or R-O of each
instructional and behavioral management strategy. Large discrepancy scores suggested the need
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for improvement in teacher practice while smaller discrepancy scores suggested minimal or no
need for change in teacher practices.
The CSAS-O has good reliability, content, construct, and predictive validity (Reddy &
Dudek, 2014) along with high levels of internal consistency across all sections (Cronbach’s a >
.90). This reliability measures states that the survey items in the CSAS would provide a high
possibility of providing the same score if scored twice by different administrators (or observers)
(Giliem & Giliem, 2003). The researchers measured reliability through a study of 317 general
education teachers from 73 elementary schools. Teachers were across kindergarten – fifth grade.
Strategy Rating scales are free of item bias for teacher age, educational degree, and years of
teacher experience (Reddy et al., 2013). The CSAS-O also demonstrates predictive validity with
students’ academic outcomes on statewide testing (Dudek et al., 2019a). Internal consistency for
part 1 was 0.92 and internal consistency estimates for part 2 instructional strategies and behavior
management strategies were 0.91 and 0.92. The teachers completed the CSAS-T immediately
after the classroom observation, or as soon as possible, and before your scheduled one-on-one
coaching session.
Procedures
First, the researcher applied for approval of the study through the University of Central
Florida’s Institutional Review Board (IRB). Following approval, the researcher emailed a copy
of the study’s recruitment flyer to known contacts. The researcher met with interested teachers at
one public school, giving them the opportunity to answer any questions about the study.
Teachers who agreed to participate were randomly assigned to either the intervention group or
the control group.
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Independent Observers
Independent observers in this study completed baseline and post intervention
observations for participants to ensure no bias from the researcher who was providing the direct
coaching. The independent observers selected for this study were doctoral students in special
education. The researcher scheduled training across three weeks for independent observers. In a
face-to-face session, the researcher provided seven doctoral students in special education with
training on how to conduct observations using the CSAS-O. Independent observers received
copies of the CSAS-O for training purposes. During the training the researcher reviewed
background information on the CSAS-O and the researcher provided an overview of the CSASO’s three parts. The CSAS-O provides operational definitions of the teaching strategies, and the
researcher provided examples of the behaviors. During this training, the researcher provided
independent observers the opportunity to ask questions and clarify their understanding of the
teaching behaviors observed. Following this review, the researcher provided observers with 4
practice opportunities.
Observers completed this activity by watching the video, completing Part 1- strategy
counts, then immediately after the observation video of the teacher completing Parts 2 and 3 of
the CSAS-O. The researcher instructed observers not to pause, rewind, or fast forward the video
as to treat it as though they were in the classroom observing the teacher. Observers then
uploaded their scores to a shared excel document to allow the observer to compare frequency
counts across the group. After each practice video, independent observers and the researcher
watched a video; they reviewed their scores, clarifying an uncertain behavior or how to score
behaviors observed.
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Baseline Procedures
As depicted in Table 5, the researcher observed each participant in the intervention group
a total of 10 times: twice within the baseline phase, six times during the intervention phase, and
twice in the postintervention phase. Observations by the research assistants occurred during
baseline and postintervention and each observation lasted 30 minutes. The coach conducted
observations independently, during the intervention phase.
Intervention Procedures
Following the baseline phase, participants assigned to the intervention group participated
in the CSC model consisting of four coaching sessions with the coach, face-to-face. Participants
in the control group received the current school PD offerings, identified for the purpose of this
research as business as usual (BAU). Table 6 provides detailed information of the procedures
that occurred for the experimental group over the 4 weeks of coaching.
Post-Intervention Procedures
After 6 weeks of participation in either the CSC model or BAU, the participants received
final observations by the research assistants to determine the outcomes of the intervention. Those
involved in coaching completed two surveys on their perceptions of the coaching and coaching
model during their final session.
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Figure 9: Observation and Coaching Procedures
As outlined in Figure 9, each of the four coaching sessions lasted up to 30 minutes and
followed procedures as prescribed in the CSC. A total of ten observations occurred for those in
the intervention group – two baseline observations by the research assistants, six observations by
the coach during intervention, and two post intervention observations by the research assistants.
Four coaching sessions occurred for teachers in the intervention group after every two
observations during the intervention phase. All observations occurred during the same
instructional period every day for consistency and the researcher audio recorded all coaching
sessions to monitor the fidelity of the intervention.
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Table 6: Coaching Session Procedures
Session
1

a.
b.
c.

d.

Procedures
Coach interviews teacher on current teaching strategies to learn more about
their typical practices, current strengths, areas of need, and to establish rapport.
Coach explains Part 1 of CSC Model - Strategy Counts
Together, coach and teacher review baseline data, then select one instructional
strategy and one behavioral strategy as a goal with observation data only the
instructional goal.
Coach and teacher develop implementation plans based on selected goals for
use in second and third meeting.

2 and 3

a. Coach and teacher review and discuss data from the CSAS through visual
performance feedback (VPF) from coaches’ observations.
b. Determine ways to improve use or effectiveness of practices for goals targeted
in session 2 and develop a specific implementation plan.
c. Session 3 like 2. However, by the end of meeting 3, teachers continue
implementing their plans for both areas (instructional and behavioral).

4

a. Coach and teacher review CSAS visual performance feedback on
implementation progress for both instructional and behavioral management
goals.

Data Analysis
The researcher analyzed the pre-observation and post-observation data collected using the
Classroom Strategies Assessment System (CSAS) using Cohen’s d (effect sizes). Effect sizes of
.20 to .49 are small, .50 to .79 medium, and .80 and greater were large (Cohen, 1988). The
researcher examined the quantitative data collected to identify changes in the dependent
variables: (a) frequency and (b) quality of implementation. Descriptive statistics provided a mean
and standard deviation of the frequency counts of the Part 1 Strategy Counts for the baseline and
post intervention of all participants. For Part 2 of the Classroom Strategies Assessment Scale
(CSAS), the researcher calculated a discrepancy score by subtracting the observed frequency
rating and the recommended frequency rating of each instructional strategy. Large discrepancy
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scores suggested the need for improvement in teacher practice while smaller discrepancy scores
suggested minimal or no need for change in teacher practices. The researcher analyzed baseline
and postintervention discrepancy scores for the (a) instructional strategies, (b) behavior
management strategies and (c) total discrepancy. The research used Cohen’s d to calculate the
effect size using the baseline and postintervention discrepancy scores for both the experimental
and control groups.
Procedural Fidelity
The CSC is a validated coaching tool, and the outcomes of the study rely on the
implementation of the intervention delivered as written (Reed & Codding, 2014). This process is
copyright protected and the researcher only provides what the author’s published on the CSC’s
procedures in this dissertation. A minimum of 30% of coaching sessions were audio recorded
and reviewed by a trained graduate researcher using a checklist of the validated procedures in the
copyrighted material. This checklist ensured the coach followed the procedures as written in the
CSC copyrighted manual. The graduate researcher checked for procedural fidelity marking
procedures as completed during the coaching sessions conducted with the intervention group.
The percent of procedures completed within coaching sessions were 93% reliability across the
30% of coaching sessions.
Social Validity
After the final coaching session, the coach asked teachers to complete the Teacher
Coaching Evaluation Scale (TCES; Reddy et al., 2012), a 14 item, validated, 7-point Likert-type
scale instrument, assessing teacher satisfaction with the CSC Model. Teachers also completed
the Teacher Usage Rating Profile for Intervention (URP-I) Modified, a 31 item, validated, 6point Likert-type scale instrument, assessing teachers’ opinions on the acceptability, knowledge,
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feasibility, and integrity of the CSC model. The results of the TCES and URP-I produced
descriptive statistics of the survey data and those results are presented in Chapter 4.
Ethical Considerations
As determined by the Institutional Review Board (IRB), the risks to human subjects in
this study were minimal. Participants were not considered individuals from vulnerable groups,
and the researcher did not need a signed consent form from participants. Instead, interested
participants received the “explanation of research” during the initial visit and granted the
opportunity to ask questions about the study. The researcher notified participants their
participation in the study was entirely voluntary, and they may withdraw at any time. The
authors of the CSC and CSAS granted the researcher permission to modify the forms for the
purpose of this study. Per the UCF guidelines, the researcher will erase and destroy audio
recordings after 5 years per university protocols, following approval from the dissertation
committee, minimizing future risk related to confidentiality.
Summary
The goal of this chapter was to outline the research method used to answer the research
questions including the instrumentation, intervention procedure, and data analysis. The
researcher in chapter 4 presents data produced by the CSAS and a discussion of outcomes for the
experimental and control groups.
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CHAPTER FOUR: RESULTS
This chapter includes the comparison of an experimental and control group of novice
general education teachers to identify the individual and collective impact on their use of a databased coaching model, Classroom Strategies Coaching (CSC). The researcher observed the
experimental group’s implementation of evidence-based practices in inclusive classrooms and
provided direct coaching to improve practices. The researcher framed the results of this study
around the following questions:
RQ1: To what extent does a data-based coaching model, Classroom Strategies Coaching (CSC;
Reddy et al., 2017) increase novice teachers’ (1-5 years’ experience) frequency of implementing
evidence-based strategies in inclusive elementary classrooms?
RQ2: How do novice teachers in inclusive elementary classrooms rate the acceptability,
feasibility, and effectiveness of the CSC model?
Sample Demographics
Six teachers participated in this study. The researcher sought to recruit 30 teachers from
an urban district in the Southeastern United States, however due to the on-going COVID-19
restrictions a convenience sample of teachers participated in this study. Table 5 in Chapter 3
displays the participants’ demographics. All participants held a teaching license issued by the
state and met the criteria of “novice teacher”, having no more than 5 years of experience. Most
of the teachers were white (62.5%) and female (87.5%).
Instrumentation
The CSC model (Reddy & Dudek, 2016) uses multiple classroom observations to collect
data and provide feedback on teachers’ use of evidence-based instructional and behavioral
management strategies over time. This data-based coaching model provided a content-neutral
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approach and research-based validation of the process. The CSC model can support teachers in
improving the academic performance of students in general and special education (Fabiano et al.,
2018; Glover et al., 2019). The researcher in this study focused only on Reddy and Dudek’s
(2016) instructional strategies.
Below are the four phases of the CSC model process (Dudek et al., 2019) used during the
coaching sessions with the three participants in the experimental group:
•

Phase 1: Establish rapport and identification of instructional strategies to target
throughout coaching. In this phase, the coach and teacher reviewed baseline data.

•

Phase 2: Development of implementation plans based on targeted instructional strategies.

•

Phase 3: Coaches will define and model targeted instructional strategies.

•

Phase 4: Review teachers’ progress and focus on methods to sustain strategy
improvement through discussions on pre-planning lessons to make use of targeted
strategies.
Classroom Strategies Assessment System (CSAS)
Within the CSC, the Classroom Strategies Assessment System (CSAS; Reddy & Dudek

2014) consists of two validated forms to gather data on the teachers' classroom practices in four
phases: the CSAS Observer (CSAS-O) form and the CSAS Teacher (CSAS-T) form. The CSAS
is a multi-rater assessment tool using one form for the observer (coach) and another for the
teacher to measure the teacher’s use of evidence-based practices (EBPs). The CSAS-O, is a
formative assessment, containing three parts to measure changes in the teacher’s use of
instructional and behavior management EBPs (Dudek et al., 2019). Part 1 of the CSAS-O form
used by the graduate assistants trained as independent observers and the coach quantified the
frequency of the teacher’s use of EBPs during a classroom observation. Part 2: the Strategy
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Rating Scales assesses how the teacher used specific strategies based upon a 7-point Likert-type
scale, (1= not/never used, 4=sometimes used, 7=always used.). First, the observed frequency and
the recommended frequency ratings were determined using the quality of implementation scale.
The observed frequency referred to how often the teacher used the strategy, and the
recommended frequency refers to how often the teacher should have used the strategy. Then, the
observers and coach calculated the discrepancy by subtracting the recommended frequency (R)
from the observed frequency (O) or R-O. Larger discrepancy scores indicated a greater need for
improvement in use, whereas a smaller discrepancy score indicated minimal or no need for
changes in teaching practices.
Detailed Analysis
The researcher presents findings as related to RQ1: To what extent does a data-based
coaching model, Classroom Strategies Coaching (CSC; Reddy et al., 2017) increase novice
teachers' (1-5 years of experience) frequency of implementing evidence-based instructional
strategies in inclusive elementary classrooms? Figure 10 displays the pre- and post-intervention
outcomes of the Part 1: Strategy Count Averages for the Intervention and Control group. Table 7
includes the descriptive statistics of the CSC using the CSAS-O. Even when instructed with
encouragement from the researcher, every teacher did not complete the CSAS-T, and therefore
the results are not analyzed in this study. The results presented in Table 7 display the means and
standard deviations for Part 1 of CSAS-O: strategy counts; followed by Part 2 of the CSAS-O:
instructional strategy (IS) and behavior management strategy (BMS) rating scales from baseline
to postintervention for the control group and the intervention group in addition to calculated
effect sizes of the intervention and business-as-usual from baseline to post intervention for the
control group and experimental group. The research assistants, trained as independent observers,
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observed teachers in the experimental and the control groups twice for 30 minutes during the
same instructional period over 2 days for the baseline and postintervention observations.

Figure 10: Part 1 Pre-Post Results for Intervention and Control Group
Control Group
Baseline
The average frequency counts from Part 1 of the CSAS-O for the control group was the
use of concept summaries 7.5 times (range = 2-14), academic response opportunities 31.83 times
(range = 18-41), academic praise 14.50 times (range = 4-30), and academic corrective feedback
5.50 times (range = 1-13) clear directives 17.17 times (range = 5-39), vague directives .83 times
(range = 0-2), behavior praise 4.17 times (range = 1-6), and behavior corrective feedback 8.67
times (range = 3-16).
Postintervention
The researcher did not intervene with the three teachers in the control group and these
teachers continued to participate in business-as-usual (BAU) professional development (PD)
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offerings. Four weeks after the baseline observation was completed, the research assistants
conducted two additional observations for 30 minutes during the same instructional period over 2
days. On average, over the 30-minute period teachers used concept summaries 2.83 times (range
= 1-8), academic response opportunities 25.83 times (range = 9-43), academic praise 5.67 times
(range = 3-6), and academic corrective feedback .17 times (range = 0-1). For the behavioral
management strategy counts, on average every 30 minutes using clear directives 17.50 times
(range = 9-27), vague directives 1.17 times (range = 0-4), behavior praise 11.33 times (range =
1-22), and behavior corrective feedback 13.17 times (range = 2-24).
A small effect size was detected among teachers in the control group for their use of
academic praise and behavior corrective feedback, and a large effect was detected for teachers’
use of vague directives. Teachers’ use of vague directives on average were less than 1 when
observed postintervention, but the range in implementation was 0-2 for baseline which explains
the large effect size from baseline to post. No effect was determined for teachers’ use of concept
summaries, academic response opportunities, academic corrective feedback, clear directives, and
behavior praise (Cohen, 1988). The Part 2: Strategy rating scale discrepancy scores increased for
teachers’ implementation of instructional strategies and total use of instructional and behavior
management strategies.
Experimental Group
Baseline
The average frequency counts from Part 1 of the CACS for the experimental group was
the use of concept summaries 3.38 times (range = 0-7), academic response opportunities 31.50
times (range = 18-45), academic praise 23 times (range = 8-30), and academic corrective
feedback 8.33 times (range = 6-15). clear directives 17.50 times (range = 9-27), vague directives
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1.17 times (range = 0-4), behavior praise 11.33 times (range = 1-22), and behavior corrective
feedback 13.17 times (range = 2-24).
Postintervention
After implementation of coaching, the research assistants again observed teachers and
average use over 30 minutes of each skill was as follows: concept summaries 3.67 times (range =
0-6), academic response opportunities 34.83 times (range = 23-47), academic praise 29.33 times
(range = 16-44), and academic corrective feedback 7.33 times (range = 3-15), clear directives
17.50 times (range = 9-27), vague directives 1.17 times (range = 0-4), behavior praise 11.33
times (range = 1-22), and behavior corrective feedback 13.17 times (range = 2-24). Effect sizes
were small for academic corrective feedback, medium for academic response opportunities and
behavior praise, and large for academic praise. No effect was determined for teachers’ use of
concept summaries, clear directives, vague directives, and behavior corrective feedback (Cohen,
1988).
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Table 7: Descriptive Statistics of CSC Using CSAS Strategy Counts and Strategy Rating Scale Discrepancy Scores
Control

Intervention

Mean (SD)
Part 1 – Strategy Counts
(Frequency per 30 minutes)

Mean (SD)

Baseline

Post

Effect
size

Baseline

Post

Effect size

7.50 (4.97)

2.83 (2.64)

-1.17

3.38 (2.48)

3.67 (2.34)

.12

Academic Response Opportunities

31.83 (10.44)

25.83 (14.08)

-.48

31.50 (10.65)

34.83 (8.23)

.54

Academic Praise

14.50 (9.48)

16.33 (5.09)

.24

23.00 (10.09)

29.33 (11.69)

.93

Academic Corrective Feedback

5.50 (4.32)

4.33 (1.03)

-.24

8.33 (3.61)

7.33 (5.62)

-.21

Clear Directives

17.17 (12.43)

5.67 (2.16)

-.15

17.50 (7.24)

15.00 (5.62)

-.46

Vague Directives

.83 (.75)

0.17 (0.41)

1.09

1.17 (1.41)

2.67 (3.78)

-.53

Behavior Praise

4.17 (1.72)

4.67 (4.55)

.15

11.33 (7.76)

14.83 (9.52)

.69

Behavior Corrective Feedback

8.67 (5.28)

10.33 (4.08)

.35

13.17 (7.63)

13.33 (6.98)

.09

ISs Rating Scale total discrepancy

11.17 (11.05)

13.50 (6.32)

-.25

25.50 (11.13)

20.83 (24.46)

.25

BMSs Rating Scale total discrepancy

21.50 (18.77)

19.83 (9.41)

.11

34.83 (19.24)

19.50 (22.28)

.74

Total Discrepancy

32.67 (22.70)

33.33 (10.44)

.37

58.67 (12.79)

40.33 (45.10)

.55

Instructional Strategy (IS) Counts
Concept Summaries

Behavior Management Strategy (BMS)
Counts

Part 2 – Strategy Ratings
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Summary of Overall Coaching
In Table 8 the researcher identified the strategies teachers chose to focus on during their
coaching sessions and the duration of the coaching process. During the first coaching sessions,
the coach used questioning to support teachers in developing a goal in the area of instructional
strategies and behavioral management strategies. Teachers were provided clear definitions of the
eight strategies: concept summaries, academic response opportunities, academic praise, academic
correct feedback, clear directives, vague directives, behavior praise, and behavior corrective
feedback. Using more questioning techniques the coach asked teachers specifically what steps to
implementation they would use when working to adjust targeted areas of their choosing. The use
of questioning gave teachers opportunities to reflect on their practices and make decisions on
what they would like to focus on for the duration of the coaching process.
Table 8: Strategies Selected by Teacher during Coaching
Participant

Instructional Goal Focus

Behavioral Goal Focus

Teacher A

Academic Response
Opportunities
Feedback for Incorrect
Academic Performance
Feedback for Incorrect
Academic Performance

Corrective Feedback for
Inappropriate Behavior
Praise for Appropriate
Behavior
Corrective Feedback for
Inappropriate Behavior

Teacher B
Teacher C

In Appendix C, copies of the Visual Performance Feedback (VPF) for each teacher show
baseline, intervention, and postintervention to demonstrate the observation data for each teacher
during the coaching sessions. Coaching sessions began with the coach providing a copy of the
VPF showing cumulative progress and allowing the teacher to share their reactions. At times,
teachers were surprised by what they noticed over time. For example, teachers noted increases or
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decreases in their implementation of strategies over time or the establishment of consistency in
their implementation of specific strategies. The researcher provided the individual VPF data to
further expand the findings from the statistical analysis to the limited number of participants in
the study. This visual analysis along with data in Table 7 showing means and effect sizes
provides the framework for the individual discussion about the changes of each of the teachers.
The researcher decided to analyze teachers’ outcomes individually as the CSC model
provided personalized experiences for teachers to select goals to fit their current needs. Teachers
also were provided opportunities to add or change goals over time. Based on the data produced
by the CSAS, the coach analyzed the teacher’s frequency and quality of implementation in
relationship to the goals selected during their initial meeting. Often immediate changes occurred
in teachers’ implementation of strategies after each meeting with the coach (following
observations 2, 4, 6, and 8). The VPF provided immediate visual data for teachers. Teachers then
provided their initial thoughts when reviewing the VPF including what surprised them regarding
upward and downwards trends of strategy implementation. Teachers sharing their initial thoughts
led to conversations with the coach around potential factors for downwards trends for
implementation of strategies. The VPF encouraged teachers to be self-reflective about their
teaching practices versus the coach leading the conversation about strengths or weaknesses.
Teacher A
Teacher A chose to focus on her implementation of academic response opportunities and
corrective feedback for inappropriate behavior because she often noticed students were less
engaged and she saw more off-task behaviors or task refusals in her classroom. Teacher A saw
the need to focus on creating more opportunities for students to share their understanding
through different methods such as verbal, nonverbal, or through technology implementation.
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Teacher A specially decided to pre-plan these opportunities when developing lessons or at times
would modify instruction as necessary to provide more opportunities during whole group
instruction for small group activities. Using visual analysis of the VPF produced by Part 1:
Strategy Counts of the CSAS-O for Teacher A, the researcher notes an upward trend in Teacher
A’s use of academic response opportunities and academic praise. During Meetings 1 and 2, the
focus of the conversations with the coach were specific to the teacher’s use of academic response
opportunities but when presented with the VPF following observation Meeting 3 (after
observation 6), the teacher asked to create a goal to increase her use of academic praise. After
observation 6, the researcher saw a noticeable increase in the teacher’ use of academic praise.
Teacher A also chose to focus on adjusting use of corrective feedback for inappropriate behavior.
During meetings with the coach, Teacher A expressed concerns about strategies for addressing
inappropriate behavior for the whole group and small group instruction because she typically
would have to raise her voice to provide directions or redirection. The coach and mentee
discussed implementation of a “Give me 5” where the teacher would raise one hand, with her
finger over her mouth. Teacher A then implemented this strategy by first teaching students this
technique during morning meeting, and she discussed student expectations to “stop, eyes on
teacher, lips are closed”. Teacher A implemented this strategy during observation 7 and
immediately saw students responding. During the last meeting, the researcher and Teacher A
discussed how students in her classroom were more self-aware of when the teacher was about to
signal “give me 5” and would do it on their own individually or as a class. Because of this
strategy, the teacher noticed she had to use behavior corrective feedback less often during
observation 8.
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Teacher B
Teacher B chose to focus on implementation of feedback for incorrect academic
performance and praise for appropriate behavior. Visual analysis of the VPF in relationship to
the goals selected, fail to show an upward trend, which likely occurred because the teacher
wanted to focus on the quality of the implementation of this strategy instead of the quantity. The
teacher’s goal was about providing specific and immediate feedback for incorrect academic
performance. Part 2 of the CSAS in the area of Academic Performance Feedback over time for
Teacher B shows the discrepancy between the observed and recommended frequency did
decrease over time. Baseline discrepancy score averages (across 2 observations) in the area of
academic performance feedback was 7.5 and postintervention the average of discrepancy scores
(across 2 days) in the area of academic performance feedback was 5, noting an improvement in
this area.
Teacher B also chose to focus on implementation of praise for appropriate behavior. The
teacher selected this goal to provide more praise for students when displaying appropriate
behaviors especially for students with more challenging behaviors. The teacher chose to focus on
telling students when she noticed them displaying appropriate behaviors during whole group
instruction. Teacher B also wanted to be more specific when providing behavioral praise to
students. Based on the VPF, an observable difference emerged in the implementation of
behavioral praise for Teacher B. While no upward or downward trend is evident, the average
frequency of behavioral praise increased from baseline (Observations 1 and 2) and postintervention (Observations 9 and 10). The average frequency in baseline was 19, then increases
to 25 when measured during postintervention observations.
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Teacher C
Teacher C chose to focus on implementation of corrective feedback for incorrect
academic performance and corrective feedback for inappropriate behavior. Based on the VPF for
Teacher C, the teacher did not consistently increase use of academic corrective feedback over
time and shows a slight decrease in frequency from baseline to postintervention. During Meeting
1 with the coach, Teacher C sought to focus on providing specific and immediate feedback for
incorrect academic performance. During conversations with the coach, Teacher C mentioned
when students respond with the wrong answer, he found it difficult to provide feedback and often
moved on to the next student to provide the correct answer or response without providing
specific feedback on academic performance with students. Therefore, instead of focusing on the
frequency, the coach and teacher focused on the quality of implementation through the
discrepancy score produced by part 2 of the CSAS. Part 2 of the CSAS in the area of Academic
Performance Feedback over time for Teacher C shows the discrepancy between the observed and
recommended frequency decreased over time. Baseline discrepancy score averages (over 2
observations) in the area of academic performance feedback was 4 and postintervention average
of discrepancy scores in the area of academic performance feedback was 2, noting a slight
improvement in this area.
During Meeting 2, after reviewing the VPF, Teacher C noticed a significant decline in
implementation of academic response opportunities and asked to create a secondary goal to focus
on academic response opportunities. Teacher C realized if students did not have an opportunity
to respond then less opportunities existed to provide academic corrective feedback. Teacher C
decided during meeting 2 to focus on academic response opportunities for the rest of the
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observations. After observation 4, the VPF shows an upward trend in teacher C’s usage of
academic response opportunities.
Social Validity
Research Question 2: How do general education teachers rate the acceptability,
feasibility, and effectiveness of the CSC model?
To answer RQ2, the researcher provided participants in the intervention group with two
surveys: Teacher Coaching Evaluation Scale (TCES; Reddy et al., 2012) and the Teacher Usage
Rating Profile for Intervention (URP-I), modified. The participants in the experimental group
completed both surveys after the final coaching session.
The Teacher Coaching Evaluation Scale (TCES; Reddy et al., 2012), is a validated, 14item, 7-point Likert-type scale instrument, assessing teacher satisfaction with the CSC Model.
Based on the results of the TCES as shown in Table 9, teachers were satisfied with coaching
provided though the CSC Model with the lowest mean of 6.5 on a 7-point scale for the survey
items.
Participants also were provided space to leave additional comments concerning coaching
and two comments were provided by the participants: “The coaching I received made a very
positive impact in my classroom and on my outlook of the profession. I very much appreciate all
of the discussion and learning opportunities!” and “You [the researcher/coach] were fantastic!”.
Teachers also completed the Usage Rating Profile for Intervention (URP-I) Modified, a
31 item, validated, 6-point Likert-type scale instrument, assessing teachers’ opinions on the
acceptability, knowledge, feasibility, and integrity of the CSC model. Based on the results of the
URP-I as shown in Table 10, teachers found the CSC model to be acceptable, easy to understand,
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and feasible. Like results of the TCES, Teachers agreed or strongly agreed with survey items.
Teachers found intervention strategies and time spent to be feasible and acceptable.
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Table 9: Descriptive Statistics of the Teacher Coaching Evaluation Scale (TCES)
Mean

Item description
Total Score
The professional I have worked with showed a high level of interest
and concern for me and my classroom.

7

The professional I have worked with showed a high level of skill.

7

The intervention strategies that have been used with my classroom
fit my needs.
The intervention strategies that have been used with the classroom
fit with my teaching style.
I feel better prepared to work with children with challenging
behaviors in my classroom.
I feel better prepared to teach children in my classroom.

7
6.5
7
6.75

I have applied the skills I have learned to working with other
children in my classroom.
The professional has helped me find ways to apply the content of
our discussions to specific classroom situations.
I would work with the professional from this project again.

6.75

The demands placed on me by the assessment components (e.g.,
completing forms, interviews) of this project were reasonable.

6.75

The demands placed on me in all other areas of the project except
assessment have been reasonable.

6.5

The issues that originally prompted my participation in the project
have been much improved.
I am satisfied with my progress.

6.75

Overall, I am very satisfied with the quality of the coaching I
received.

75

7
6.75

7
7

Table 10: Descriptive Statistics of the Usage Rating Profile-Intervention (URP-I, Modified)
Item description

M

Range

The amount of time required to use the intervention
strategies is reasonable.

4.75

4-5

I would implement the intervention strategies with a
good deal of enthusiasm.

5.50

5-6

The intervention strategies could be implemented for
the duration of time as prescribed.

5.50

5-6

The amount of time required for record keeping with
the intervention strategies is reasonable.

5.25

5-6

I am motivated to try the intervention strategies.

5.50

5-6

All pieces of the intervention strategies could be
implemented precisely.

5.25

4-6

The intervention strategies could be implemented with
the intensity as prescribed.

5.50

5-6

I would have positive attitudes about implementing the
intervention strategies.

5.50

5-6

I understand the procedures of the intervention
strategies.

5.25

5-6

I would know what to do if I was asked to implement
the intervention strategies.

5

4-6

Overall, the intervention strategies are beneficial for
students.

5.75

5-6

The requirements for implementing the intervention
strategies are unclear.

1.5

1-2

I would not be interested in implementing the
intervention strategies.

1.25

1-2

The intervention strategies could be implemented
exactly as described.

4.75

4-6

The intervention strategies are good ways to promote
students’ academic performance and behavior.

5.5

5-6

The intervention strategies are fair ways to handle
students’ behavior problems.

5.25

4-6

M = mean
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Item description

M

Range

These intervention strategies are reasonable for
classroom behavioral management.

5.5

5-6

The intervention strategies are reasonable for
classroom instruction.

5.5

5-6

I would be resistant to use the intervention strategies.

1.5

1-2

The intervention strategies could be implemented as
frequently as described.

5.25

5-6

These are acceptable intervention strategies for
students’ problem behaviors.

5

4-6

These are acceptable intervention strategies for
promoting students’ learning.

5.25

5-6

I am knowledgeable about the intervention strategies.

5.25

5-6

The intervention strategies are effective choices for
addressing a variety of classroom problems.

5.25

5-6

The intervention strategies are effective choices for
addressing a variety of classroom problems.

5.5

5-6

I have the skills needed to implement the intervention
strategies.

5.75

5-6

Use of the intervention strategies would save time
spent on classroom management.

5.5

5-6

I understand how to use the intervention strategies.

5.5

5-6

I liked the procedures used in the intervention
strategies.

5.5

5-6

I would have no idea how to implement the
intervention strategies.

1.25

1-2

The directions for using the intervention strategies are
clear to me.

5.25

5-6

M = mean
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Summary
In this chapter, the researcher presented the results of the analysis of data aligned with the
study’s research questions. Six teachers, majority white females, randomly assigned to an
experimental or a control group. The researcher focused on the impact of the Classroom
Strategies Coaching (CSC) model on novice teachers’ implementation of evidence-based
practices. Based on the results of the analysis, the Classroom Strategies Coaching (CSC) Model
made a positive impact on the experimental group teachers’ use of evidence-based practices in
their inclusive classrooms. A greater impact on teachers’ implementation of behavior
management strategies occurred versus instructional strategies based on the decreased
discrepancies. The discrepancy scores represented the need for change in their implementation of
evidence-based practices. Discrepancies decreased in both instructional and behavior
management, however, a large effect size emerged from baseline to postintervention in the total
discrepancies of behavioral management strategies and a small effect in instructional strategies.
Completion of the Teacher Coaching Evaluation Scale (TCES) and Usage Rating Profile
for Intervention (URP-I) Modified by the teachers who received coaching confirm teachers’
overall positive perceptions of the CSC Model. In Chapter 5 the researcher will provide an
interpretation of the findings from this study as it relates to the current literature, limitations of
the current research, and recommendations and implications for future research.
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CHAPTER FIVE: CONCLUSION
The purpose of this study was to assess the impact of a data-based coaching model on
novice general education teachers’ practices in inclusive settings. In this chapter the researcher
provides a review of the outcomes and a discussion of the impact of coaching for general
education teachers in inclusive classrooms. The chapter concludes with a discussion of the
current study’s limitations, implications for practice, and recommendations for future research.
Discussion of the Results
The purpose of this study was to assess the impact of the Classroom Strategies Coaching
(CSC) on novice teachers’ implementation of evidence-based instructional practices in inclusive
classrooms to improve outcomes for students with disabilities. The researcher analyzed the data
to determine the impact of the coaching model on teachers’ implementation of evidence-based
instructional and behavioral management strategies. Specifically, the researcher sought to answer
the question of how coaching impacted teachers’ use of evidence-based practices (EBPs).
Teachers in the experimental group not only increased their use of EBPs, but also improved their
quality of implementation as measured through the Classroom Strategies Assessment System
(CSAS).
The results of the Teacher Coaching Evaluation Scale (TCES; Reddy et al., 2012) and the
Teacher Usage Rating Profile for Intervention (URP-I) surveys provide insight as to how
teachers viewed the impact of the CSC model on their daily practices. Teachers rated the
coaching model favorably and consistently referred to the CSC model as quality professional
development (PD). The CSC Model aligns with Guskey’s assertion (2021) that, “to be effective
and sticky, professional learning must be seen as a process, not an event” (p. 58).
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The results of this study indicated an increase in teachers’ use of evidence-based
practices in inclusive classrooms for the intervention group. Collectively, teachers in the control
group did not display any observable changes in their instructional and behavioral management
strategies. Teachers in the experimental group, who received the coaching, showed improvement
in four of the eight strategies reviewed within just four weeks. With more time, the researcher
predicts these teachers would have continued to benefit from the observation and coaching
meetings, using a gradual release approach to decrease the number of observations and coaching
meetings as teachers developed consistency in their implementation of EBPs across the areas of
instructional and behavior management.
As active participants in the coaching model, teachers had the opportunity to self-reflect
on their use of specific EBPs throughout the duration of the study. The researcher did not intend
to observe classrooms then make decisions on how teachers could improve their daily practices.
The coach empowered these novice teachers to make decisions based on their knowledge of their
students and classroom organization when choosing an area of teaching practice. The coach
pushed teachers to be active participants in the coaching conversations in order to be more
efficacious in their decision-making skills to meet the needs of their students. Teachers needed to
reflect on their practices and determine their own areas of need. The coach focused on the use of
questioning to help teachers develop their own goals. The initial meetings were interview-style
where teachers answered questions about the current practices then the coach posed additional
questions about what area of their current practices they would like to consider adjusting. This
structure created a social cognitive theory structure of self-efficacy for teachers to reflect upon
their practices potentially leaving these teachers with the ability to change their own practices
through the empowerment imparted by the coaching model.
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Results Aligned with the Theoretical Framework
The theoretical foundation of this study was Bandura’s (1977) Social Learning Theory
and the Adult Learning Theory (Knowles, 1984). The theories relate to the processes used in this
study by giving teachers opportunities for mastery experiences as adult learners with support and
feedback from an experienced mentor (Trait, 2008). Choosing to ground this study in Bandura’s
Social Learning theory and Knowles’ Adult Learning Theory stemmed from consideration as to
how environmental and cognitive factors interact to influence human learning and behavior of
adult learners. The CSC model systematically speaks to the idea of Bandura’s theory which
states that learning does not automatically mean the person will execute the skill taught. The
model also aligns with Knowles’ theory of allowing these teachers to be adult learners with
autonomous targeted outcome-oriented goals. Therefore, traditional one-shot or one day
professional development (PD) models are not always the most effective option if the intended
outcome of the PD is for the teacher to change by applying the new skill or behavior upon
leaving. The element of follow-up through observations and additional coaching sessions is
critical for teachers learning the foundations of the new skill and then applying the skill with
efficacy.
Another connection between Social Learning Theory, Adult Learning Theory, and
instructional coaching is the invaluable experience of learning from others through the coaching
model. Novice teachers in this study had 5 years or less experience in the profession as an adult
learner. They also had limited mentoring. As part of this study, the teachers received support
from an advanced educator with expertise in implementation of evidence-based practices, who
also provided Visual Performance Feedback (VPF) during coaching. This visual representation
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of their frequency of implementation of eight EBPs during a series of observations over time
combined with coaching aligns with the Social Learning Theory of teachers seeing their
behaviors through social interactions with the coach to make decisions as to what they wanted to
change in their teaching and learning outcomes. Overall, teachers improved their application of
EBPs with a larger impact on teachers’ use of instructional strategies after receiving coaching.
When reviewing individual strategies, a large effect was determined for teachers’ use of
academic praise, a medium effect on teachers’ use of academic response opportunities and
behavior praise, and a small effect on teachers’ use of academic corrective feedback. No effect
was determined for teachers’ use of concept summaries, academic corrective feedback, clear
directives, and vague directives, but it should be noted that the coaching model only occurred
over four weeks.
Changes in human social and environmental practices of adult learners as indicated by
Bandura (1977) and Knowles (1984) is a process that must occur over time. Teacher practice in
this study changed gradually as teachers were socialized into the coaching. Bandura’s (1977)
subcategory of Social Learning Theory and that of Social Cognitive Theory notes changes need
to emerge from within the individual from modeling, observing, and reflecting and that
immediate changes in behaviors can create stronger contextualized self-efficacy for the adult
learner. Expecting all aspects of the CSAS to change immediately could create chaos instead of
meaningful change. Therefore, this study, did result in meaningful change in a short time driven
by the teachers, as adult learners making their own cognitive and environmental changes based
upon feedback from a coach.
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Limitations of the Study
Time constraints and the COVID-19 pandemic greatly impacted the researcher’s access
to general education teachers in major school districts in the area; therefore, the small sample
size was one of convenience and taken into consideration when generalizing the results of this
study. Effective PD has sustained duration (Darling-Hammond et al., 2017; Dunst et al., 2015;
Guskey, 2002; Joyce & Showers, 2002; Valiandes & Neophytou, 2018), however due to time
constraints of this dissertation based upon access due to the pandemic, the intervention could not
occur longer than 6 weeks. Without follow up, the researcher at this time could not determine if
the impact of the coaching model on the teachers’ practices will be sustained over time after the
completion of the study. The researcher also could not determine the direct impact of the
coaching model on student learning due to statewide suspension of standardized testing, due to
the pandemic.
Interpretation of Findings Aligned with the Current Literature
The CSC and CSAS provided a framework and a model for PD that aligned with
Guskey’s (2021) six important steps: (a) focusing on evidence-based practices, (b) providing
guidance in balancing adaptations, (c) offering feedback to confirm improved outcomes for
students, (d) ensuring feedback is based on evidence teachers can trust, (e) planning to gather
evidence on effects quickly, and (f) providing ongoing support. The CSC and CSAS includes
Guskey’s critical components as it (a) focuses on evidence-based practices aligned with the 22
high-leverage practices (McLeskey et al., 2020) for inclusive classrooms; (b) allows teachers the
opportunity to adapt to fit the needs of the unique inclusive classrooms with a focus on gradually
adjusting their practices over time; (c) provides a continuous cycle of observations and coaching
with regular (frequent and specific) feedback; (d) provides feedback based on trusted sources
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through observations, students’ class participation and behaviors, which teachers determine to be
more valid (Guskey, 2007); (e) provides a cycle of observations and meetings to give teachers
evidence on effects through the use of visual performance feedback (VPF) of observations over
time; (f) provides coaching sessions to give the teacher the opportunity to share impressions,
compare results over time, and discuss next steps; and (g) provides on-going support and
encouragement for teachers throughout the process. Ideally, if the coaching model were
implemented over the course of a school year, follow-up would be implemented to assure
teachers had continued, sustained, and upward trends in the use and fidelity of evidence-based
practices. The potential outcome of such a sustained quality PD could be relevant to three areas
of crises in the field of education – teacher retention, teacher burnout, and ultimately student
learning.
Current literature (Dunst et al., 2015) on coaching also focuses on the components
necessary for an effective PD model. The researcher recognizes the positive outcomes from this
study could be due to her (as the coach) having a clear understanding of the teachers in this
inclusive school and her highly effective interpersonal skills. The researcher describes herself, as
did her dissertation committee, as having excellent interpersonal skills, enjoying a variety of
meaningful and successful relationships with other people, and being able to understand others.
Additionally, she describes herself as a “people person” and being able to work an array of
people and personalities on a regular basis, which made it easy to coach teachers for the purpose
of this study, however, is a variable not controlled for in the outcomes of this study. The
researcher in this study took the role of coaching through a partnership approach (Knight & van
Nieuwerburgh, 2012) coupled with the principles of Cognitive Coaching (Costa & Garmston,
2015) to drive the coaching sessions with teachers. Using questioning and paraphrasing, the
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coach provided opportunities for dialogue and multi-vocal (voice of coach and teacher) then
choice, where the coach was not making decisions for the teachers. The role of coach as a partner
allowed for collective decision making based on observational data.
Implications of the Results for Practice
The quality of PD overall impacts teacher recruitment, attrition, retention, and overall
professional development (Darling-Hammond, 2017). A common complaint of teachers is the
lack of support offered by PD opportunities with no relevance to teachers’ current contexts.
During a coaching session, in this study one teacher stated, “I had one foot out the door”. She
shared that before the coach arrived, she felt extremely anxious on how she could change her
current teaching practices, stressed, and overwhelmed. She noted imagining the students in her
classroom felt the same way about not receiving quality instruction -- and she felt she deserved
more effective PD to directly improve the quality of her instruction. During coaching sessions,
teachers were happy to discuss their current “problems of practice” and a potential strategy to
immediately implement or adjust something in their classroom to solve the problem. Continued
research on structures, such as coaching, and other practices such as micro-credentials (French &
Berry, 2017), Professional Learning Communities (PLCs), Communities of Practice (COPs)
(Pederson, 2017), or teacher induction programs (Reeves et al., 2022) are needed to support,
retain, and improve the quality of practices of novice teachers to directly impact student learning.
Consideration around embedding coaching in the offerings of teacher induction and
mentoring programs for novices with an emphasis on sustained practices over time needs to
occur. Coaching should align with EBPs needed to produce promising outcomes for all students.
The field of education in general is witnessing severe teacher shortages and an exodus of those
no longer interested in staying in the profession. Social media’s perception of education and the
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political climate often deter those who want to become teachers, from doing just that -- being a
teacher (Asbury & Kim, 2020). To support a change in the narrative of those entering the
profession and supporting those already in the classroom, PD needs to be delivered with a strong
infrastructure to support the direct and daily needs of new and veteran general education teachers
to navigate today’s classrooms with higher proportions of students with disabilities.
Traditional PD offerings should continuously be offered in tandem with less traditional
offerings for personalized learning and direct changes in practices for teachers using tools such
as coaching. Traditional PD may occur one day or a few days prior to the start of the school year
with a couple of scheduled follow ups throughout the year. Using this type of PD rarely yields
significant changes in teacher practices or increased learning outcomes for the students
(Kennedy, 2016).
In this study, coaching did change teacher practices in a short amount of time by
customizing the PD to meet the needs of students sitting in front of these novice general
education teachers. Teachers as passive consumers of traditional PD offerings provides no option
to attend or not to attend and fails to respect teachers’ professional ability as adult learners to
know what they need for their own practice and potentially diminishes their self-efficacy skills.
If the plan is to continue offering traditional PD, then schools will need to consider teachers’
current context such as student characteristics and demographics with a clear, intentional, and
sustained method for follow up.
Teachers in this study had higher than average percentages of students with disabilities in
their inclusive classrooms at close to 50% students with disabilities. This required the
participating teachers to have a specific set of skills and knowledge of EBPs and strategies to
meet the needs of all students. One of the reasons cited for low teacher retention rates of novice
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teachers is their feeling like a failure and the high levels of stress they feel in meeting the needs
of students in their classrooms (Farmer, 2020; Prilleltensky, 2016). Providing coaching to novice
teachers could help combat these issues and potentially retain teachers in the workforce longer.
The national teaching shortage stems from both a recruitment and a retention issue (Berry &
Shields, 2017; Eckert, 2020; Ingersoll et al., 2019). The response to the recruitment and retention
issue needs to be personalized and individualized leading to immediate and sustained changes in
practice that promotes student learning while alleviating the stress of the teacher.
Today many nontraditional routes to teacher certification exist, including less rigorous
requirements for the individuals who decide to become teachers to fulfill current shortages.
However, sustained support for these potentially underprepared individuals is a novelty and not
the norm. The traditional route of matriculating into the education profession through a, 4- or 5year, accredited teacher preparation program is less the norm, especially in rural and urban
settings (Whitford et al., 2018) with many teachers entering through alternative routes to
certification. How these teachers enter vary from state to state and by certification area. What is
missing is acknowledgement and initiatives to address the fact that alternative certification
removes critical practice-based and knowledge development opportunities. Teachers who enter
the field via alternative pathways often miss courses, PD or coaching for working with students
with disabilities experienced in traditional preparation programs (Mason-Williams et al., 2020).
With alternative pathways becoming the norm due to critical shortages and the “great
resignation” following the pandemic a sustained (Sheather & Slattery, 2021, pg. #), rigorous, and
evidence-based coaching model, such as the CSAS, is needed as part of a minimum 1-year
residency program for those entering the classroom not prepared to meet the needs of students
with disabilities. To ensure the retention of teachers, these induction programs could include a
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master’s degree, district provided PD programs, and ongoing coaching to influence and develop
the skills required to produce positive outcomes for students with disabilities in classrooms.
Without such a shift in supporting novice general education teachers, students with disabilities
may be present in the least restrictive environment, but their needs as a learner may never be
met.
An additional PD consideration for pre-service and in-service educators includes
providing practice-based opportunities for teachers using practice-based coaching. Practice based
coaching (PBC) is centered around collaborative partnerships between the coach and coachee
(Snyder et al., 2015). The components of PBC focus on shared goals and action planning,
focused observation, and reflection and feedback. The PBC is like the practices and cycles of the
CSC with the outcome focused on teachers implementing effective teaching practices. Both the
PBC and the CSC can be embedded in the course offerings for aspiring educators, offering
clinical opportunities. This same combined approach could be of value in the preparation of
clinical coordinators to use a tool such as the CSC to focus on student teachers’ implementation
of evidence-based practices. Clinical coordinators should be observing teachers’ use of EBPs,
such as the high leverage practices (HLPs), which are the practices most often and easily
observable throughout the school day. The focus on coaching EBPs is more generalizable across
classroom contexts including classrooms of students with limited English proficiency (LEP) or
English Language Learners (ELL), students with disabilities and students from diverse economic
backgrounds to develop well prepared teachers.
Coaching and Research to Practice
During coaching sessions, the coach facilitated conversations around EBPs and HLPs for
inclusive classrooms. Teachers often were unaware of what the HLPs were and evidence-based
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solutions for their current problems of practice in their classrooms. This lack of knowing
displays the disconnect of translating research to practice; a continuing challenge in the field
(Knight, 2019; Shernoff et al., 2017). Coaching models coupled with observations serve as one
solution to close the research to practice gap, using the process to not only introduce evidencebased practices or strategies, but also to provide guidance on implementation of the practice in
the teacher’s current context (Schultz et al., 2015).
Recommendations for Future Research
Coaching, specifically for teachers in inclusive classrooms, should be continually
researched. Based on the outcomes of this study, teachers may have misconceptions on the
implementation of what is “best” in their teaching practices. At times, the researcher observed
teachers to be more focused on the behaviors in their classrooms not realizing the positive impact
of instructional strategies on students’ behaviors. Teachers in inclusive settings with a higher
percentage of students with behavioral challenges may feel as though their daily focus is on
behavior management, and less on instructional. Teachers in inclusive classrooms need a deeper
understanding of EBPs to meet the needs of all students, including students with disabilities.
Tailoring their daily practices should be no different than meeting the needs of a diverse group of
students in any classroom.
Additional research should be implemented to determine the impact of various coaching
models on teachers in inclusive settings. Teachers with a variety of backgrounds, such as those
who became certified to teach through alternative certification pathways, may need support in
instructional versus behavioral strategies. Continued research on systematic structures and
practices to support novice teachers is critical to both retaining these teachers and ensuring
positive learning outcomes in their classrooms.
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Personalized Learning and Data-based Instructional Coaching
Teachers as adult learners need, and desire personalized and individualized PD that
empowers them to directly improve learning and behavioral outcomes in their classrooms. A
data-based instructional coaching approach involves supporting teachers in the process of
adjusting their teaching practices to meet students’ needs and improving student outcomes
(Glover et al., 2019). The data collected from Part 1 of the CSAS was presented as Visual
Performance Feedback (VPF), which provided a visual personalized summary for teachers to
examine their implementation of instructional and behavioral management strategies frequently
used in their classrooms (see Appendix C). Providing such evidence to teachers, served as a basis
for the conversation between the coach and teacher. Teachers were not defensive or
argumentative about the data from the VPF, but saw the data collected during the observation as
specific and personalized to what occurred in their classrooms. The added element of presenting
the observation data through the VPF during the coaching sessions provided a non-judgmental
and solid foundation to launch the discussion between the coach and the teacher. The coach and
teacher then used the data to develop goals and drive changes in practice over time. Teachers
opened-up to the coach about the beginning of the year PD meetings and the other irrelevant
teacher PD opportunities provided throughout the year, stating they did not help them prepare for
the day-to-day challenges in their current classrooms. These teachers did note the value of the
CSC model which is why one teacher said, “This coaching model kept me from having one foot
out the door”.
Coaching and Evidence-Based Practices
The evidence-based strategies in the CSAS used within the CSC aligns with the HLPs for
students with disabilities (McLeskey et al., 2019). More importantly teachers need to learn and
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implement the HLPs for Inclusive Classrooms as the HLPs are a set of practices to work mostly
with students with mild disabilities in general education classrooms.
The HLPs, which emerged from evidence-based practices in the field, are supported by
research to impact the instructional and behavioral outcomes of students with disabilities.
Guidance on how they are best to be implemented is still emerging.
Embedding consultation and coaching within daily instruction allows teachers the
opportunity to receive and discuss feedback on their use of HLPs while setting their own goals to
increase their use of instructional and behavioral management strategies in the classroom
(Desimone & Pak, 2017; Devine et al., 2013). Very specific direction on how practices need to
change also is important when coaching and consulting with teachers, such as the language used
in cognitive coaching (Costa & Garmston, 2015). The goal of cognitive coaching is for the
teacher to be less dependent on the coach and transforming a teacher’s thoughts to change their
own behaviors. Therefore, using methods such as posing questions allows the teacher to
understand their own goals for improving their daily practices. Outcomes of Cognitive Coaching
also include increased student test scores, growth in teacher efficacy, and impacted teachers’
thinking to be more reflective on their practices (Costa & Garmston, 2015). Using embedded
consultation and coaching aligned with HLPs for novice general education teachers guarantees
improved teacher satisfaction and improved outcomes for students with disabilities, a win-win
for all.
Sustained Duration and Relevance to Current Context
Teachers expressed the desire for PD to focus on their current needs and not to focus on
other related topics or trainings not relevant to their current classroom situations. Many of the PD
offerings they noted were not relevant to their needs. In contrast, teachers in the experimental
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group all noted they valued the personalized and individualized coaching provided in this study.
A need exists to identify coaching as an effective PD model that is efficient, cost-effective, and
most importantly impactful on student learning and teacher retention in inclusive classrooms.
Future research in this area should seek to coach teachers over the length of a school year
beginning on the first day to help them prepare their classroom with essential organization,
structure, learning materials, resources, classroom rules, and expectations. However, teachers’
time should be taken into consideration when determining the implementation and feasibility of
PD over the course of a year. The research in coaching should continuously examine the direct
impact on student learning through the collection of reliable assessment data at the beginning and
end of year. This data should guide the predictive validity of the coaching specifically on student
learning gains. Using this infrastructure could provide implications for coaching of pre-service
teachers. Using coaching over the course of the school year, as it aligns with a 1-year residency
program, could provide a promising infrastructure for the preparation of future educators. For
this change to occur, clinical supervisors need both training and a specific tool to measure
student teachers’ use of EBPs in their current contexts while coaching them frequently on their
implementation of these practices to produce positive outcomes for all students. Educator
preparation programs also need to strengthen their university-school partnerships to provide the
infrastructure of support as novices move from student teachers to first year teachers. Providing
quality PD of sustained coaching throughout the first year of a teacher’s career could resolve the
paramount issue of teacher attrition, increase retention, and most importantly, impact student
learning outcomes.
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Conclusion
Findings on effective PD for teachers working with students with disabilities in inclusive
settings remains a critical area of research with the increased prevalence of students in the
general education classroom (Reyes, 2017). While teacher preparation programs continue to
evolve, preparation programs need to develop educators who are better prepared for inclusive
settings. District leadership should ensure PD offerings support teachers’ development of skills
and strategies for students with disabilities in inclusive settings. Opportunities for PD should be
structured to offer teachers an opportunity to learn a new skill that can be immediately
implemented to address the stress and anxiety they are experiencing with the students in their
classrooms. It is critical to listen and respond to this cry for help from novice teachers. With
severe shortages and high rates of turnover in the field of education, teachers need to be a part of
the solution to their problems. Teachers need to play an active role as contributing participants in
PD to help them identify and develop targeted skills they want to address to successfully meet
the individual needs of students, including those with disabilities, to promote positive outcomes
for all involved in the educational arena.
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APPENDIX A: PERMISSION TO USE CSC AND CSAS
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A letter to request permission of the CSC Model and CSAS, sent to the authors, Drs.
Linda Reddy and Christopher Dudek, on January 12th. 2021.
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