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Abstract 

  This mixed methodology study, using comparative and content analysis, 

examined how engaging teachers in collaborative coaching enhanced the professional 

learning and growth of the participating teachers. Six secondary teachers completed 

monthly digital reflection logs after meeting with their collaborative coaching partner(s). 

At the end of the five month study the participating teachers completed a survey on the 

reported effects of collaborative coaching. Three themes emerged:  (1) participating 

teachers expanded their teaching strategies, (2) collegial support was valued, and (3) 

opportunities for self-reflection enabled teachers to monitor their professional learning.  

An additional theme concerning lack of time to collaborate also emerged.  
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Chapter One- Problem to be Investigated 

Purpose of the Study 

 The purpose of this study was to identify the reported effects of collaborative 

coaching on the professional learning and growth of secondary teachers.  Teachers work 

(plan, teach, assess and reflect) in isolation, rarely initiating collaborative dialogue with 

their colleagues (Schmoker, 2006; Lambert, 2002). Information from this study may lead 

to the recommendation of including collaborative coaching opportunities within the 

secondary school timetable.  Recommendations may also arise regarding structures (i.e. 

coordinating teacher preparation times or course scheduling) that worked for this 

particular group of teachers and how and why collaborative coaching strengthened 

teacher interdependences. The hypothesis follows that teachers will improve practice if 

they have opportunities to participate in collaborative professional development aimed at 

improving teaching instruction. 

Justification of the Study 

 When teachers make a commitment to look closely at their practice, and to work 

collaboratively with their colleagues, improved learning occurs (Schmoker, 2006; 

Brownwell, Adams, Sindelar, Waldron, & Vanhover, 2006).  Collaborative coaching is 

an important vehicle for meaningful learning and growth.  In a learning community adults 

are learners as they experiment, give and receive feedback, and use and offer support 

(Carr, Herman, & Harris, 2005; DuFour, Eaker, & DuFour, 2005).  Personal and 

professional learning requires an interactive and supportive professional culture if adults 

are to engage with, and respond to, one another in the processes of growth and 

development (Brownwell et al., 2006; Lambert, 2002).  Placing emphasis on helping 

teachers work together, to make their work public, will help end the negative effects of 
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teacher isolation (Guiney, 2001).  Unfortunately, teacher isolation is one of the most 

obvious realities of a teacher’s life and ensures that new learning seldom leads to changes 

in teaching practice (Schmoker, 1996).  This “splendid isolation” (Beairsto, 2007) has 

created a distinctive culture which prevents schools and teachers from improving since 

working alone adds little to the intellectual capital, fresh solutions and effective teaching 

methods of the teaching profession (Schmoker, 2004). To be effective, the professional 

teacher must become a career-long learner of more sophisticated pedagogies, adopt best 

practices, and be able to form and reform productive collaborations with colleagues.  

There is a ceiling effect that limits teacher learning when they keep to themselves. 

Personal and group mastery thrives on each other in a collaborative learning environment 

(Fullan, 2003). 

 People work more effectively, efficiently, and persistently when they collaborate 

(Schmoker, 1996).  Collaborative coaching is an effective way to support professional 

development, while decreasing the feeling of professional isolation (Robertson, 2005).  In 

this learning relationship participants are open to new learning and are equally committed 

to facilitating each other’s leadership learning by providing professional feedback to gain 

greater understanding (Robertson, 2005).  The coach is the facilitator of the learning 

process.  There must be a mutual focus if the professional relationship developed by 

coaching partners serves an educative purpose (Robertson, 2005).  The partnership can 

assist teachers in the improvement of instruction by focusing on instructional practice.  

Coaches do their work with teachers, helping them to “imagine and create another 

reality” (Guiney, 2001, p. 741).  Coaching colleagues observe and coach each other, often 

using a defined protocol for planning a focus prior to the observation.  This “peer 

coaching” is used to inform practice for the purpose of improving student learning. As 
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Margaret Wheatley (2002) writes, “Nothing exists in isolation.  We have to stop 

pretending we are individuals who can go it alone” (p. 19). 

 Professional development is about growth of the individual and the institution 

(Robertson, 2005).  Collaborative coaching enhances practice, teacher satisfaction and 

student learning (Schmoker, 1996). The school system, with its isolation and lack of 

constructive feedback, ensures that most action is at odds with what is known to be good 

practice (Schmoker, 2006).  Collaborative coaching enables teachers to learn together as 

it involves opportunities to generate ideas together, to reflect on and make sense of work 

in the light of shared beliefs and new information, and to create actions that grow out of 

these new understandings (Harris & Lambert, 2003).  This kind of significant, sustained 

improvement needed in schools will not occur in an isolated, free-lance culture, where no 

one knows what anyone else is doing or the other’s operative goals.  Schools improve 

when purpose and effort unite (Schmoker, 2006), when teachers within the school learn 

from each other on an ongoing basis (DuFour, et al., 2005). 

Collaborative coaching offers schools the opportunity for in-house professional 

development which ultimately serves all learners- both the adults and the students they 

teach (Carr et al., 2005).  Evidence continues to show that internal expertise is more 

valuable than what can be imported.  Teachers learn best, not from outsiders, but from 

one another, from people within their own organizations. Collective effort and 

intelligence are the most powerful forces for improvement (Schmoker, 2006). 

Research Question and Hypothesis 

 The research question to be explored was: What are the reported effects of 

collaborative coaching on the professional learning and growth of participating secondary 

school teachers? It was expected that teachers would establish collaborative communities 
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of practice within their schools, enabling them to look at their teaching practice, increase 

their metacognition and develop an internal intellectual resource for their collective 

benefit.  The researcher of the present study hypothesized that participating teachers 

would become strong advocates of collegial collaboration, while at the same time, would 

grow to be learners of more sophisticated pedagogies and best practices. 

Definition of Terms 

      Team teaching can be defined as a group of two or more teachers who work 

together to plan, conduct and evaluate the learning activities for a group of learners. 

Collaborative teaching describes the traditional team teaching situation in which the team 

teachers work together in designing a course and in teaching the material through an 

exchange and discussion of ideas and theories with the learners (Goetz, 2000).  

Collaboration is goal-oriented conversation and communication between two or more 

educators. For this present study collaboration was defined as “the opportunity for 

teachers to work with colleagues to strengthen their professional practices and deepen 

their understanding of teaching” (BCTF, 2006). Collaborative coaching was considered a 

combination and an extension of the above terms and defined as a reciprocal process 

between two or more people who worked together to set and achieve professional goals 

while maximizing experiential learning (Robertson, 2005).  The teachers involved in the 

collaborative coaching experience participated in a combination of co-planning, co-

teaching, co-assessing and/or co-reflecting. Collaborative coaching is about learning 

together. Collaborative coaches relate as partners in learning, not as experts or 

authorities, as they travel the learning journey together.  

Professional learning was defined as the importance of critical reflection and 

collaboration to the growth and development of knowledge, understandings and skills of 
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teaching. For this study professional growth was defined as new ways teachers 

communicated more effectively with each other while discovering innovative methods of 

lesson design and implementation.   

Brief Overview of Study 

 In the author’s present research study classroom teachers of secondary schools 

(Grades 9-12), engaged collaboratively in instructional change cycles wherein they were 

requested to set an instructional goal, cooperatively plan lessons, co-construct 

instructional strategies, enact new practices, monitor outcomes, and decide on further 

action (Schnellert, Butler & Higginson, 2008) within their collaborative coaching 

partnership. Collaborative coaching partners selected individual and/or shared goals and 

courses of action based on the unique profile(s) of their class(es), consideration of 

possible pedagogical practices, and context-specific factors (e.g. curricula, inclusion of 

students with special needs, timelines). Participating teachers kept a digital reflection log 

reporting learning experiences using suggested guidelines for focus.  Some coaching 

partners observed one another in their classrooms, and some co-taught in each other’s 

classes.  All collaborative coaching partners met on a monthly basis (some more often) to 

discuss and reflect on their professional learning and growth. At the end of the current 

research study participating teachers completed a survey on the reported effects of 

collaborative coaching on their professional learning and growth.  Quantitative results 

from the 5-point Likert Scale survey (see Appendix D) were analyzed with mean scores 

and the qualitative results from the monthly digital reflection logs and comments within 

the Likert Survey were analyzed for themes. 
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Chapter Two- Background and Review of Related Literature 

Theory  

Peer coaching has been acknowledged as an important vehicle for promoting 

teacher collaboration in order to improve classroom instruction and to create a powerful 

learning environment for teachers’ professional development (Schmoker, 2006; Brownell 

et al., 2006; Harris & Spillane, 2008; Lieberman & Miller, 2004; Lipton & Wellman, 

2003). In this reciprocal learning relationship participants are open to new growth and are 

equally committed to facilitating each other’s leadership learning by providing 

professional feedback to gain greater understanding (Robertson, 2005; Swaffield, 2004).  

Reciprocal processes are “mutual learning processes such as listening, questioning, 

reflecting, and facilitating” (Lambert, Walker, Zimmerman, Cooper, Lambert, Gardner, 

et. al, 2002, p. 44).  The partnership can assist teachers in the improvement of instruction 

by focusing on instructional practice (Guiney, 2001) as they observe and coach each 

other.  According to Roth and Tobin (2002), effective professional growth must be 

collaborative, involving the sharing of knowledge among teachers in a community of 

practice.  

Relationships are the heart of knowledge creation as they provide the means for 

sharing and understanding.  Knowledge is co-constructed through interactions and 

between people (Harris, 2008).  The key element to collaborative coaching is the 

relationship amongst the professional colleagues involved.  This relationship is built 

around a shared purpose and mutual goals that will evoke or provoke potential 

(Wheatley, 2002) while connecting to the teaching soul (Guiney, 2001).  Trust, honouring 

confidentiality and authenticity are vital.  The collaborative members are trusted to 

provide the support and necessary skills needed for the whole group (Lambert et al., 
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2002).  Authentic relationships are fostered by personal conversations, frequent dialogue, 

shared work and shared responsibilities (Harris, 2003).  The members must also be 

encouraging and supportive of each other for changes in behaviour and practice to occur 

(Schmoker, 1996).  This authentic learning relationship must be embedded in a trusting 

environment that forms a safety net of mutual, long-term support and a challenge to 

improve and to question current perceptions and professional practice (Harris & Lambert, 

2003).  Evidence suggests that student learning will improve when adults commit 

themselves to talking collaboratively about teaching and learning and then take action 

that will improve student learning and achievement.  

Collaborative coaching is about learning together.  Coaches relate as partners, not 

as experts or authorities.  Teachers involved in collaborative coaching forge close 

relationships with each other through which mutual learning occurs as they teach each 

other the practice of teaching (Robertson, 2005; Schmoker, 2004).  Creating opportunities 

to have continued professional conversations about teaching practices enables the 

collective and collaborative construction of meaning and knowledge (Robertson, 2005).  

The role of conversation throughout the coaching process is vital.  “It is through dialogue 

that we begin to form trusting professional bonds that can sustain us individually while 

they move us organizationally to new insights and visions” (Lambert, 2002, p. 126).  

Conversation is the easiest way to cultivate the conditions needed for personal, 

community and organizational change (Wheatley, 2002).  It provides the structure needed 

to think, to elicit and clarify knowledge, and to create connections (Coronel, Carrascho, 

Fernandez, & Gonsalez, 2003). Conversations amongst colleagues afford the opportunity 

to “generate deep insights and actions, and a strong sense of community …good 

conversation connects us at a deeper level” (Wheatley, 2002, p. 28) and enables the 
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discovery of the collective wisdom.  Collaborative coaching creates structured 

opportunities for collegial dialogue around shared issues (Robertson, 2005).   

Teachers involved in coaching seek to reflect on and make sense of their work in 

light of shared beliefs and new information (Harris & Lambert, 2003).  This new 

knowledge leads to new actions as reflecting on practice is critical.  Reflective practice is 

thinking about one’s actions before, during, and after teaching to determine if any 

changes need to be made to instruction and assessment. As teachers start talking amongst 

themselves about how they can teach so that their students can begin to achieve at higher 

levels, increased learning occurs (Guiney, 2001).  Teachers must look not only at how 

and what they teach, but also at how they know students are learning. Teachers who 

engage in reflective practice are better able to support the reflections of others (Carr et 

al., 2005).  “It’s this thinking about their practice that helps teachers to change their 

practice,” (Guiney, 2001, p. 742).  This collaborative process provides a foundation for 

new growth (Robertson, 2005). 

Studies Directly Related 

The research study conducted by Syh-Jong Jang (2006) at the Chung-Yuan 

Christian University in Taiwan studied the effects of team teaching upon two Grade 8 

teachers and their students. Syh-Jong Jang used a combination of qualitative and 

quantitative data to analyze student performance and teacher perceptions concerning team 

teaching, hypothesizing that “team teaching is an effective way of constructing deep 

learning of concepts while learning alternative ways to teach the same subject-matter” 

(Jang, 2006, p. 179). Quantitative analyses were used to investigate the hypothesized 

relationships between team teaching experience and student performance (student 

scores). The qualitative data included questionnaires, videotaped records of teaching 
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performances, teachers’ self-reflection, and teacher interviews by the researcher (Jang, 

2006). 

  The main results of Jang (2006) observed that team teaching had a positive impact 

and made a significant difference (p<=0.01) in respect to students’ achievement on the 

post-test scores compared to the control group (p>0.05) whose teachers worked in 

isolation.  In addition, more than half (62% and 65%) of the experimental students 

considered team teaching superior to traditional teaching as students thought the 

collaborative teachers were able to teach in different ways that were helpful in solving 

math problems and in providing them with various opportunities to learn and think 

differently. Additionally, Jang revealed other findings that offer an important contribution 

to advancing knowledge in the area of teacher collaboration. Teachers benefited from 

team teaching because they were able to “assist one another in their teaching, [and] widen 

their concept of teaching strategies and class management” (Jang, 2006, p. 192). 

A caution with respect to Jang’s (2006) research, (and is noted by Jang), is that 

this study concentrated on only ‘station teaching’ (dividing class content while students 

rotate from one teacher to another) and in a single subject area (math).  The importance 

of breaking down traditional teacher isolation and opening classroom doors to collaborate 

with colleagues was supported by Jang’s research. Students felt that teachers who 

collaborated “were more motivated and paid more attention to the process of teaching” 

(Jang, 2006, p.191), and in turn, to student learning.   When students and teachers are 

engaged, learning occurs for all stakeholders (Jang, 2006). 

The research study conducted by Zwart, Wubbels, Bergen & Bolhuis (2007) 

offered a way to analyze and categorize the learning processes (patterns of change in 

cognition and/or behaviour) of experienced teachers who took part in a one-year 
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reciprocal peer coaching trajectory using an adaptation of the Interconnected Model of 

Teacher Professional Growth. In Zwart et al.’s (2007) study, two teams of two teachers 

worked together in their coaching dyads to support student learning and experiment with 

instructional methods “to improve their practice with respect to the support of active and 

self-regulated student learning” (Zwart et al., 2007, p.171).  The reciprocal peer coaching 

trajectory started with a two-day workshop on coaching and being coached, with three 

follow-up meetings during the year in which both peer coaching skills and different 

aspects of how to support active and self-regulated student learning were discussed. 

Repeated multiple data collection methods with three different instruments over a one 

year period were used. The three data sources were audiotapes of four coaching 

conferences spread over the year, audiotapes of semi-structured learning interviews by 

telephone, and digital diaries with teacher reports of learning experiences.  

  Zwart et al. (2007) posed the question, “What patterns of learning of experienced 

teachers occur when they take part in a reciprocal peer coaching trajectory?” (p. 168) and 

hypothesized that “teachers in our study when they report about their learning 

experiences will mention activities like observing, experimenting and discussion 

practice” (Zwart et al., 2007, p. 169). Learning was defined as “a change in the teacher’s 

cognition and/or behaviour” (Zwart et al., 2007, p. 165). The participants of Zwart et al.’s 

(2007) study consisted of four teachers from two secondary schools who volunteered to 

participate in the peer coaching project. The project coordinator, who was appointed in 

each school by the principal, suggested the composition of the coaching dyads “which the 

teachers accepted” (Zwart et al., 2007, p. 171).  The four coaching conferences were 

audio-taped by the teachers themselves thus removing any influence by the project 

coordinator. The interviews, however, were conducted by the researchers, Zwart et al 
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(2007), which could easily have influenced the participants’ responses, as stated by Zwart 

et al., “… it may seem more sophisticated to report on cognition than to be explicit about 

changes in practice” (Zwart et al., 2007, p. 183). The participants were given a format for 

writing the five digital diaries, “how, when, why and with whom the learning experience 

occurred and what they thought, felt and did at that moment” (Zwart et al., 2007, p. 172). 

Each digital diary was sent to the researchers by email.  To strengthen the internal 

validity of the analysis, the selection and categorization of the patterns of change were 

conducted independently by two researchers, and then compared. When there was a 

difference in the selection and categorization of the activities, it “was discussed until an 

agreement was reached” (Zwart et al., 2007, p. 174). Zwart et al. (2007) did not reveal in 

which instances there were differences in the analysis and categorization of patterns of 

change in behaviour and/or cognition.  

Zwart et al. (2007) concluded that “there is not one answer to the question 

whether change in teacher cognition is preceding or following change in teacher 

practice… Teacher learning seems to start anywhere, although reflection occurred more 

often than action as the first mediating process for change” (Zwart et al., 2007, p.183).  A 

process of reflection resulted either in “an evaluative analysis of the student outcomes 

and a subsequent insight into the learning processes of students, or it resulted in 

enactment by which the classroom practice changed in action” (Zwart et al., 2007, p.184). 

Zwart et al. (2007) did recognize several limitations to their study.  Although 

Zwart et al. (2007) did collect data from three sources and from repeated measures, the 

sample size was small (four teachers). As well, the data was based on teachers’ tendency 

to self-report on cognition.  Including other methods to measure changes in practice, 

independent of teacher reports, could yield different results.  
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   Schnellert, Butler & Higginson (2008) examined how engaging teachers 

collaboratively to construct, score and interpret assessments enhanced professional 

development, generated meaningful and sustained shifts to practice, and fostered student 

learning. A case study of six teachers at the Grade 7-9 levels engaged as partners 

investigating new approaches to assessing student literacy focused on “teachers’ 

reflective, contextualized decision making as they attempted to make changes in practice 

and then monitor and account for outcomes associated with the changes they made” 

(Schnellert et al., 2008, p. 726).  The teachers and Schnellert et al. (2008) worked 

together to set instructional goals and monitor outcomes. Quantitative and qualitative 

methods were employed. Data sources included teacher interviews, field notes from 

planning meetings and classroom observations, classroom artifacts and data from two 

literacy assessments. One of the findings, among several, suggested that teachers can 

make “situated changes that foster student learning when they have opportunities to work 

collaboratively and recursively through instructional change cycles” (Schnellert et al., 

2008, p. 745). Schnellert et al. (2008) found that the extent to which changes were 

embedded into teachers’ practice seemed to be associated with the extent to which they 

regularly engaged in collaborative cycles of reflective inquiry with researchers and/or 

colleagues, as well as with their students. 

Schnellert et al.’s (2008) conclusions emphasize the importance of teachers 

learning from and contributing to each other, helping to inform their practice for the 

purpose of improving student learning. Schnellert et al. (2008) extended previous 

research by examining how professional development can be structured to allow for 

collaborative co-construction of innovations by teams of teachers to create positive 

instructional change.  A concern regarding Schnellert et al.’s (2008) study is the level of 
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involvement of Schnellert et al. (2008) in setting the instructional goals with the teachers, 

in the construction of the literacy assessment tool, and in the identifying, planning, 

enacting and reflecting on instructional strategies. There was a significant amount of 

researcher-teacher collaboration.   Results need to be viewed with a critical eye as data 

sources for investigating teachers’ engagement in data-driven cycles of collaborative 

inquiry included teacher interviews conducted by Schnellert et al. (2008), and field notes 

from planning meetings and classroom observations by Schnellert et al (2008). To 

maintain the reliability of the data, teacher interviews were conducted in a conversational 

format with two researchers present.  The participating teachers were drawn from a larger 

project involving thirty teachers.  The school was selected because the “relationships with 

participating teachers were best developed” (Schnellert et al., 2008, p. 731).   This study 

may be difficult to duplicate considering Schnellert et al.’s (2008) existing relationship 

with the participating teachers and school.  

 In a similar research study conducted by Meirink, Meijer & Verloop (2007) 

learning activities of six secondary teachers who participated in collaborative groups 

were explored in relation to reported changes in cognition and behaviour.  Combined data 

from semi-structured interviews after collaborative group meetings and from six digital 

learning logs from each participant were analyzed in a qualitative way.  The researchers 

reported that teachers learned from getting to know, and experiencing, other colleagues’ 

teaching methods.  These new methods became a starting point for a “succession of 

learning activities [the] teachers undertook in collaborative settings” (Meirink et al., 

2007, p.158). In this study, teacher learning was defined as “an active process in which 

teachers undertake learning activities that lead to a shift in their cognition and/or 

behaviour” (Meirink et al., 2007, p.147).  
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 Meirink et al. (2007) posed a question consisting of two parts, “What learning 

activities do experienced teachers undertake in collaborative settings and how do these 

learning activities relate to changes in cognition and/or behaviour?” (Meirink et al., 2007, 

p.146).  Meirink et al.(2007) hypothesized that “teachers engage in learning activities that 

result in learning, for example, reading books, attending conferences, or discussing with 

colleagues” (Meirink et al., 2007, p.146).  

Five secondary schools from the western part of the Netherlands volunteered to 

participate in the study. Six teachers (one or two from each school) were selected for an 

in-depth study.  The participants agreed to meet five times during the school year. The 

group meetings were attended by an experienced coach, “who paid attention to the 

process of collaboration in the groups” (Meirink et al., 2007, p.149).  As well, each 

meeting was videotaped and attended by the researcher who then interviewed the 

participants at the end of each meeting.  

Meirink et al. (2007) concluded that “teachers learnt from getting to know 

colleagues’ teaching methods [which became] the starting point for a succession of 

learning activities teachers undertook in collaborative settings” (Meirink et al., 2007, 

p.158).  A second conclusion was that “teachers reported more changes in cognition than 

changes in behaviour” (Meirink et al., 2007, p.158).   

At the end of each group meeting, the participants were interviewed. The 

interviews, however, were conducted by the first author researcher, Meirink, which could 

easily have influenced the participant’s responses and the researcher’s interpretation of 

the responses. Meirink et al. (2007) did note that, due to the qualitative methodology used 

in this study, they only had access to reported changes in cognition and behaviour.  Using 

classroom observations as another method of data collection may have resulted in 
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different findings. As well, Meirink et al. (2007) recognized that “additional empirically 

funded research is needed, preferably in a larger sample of teachers and over a longer 

period of time” (Meirink et al., 2007, p.159).  Meirink et al.(2007) also noted that in order 

to further validate the configurations of learning activities and changes in cognition 

and/or behaviour, it would be necessary to “interview more than one teacher from each 

group, as teachers from the same group can learn different things” (Meirink et al., 2007, 

p.159).  

Sawyer and Rimm-Kaufman (2007) employed a mixed-study to examine the 

characteristics and predictors of teacher collaboration. The purpose of Sawyer and Rimm-

Kaufman’s (2007) study was to describe what typically occurs when teachers collaborate, 

to identify the factors influencing teacher collaboration, and to examine the ways in 

which a formalized intervention, the Responsive Classroom (RC) approach, fosters 

teacher collaboration.  The RC approach has been defined as an “approach [that] offers a 

set of principles and practices for teachers designed to integrate social and academic 

learning for children [while] developing a school-wide community” (Sawyer and Rimm-

Kaufman, 2007, p.212).  Quantitative and qualitative methods were employed. 

Questionnaire data were collected from a sample of 118 elementary school teachers in six 

schools in a northeast urban school district of the United States, and interviews were 

conducted with administrators from each school. Three schools were in their second year 

implementing the Responsive Classroom (RC) approach, and three schools were used as 

the comparison schools. Sawyer and Rimm-Kaufman examined “how use of and training 

in the RC approach, teacher experience and teachers’ perceptions of the school 

environment were related to teacher collaboration” (Sawyer and Rimm-Kaufman, 2007, 

p.217). Teachers in the participating schools received a packet of six questionnaires, five 
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of which were used by Sawyer and Rimm-Kaufman, (2007) to “assess their attitudes, 

beliefs, and classroom practices” (p. 220). Mean values were computed and simple two-

tailed t-tests were conducted to compare teacher collaboration at RC and comparison 

schools. Outliers were adjusted to not exceed two standard deviations below or above the 

mean. Principals from each participating school were interviewed by telephone using a 

semi-structured format. All interviews were audio-taped and transcribed.  The primary 

analysis was quantitative with the qualitative data being used to support the quantitative 

findings.  

Two sets of findings emerged from Sawyer and Rimm-Kaufman’s (2007) study. 

Sawyer and Rimm-Kaufman (2007) found that teachers in RC schools reported more 

frequent formal collaboration and valued collaboration to a higher degree. All teachers 

reported two main barriers to collaboration: lack of time and lack of administrative 

priority. The second set of findings “identified patterns of predictors of teacher 

collaboration” (Sawyer and Rimm-Kaufman, 2007, p. 235): teacher perceptions of the 

school environment, shared educational goals and values, and perception of fewer 

barriers.  

Sawyer and Rimm-Kaufman (2007) did recognize several limitations to their 

study. First, due to the “primacy of the quantitative design, this study assesses the 

quantity of collaboration more effectively than the quality of collaboration” (Sawyer and 

Rimm-Kaufman, 2007, p. 240). As well, the primary data was based on self-report data 

from teachers.  Another limitation was the lack of baseline data on teacher collaboration 

within the six schools prior to the implementation of the RC approach. Sawyer and 

Rimm-Kaufman’s (2007) data indicates that the RC approach is related to higher levels 

and value of collaboration.  However, the RC approach may be more “responsible for 
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sustaining, rather than initiating, this practice” (Sawyer and Rimm-Kaufman, 2007, p. 

241).  The results of this study may be difficult to generalize due to the specific nature of 

the formalized intervention, the Responsive Classroom (RC) approach. 

 The research study conducted by Brownell, Adams, Sindelar, Waldron & 

Vanhover (2006) examined how teachers who readily adapt and adopt strategies acquired 

in collaboration differed from those who do not.  They wanted to know what role 

personal qualities played in “teachers’ acquisition and use of practices geared toward 

improving the education of students with disabilities, and what variation in teacher 

qualities meant for structuring teacher collaboration” (Brownell et al., 2006, p.172).  

Brownell et al.(2006) hypothesized that teachers could learn to better address the needs of 

struggling learners through well-designed collaboration with peers and a skilled 

facilitator to explore problems and to learn how to implement powerful new strategies. 

Brownell et al.’s (2006) study was part of a larger 3-year study designed to investigate 

the use of Teacher Learning Cohorts (TLC) for promoting teacher learning around 

instructing struggling students.  A qualitative case study methodology was used to study 

eight teachers involved in the TLC process at two urban schools.  Data sources were 

formal and informal classroom observations, teacher and principal interviews, 

documentation of informal conversations with participants, field notes of meetings, and 

debriefing notes from project staff discussions.  

Brownell et al.’s (2006) study articulated the types of teacher qualities that 

mattered in determining how to use a new teaching strategy and the ways in which those 

qualities interacted to influence what practices the teachers implemented and their 

success in doing so.  The researchers found teachers who readily incorporated new 

practices “differed in important ways from teachers who did not” (Brownell et al., 2006, 
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p. 182).  Brownell et al. (2006) found five characteristics that influenced teachers’ 

willingness to adopt strategies learned in TLC meetings: knowledge of curriculum, 

pedagogy, student management, student-centred instructions, and the ability to reflect on 

and adapt instruction to fit the needs of the students.  Teachers who had a strong 

knowledge base to build on, who were able to simultaneously consider and reflect upon 

the needs of individual students while responding to the whole class, seemed to 

understand how to adapt new strategies for their students and were most likely to adopt 

them. Brownell et al.’s (2006) study also found that “having collaborative learning 

structures in place, and even a desire to collaborate, will not create equal benefit for all 

participants” (p. 183) and suggested that different levels of assistance may need to be 

provided to individual teachers based on their characteristics.  

 The nature of the TLC study required that Brownell et al. (2006) interact 

frequently with the participating teachers.  This study may be difficult to duplicate as the 

TLC researchers became “participant observers” and served as “critical friends” during 

the study. Brownell et al. (2006) specifically chose which research-based classroom 

practices to discuss and demonstrate during the TLC meetings. Results need to be viewed 

with a critical eye as data sources could be affected by the significant amount of 

researcher-teacher collaboration. To strengthen the internal validity of the analysis, 

Brownell et al. (2006) used several strategies to establish trustworthiness: triangulated 

multiple sources of evidence, generated a list of codes, coded all sources of evidence 

independently, and then met to compare and contrast data analysis. Another limitation of 

this study, as noted by Brownell et al., (2006) is in defining “benefit from collaboration” 

in terms of practices adopted by teachers. However, the most important benefit- “that of 

improvement in student achievement” (Brownell et al., 2006, p. 184) is more difficult to 
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determine.  Brownell et al. (2006) did not collect data on student learning as a result of 

changes in teacher practice related to their participation in collaboration and the TLC. 

 Information gained from the above research studies was used to organize the 

findings of the current research study.  Collaboration statements from the Likert Survey 

(see Appendix D) were grouped in categories to align with the literature findings.  The 

categories were Professional Learning, Relationships and Culture, and Teacher 

Reflections.  
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Chapter Three- Procedures and Methods 

Research Design  

The chief aim of this present program of research was to identify the reported 

effects of collaborative coaching on the professional learning and growth of secondary 

teachers. A mixed methodology design was selected using comparative and content 

analysis.  Both qualitative and quantitative data were collected from each participating 

teacher via digital reflection logs as well as a survey (see Appendix D) containing open-

ended questions and a five-point Likert Scale listing 14 statements that reflected the 

reported effects of collaborative coaching. Additional space was included after each 

question for comments.  The survey concluded with an open-ended question for 

participants to add information that they perceived to be pertinent but was not evident in 

the 14 previous statements.  

In early June 2009 a letter (See Appendix A) was sent to all secondary school 

teachers in the two participating schools informing them of the collaborative coaching 

project beginning in September 2009. As well, the author of the present study introduced 

the current collaborative coaching study to the secondary school teachers at a staff 

meeting in June 2009. Interested teachers were asked to email or phone the author of the 

study by the end of the month.  In September 2009 a covering letter (see Appendix B) 

was sent to interested teachers stating a brief description of the collaborative coaching 

project and the responsibilities of each participant.  The letter also stated the purpose of 

the research and briefly commented on the ethical processes involved.  A meeting of 

interested teachers was held in late September 2009.  At this meeting the author of the 

current study reviewed the research study with the teachers, including responsibilities and 

expectations, operational definitions within the research question, and the confidentiality 
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process.  Participating teachers reviewed and signed the consent form (see Appendix C), 

created a hotmail account using their pseudonym for the purpose of this author’s present 

research study, and planned their first meeting with a collaborative coaching partner.  

For the following four months (October 2009 to January 2010) teachers worked, 

discussed and reflected with their collaborative coaching partners. Each participating 

teacher completed a monthly digital reflection log that was sent to the author of the 

current study, using their personally created hotmail account pseudonym.  In February 

2010 all participating teachers completed a survey (Appendix D) on the reported effects 

of collaborative coaching on their professional learning and growth.    

Participants 

 The sample of this study consisted of a group of six secondary school teachers 

from two schools within the same school district who volunteered to participate in the 

research study.  The first secondary school (School A) in which this study was conducted 

has a student population of approximately 900 students from Grades 9-12, and 65 

teachers.  The school is located in a city with a population of approximately 10,000 and is 

one of two secondary schools within the school district.   

The second participating secondary school (School B) has a student population of 

just fewer than 800 from Grades 9-12 and 40 teachers. The town in which the school is 

located has a population of approximately 7500. Both secondary schools enroll students 

from inner-city, suburban and rural areas and host international students.   

The area in which both schools are located is diverse in both its people and its 

environment. The economy is based upon small business and the tourist and resource 

industries. Rich farmland, forest, beaches, and mountains are all within easy reach. The 

area offers many outdoor pursuits such as fishing, golfing, boating, gardening and hiking. 
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There is an active and vibrant local arts community—craftspeople and fine artists, 

writer’s groups, and musicians--whose talents are showcased in local galleries, theatres 

and performance venues. The community is a mix of generations with a large retirement 

population as well as new families drawn to the area by affordable real estate, mild 

climate, community amenities and a relaxed pace of life.  

Instruments Used 

Instrumentation included a written questionnaire designed by the author of the 

present study, using a Likert Scale on a five-point rating system (strongly disagree, 

disagree, unsure, agree, strongly agree) that was completed by the participating teachers 

at the end of the study (see Appendix D). The survey included 14 items, with space for a 

comment after each, as well as an open-ended question at the end of the survey that 

enabled participating teachers to comment on any reported effects of collaborative 

coaching that they perceived were not addressed in the 14 survey questions. Before the 

survey questions were presented to the participants, the author of the present study field 

tested the questions with three district teachers for the purpose of identifying and 

removing any ambiguous aspects of the Likert Scale items.    

The questionnaires were sent to participants in early February 2010 by means of 

their pseudonym-generated hotmail account, asking them to complete the survey on line 

and return it to the current author’s email address used specifically for this current 

research study. All surveys, if printed, were kept in a locked facility to ensure the safety 

and privacy of the information.   

 The second instrument used to collect qualitative data was a digital reflection 

log. Participating teachers completed four log entries (one per month) over a period of 

four months. For each of the monthly entries, the author of the present study emailed 
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participants, by means of their pseudonym hotmail account, a reminder of the same eight 

guiding statements for their reflection logs (see Appendix E). The intent of the guiding 

statements was to assist each participating teacher in telling their professional learning 

stories. Each participating teacher emailed their monthly reflection log to the author of 

the present study. 

Procedure 

 The purpose of this study was to identify the reported effects of collaborative 

coaching on the professional learning and growth of secondary teachers. In June 2009 a 

letter was sent to all secondary school teachers in the participating district inviting them 

to participate in the collaborative coaching research study (see Appendix A). From the 

responses that followed a list of possible volunteer teacher participants was generated. 

These volunteers were contacted in early September 2009 with the purpose of organizing 

a meeting to outline the confidentiality process (see Appendix B) as well as the purpose 

of the present study.  

 At the initial meeting in September 2009 consent forms were reviewed and signed 

(see Appendix C). Expectations, responsibilities and the purpose of the present study 

were reviewed. The teachers selected dates for the next meeting with coaching partner(s). 

Throughout the four month period the teachers met monthly with their collaborative 

coaching partner(s) to discuss current pedagogies, classroom lesson strategies and 

changes in teaching practice.  Each participating teacher completed a digital reflection 

log after every meeting with their collaborative coaching partner(s). The digital reflection 

log had clear guidelines for the teachers to follow when completing them (see Appendix 

E). Each teacher was asked to complete four digital reflection logs over a four month 

period.  At the end of the four months (February 2010) each participating teacher 
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received a five-point Likert Scale survey, including open ended questions (see Appendix 

D) on the reported effects of collaborative coaching on their professional learning and 

growth by email to complete.  

Validity 

  Common operational definitions of collaborative coaching, professional learning 

and professional growth were clarified with all participating teachers at the beginning of 

the current study.  

 The guiding statements (Appendix E) for the reflection logs and the survey 

questions (Appendix D) were designed by the author and field tested by three full-time 

teachers prior to the current study. The author of the current study received peer-editing 

to ensure the survey questions and guiding statements were not ambiguous and were 

clearly measuring the reported effects of collaborative coaching on the professional 

learning and growth of participating teachers. In addition factors such as clarity of 

printing, size of type, appropriateness of language, clarity of directions were taken into 

consideration when creating the survey.  The survey retrieved data that directly answered 

the research question, thus demonstrating concurrent validity.  

Justification of the Methods of Analysis  

 The author of the current study used qualitative data, monthly digital reflection 

logs and responses to open-ended questions, to identify themes of reported professional 

learning and growth from all participating teachers. Themes were identified when they 

were reported by at least 25 % of the participating teachers.   

Results from the quantitative data, Likert Scale survey (Appendix D), were 

displayed in descriptive tables that included all 14 collaborative coaching statements.  

The data was analyzed and organized into categories showing the mean for each 
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collaborative coaching statement and presented in tables.  This demonstrated the overall 

perceived effect on the professional learning and growth of participating teachers. For 

further analysis the statements were categorized to align with the findings of the literature 

review (Chapter 2). 

All survey statements and log prompts related directly to the research question. 

The results of the surveys and the themes retrieved from the monthly reflection logs were 

used to identify the reported effects of collaborative coaching on the professional learning 

and growth of secondary teachers. Information from this study may be useful in 

recommending the importance of including collaborative coaching opportunities within 

the secondary school timetable.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 



                                                                                                   Collaborative Coaching   
 

 

26 

Chapter 4- Results 

Findings 

 The purpose of this study was to identify the reported effects of collaborative 

coaching on the professional learning and growth of secondary teachers.  Both qualitative 

data, monthly digital reflection logs and responses to open-ended questions (Appendix 

E), and quantitative data, Likert Scale survey (Appendix D), were used.  

 The sample consisted of six secondary school teachers from two schools within 

the same school district who volunteered to participate in the research study. Each teacher 

was provided with a letter of invitation (see Appendix B) and a letter of consent (see 

Appendix C).  Each participating teacher was asked to complete a monthly digital 

learning log.  Three teachers completed four learning logs, one teacher completed three 

logs, and two teachers completed one log each. At the end of the current study each 

teacher was asked to complete a Likert Survey (Appendix D). All six teachers completed 

and returned the survey. 

In March 2010 the author of the current study collated the data submitted by 

participating teachers. The data from the monthly digital learning logs and the open-

ended teacher responses within the Likert Survey (Appendix D) were analyzed and 

summarized by the author of the present study who examined the findings to suggest 

prevalent generalizations and infer common themes regarding the reported effects of 

collaborative coaching on the professional learning and growth of secondary teachers. 

Themes were identified when they were reported by at least 25 % of the participating 

teachers.  The discussion of these generalizations and themes is presented in Chapter 5 

and is subject to bias. 
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 The Likert Survey questionnaire (Appendix D) included 14 questions. The data 

reflects the responses to the following 14 statements, as per a five-point Likert scale:  

1. Collaborative coaching enabled me to reflect more on my day to day teaching. 

2. Collaborative coaching made me feel more confident in trying new teaching 

strategies. 

3. Collaborative coaching did not seem to help deepen my understanding of my 

teaching. 

4. Collaborative coaching enabled me to reflect more on my teaching competence. 

5. Through collaborative coaching, I increased my capacity to successfully 

implement new teaching strategies. 

6. Through collaborative coaching, I was able to learn more about and strengthen 

my student assessment and evaluation practices. 

7. Collaborative coaching increased the feeling that I was part of a learning 

community. 

8. My collaborative coaching practice helped me to be generally more self-reflective 

in my teaching practice. 

9. Through collaborative coaching process I became more aware of new educational 

practices. 

10. Collaborative coaching helped me to feel less isolated from my colleagues. 

11. Collaborative coaching did not help me to be more reflective in my teaching. 

12. Collaborative coaching helped me to develop a supportive culture within my 

school. 

13. Collaborative coaching helped me to develop a supportive culture within my 

district. 
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14. The collaborative coaching process helped me to achieve my professional goals. 

 

Table 1 displays the mean scores for each collaboration statement.  Since the survey 

(Appendix D) presented statements with accompanying five point Likert scale, potential 

means could range from 1.0 to 5.0.  Actual means range from 3.67 to 4.50.  For analysis 

purposes statements asked in the negative, Statements 3 and 11, are reverse scored. Table 

1 illustrates the mean of each reported effect of collaboration.  For the purpose of this 

study, a mean score > 4.0 is considered a meaningful effect of collaborative coaching on 

the professional learning and growth of secondary teachers. A mean score of 4.00 is rated 

as neutral in the survey and anything <4.00 is rated as not a meaningful effect of 

collaborative coaching. The following Table 1 demonstrates the mean scores in 

descending order for all 14 Collaborative Coaching statements. 

Table 1  

Mean Scores for each Collaborative Coaching Statement 

 N Minimum Maximum Mean 

Statistic Statistic 

Statement  6 

Statement  2 

Statement  1 

Statement  8 

Statement 14 

Statement 11 

Statement  7 

Statement 13 

6 

6 

6 

6 

6 

6 

6 

6 

1 

1 

1 

1 

1 

1 

1 

1 

5 

5 

5 

5 

5 

5 

5 

5 

4.50 

4.50 

4.50 

4.33 

4.17 

4.17 

4.17 

4.00 
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Statement  5 

Statement  4 

Statement  3 

Statement 12 

Statement  9 

Statement 10 

6 

6 

6 

6 

6 

6 

1 

1 

1 

1 

1 

1 

5 

5 

5 

5 

5 

5 

4.00 

4.00 

4.00 

3.83 

3.67 

3.67 

Valid N (listwise) 6  

 

Statements 6, 2, 1, 8, 14, 11, and 7 identified reported effects as perceived by this 

sample of secondary teachers. 

For further analysis purposes the statements have been grouped according to the 

following categories and in the following order: 

• Professional Learning: Statements 2, 5, 6, 9, and 14 

• Relationships and Culture: Statements 7, 10, 12, and 13 

• Teacher Reflections: Statements 1, 3, 4, 8, and 11 

Data were analyzed using the categories stated above.  Tables 2, 3 and 4 display the mean 

scores for each category, in descending order. 
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Table 2  

Mean Scores for Professional Learning: Statements 2, 5, 6, 9, and 14 

 N 
Minimum Maximum 

Mean 

Statistic Statistic 

Statement 2 

Statement 6 

Statement 14 

Statement  5 

Statement  9 

6 

6 

6 

6 

6 

 

1 

1 

1 

1 

1 

5 

5 

5 

5 

5 

4.50 

4.50 

4.17 

4.00 

3.67 

Valid N (listwise) 6  

All Statements 6 1 5 4.17 

 

Statement 2 (Collaborative coaching made me feel more confident in trying new teaching 

strategies.), Statement 6 (Through collaborative coaching, I was able to learn more about 

and strengthen my student assessment and evaluation practices.), and Statement 14 (The 

collaborative coaching process helped me to achieve my professional goals.) identified 

reported effects as perceived by this sample of secondary teachers. The mean score for all 

statements is 4.17 (>4.00), indicating that Professional Learning is a meaningful effect of 

collaborative coaching as perceived by the secondary teachers participating in this study. 
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Table 3  

Mean Scores for Relationship and Culture: Statements 7, 10, 12, and 13 

 N 
Minimum Maximum 

Mean 

Statistic Statistic 

Statement  7 

Statement 13 

Statement 12 

Statement 10 

6 

6 

6 

6 

 

1 

1 

1 

1 

5 

5 

5 

5 

4.17 

4.00 

3.83 

3.67 

 

Valid N (listwise) 6  

All Statements 6 1 5 3.92 

    

Statement 7 (Collaborative coaching increased the feeling that I was part of a learning 

community.) is the only statement with a mean score above 4.00 indicating that it is a 

meaningful effect as perceived by this sample of teachers. The mean scores for all the 

statements grouped under the category Relationship and Culture are below 4.00.  This 

indicates that the category Relationship and Culture is not a meaningful effect of 

collaborative coaching as perceived by the secondary teachers participating in this study. 
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  Table 4 

 Mean Scores for Teacher Reflections: Statements 1, 3, 4, 8, and 11 

 N 
Minimum Maximum 

Mean 

Statistic Statistic 

Statement  1 

Statement  8 

Statement  11 

Statement  3 

Statement 4 

6 

6 

6 

6 

6 

1 

1 

1 

1 

1 

5 

5 

5 

5 

5 

4.50 

4.33 

4.17 

4.00 

4.00 

Valid N (listwise) 6  

All Statements 6 1 5 4.20 

 

Statement 1 (Collaborative coaching enabled me to reflect more on my day to day 

teaching.), Statement 8 (My collaborative coaching practice helped me to be generally 

more self-reflective in my teaching practice.) and the reverse score of Statement 11 

(Collaborative coaching did not help me to be more reflective in my teaching.) identified 

reported effects as perceived by this sample of secondary teachers. The mean score for all 

statements within the Teacher Reflections category is 4.20 (>4.00) indicating that 

Teacher Reflections is a meaningful effect of collaborative coaching as perceived by the 

secondary teachers participating in this study. 

 Qualitative data was also analyzed. The survey (Appendix D) concluded with an 

open-ended question for participants to add information that they perceived to be 

pertinent but not addressed in the 14 previous statements. As well, each statement 

included space for a written comment. Monthly digital reflection logs were completed by 
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each participating teacher and were analyzed for themes.  Themes were identified when 

identical or similar statements were reported by at least 25 % of the participating 

teachers. The research findings indicated four themes as reported by the participating 

secondary teachers of this study. The themes were Expansion of Teaching Strategies 

(Professional Learning Category), Collegial Support (Relationships and Culture 

Category), and Self-reflection (Teacher Reflections Category). As well, an overriding 

theme of Time was commented on within each of the three categories. 
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Chapter Five – Summary and Conclusions 

Summary 

 The purpose of this study was to identify the reported effects of collaborative 

coaching on the professional learning and growth of secondary teachers. Teachers work 

(plan, teach, assess and reflect) in isolation, rarely initiating collaborative dialogue with 

their colleagues (Schmoker, 2006; Lambert, 2002). Collaborative coaching has been 

acknowledged as an important vehicle for promoting teacher collaboration in order to 

improve classroom instruction and to create a powerful learning environment for 

teachers’ professional development (Schmoker, 2006; Brownell et al., 2006; Harris & 

Spillane, 2008; Lieberman & Miller, 2004; Lipton & Wellman, 2003). Collaborative 

partners create a learning community, a community where adults are learners as they 

experiment, give and receive feedback, and use as well as offer support (Carr, Herman, & 

Harris, 2005; DuFour, Eaker & DuFour, 2005). An effective way to support professional 

development and increase student achievement, while decreasing the feeling of 

professional isolation is through collaborative coaching (Robertson, 2005).   

To further understand the effects of collaborative coaching, a literature review of 

relevant empirical research was undertaken, six secondary teachers engaged 

collaboratively in instructional change cycles while completing monthly digital reflection 

logs, and a survey was distributed to all participating teachers.  The Likert survey 

(Appendix D) consisted of 14 statements that reflected the reported effects of 

collaborative coaching as well as space after each question for comments.  The survey 

concluded with an open-ended question for participants to add information that they 

perceived to be pertinent but not addressed in the 14 previous statements. Participants 

were asked to rate each potential effect of collaboration on a five-point Likert scale.  
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Qualitative and quantitative data were then analyzed to discover common themes. 

Themes were identified when identical or similar statements were reported by at least 25 

% of the participating teachers. The four themes identified by this group of participating 

secondary teachers are Expansion of Teaching Strategies, Collegial Support, and Self-

Reflection. Time was a theme that appeared in all categories. 

Discussion 

The research findings indicated four themes as reported by the participating 

secondary teachers of this study. The themes were Expansion of Teaching Strategies 

(Professional Learning Category), Collegial Support (Relationships and Culture 

Category), and Self-reflection (Teacher Reflections Category). As well, an overriding 

theme of Time was commented on within each of the three categories. The data were 

retrieved from the overall mean scores within the Likert Scale as well as the qualitative 

data (written comments) on the Likert Scale and the monthly digital reflection logs 

written by the participating teachers. 

The category of Teacher Reflections had the highest overall mean score of 4.20 

(>4.00) and was reported by 83% (5 out of 6) of the participating secondary teachers as a 

meaningful effect of collaborative coaching. One collaborative coaching statement had a 

mean score of 4.50 (Statement 1: Collaborative coaching enabled me to reflect more on 

my day to day teaching). As one teacher wrote, “Just listening to others causes your brain 

to reflect at some level”.  Statement 8 (My collaborative coaching practice helped me to 

be generally more self-reflective in my teaching practice) had a mean score of 4.33 

(>4.00). Participating teachers reported on the importance of thinking deeply about their 

teaching in order to be able to discuss their teaching and learning with others. A 

participating teacher commented, “I tend to be more self-reflective about every lesson, 
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especially when I know I will want to talk about it with my collaborative partner.” And 

another teacher wrote, “There’s nothing more challenging than trying to explain to 

someone else how you have done things for a couple of decades.  You really have to 

think about what works and, more importantly, what doesn’t work and why.”  The 

difficulty of finding time to reflect on each lesson was reported by 83% (5 out of 6) of the 

teachers participating in this study.  One teacher reflected, “How do you find the time to 

think about your day when there is hardly enough time to plan for the next?” While 

another teacher commented, “I know it is important to think about my lessons, and how I 

could make them better, but I don’t know when I can fit that thinking in.” It is evident 

that these teachers understood the importance of reflection but were struggling with their 

ability to find the time to reflect daily and effectively.    

The category of Professional Learning had an overall mean score of 4.17 (>4.00) 

and was reported by 67% (4 out of 6) of the participating secondary teachers as a 

meaningful effect of collaborative coaching. Two collaborative coaching statements had 

a mean score of 4.50: Statement 2 (Collaborative coaching made me feel more confident 

in trying new teaching strategies) and Statement 6 (Through collaborative coaching, I 

was able to learn more about and strengthen my student assessment and evaluation 

practices). One teacher commented, “The more we [my collaborative coaching partner 

and I] talk, the better job I do.”  The process of collaborative coaching enables teachers to 

talk about their teaching and to form new ideas around their teaching practice. A 

participating teacher commented, “We spent most of our time discussing how to present 

new resources and curriculum.  Having another person to bounce ideas off and ‘have you 

tried this …’ is very valuable.” “I felt supported to try new strategies - both in my 

teaching and in the behaviour management of my class”, wrote another teacher.  
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Statement 14 (The collaborative coaching process helped me to achieve my professional 

goals.) had a mean score of 4.17. Participating teachers felt supported by their colleagues 

in selecting, trying and achieving new goals. “We learned from each other.  [My 

collaborative partner] helped with supplying some alternate activities that engage diverse 

learning styles” and “enabled me to expand on the ‘hands on’ opportunities I provide for 

my students”,  reported two participating teachers. Three teachers (50%) commented on 

how, through the process of collaborative coaching, they were better able to meet the 

needs of the students in their classes as they learned new ways to introduce and scaffold 

their lessons.  

As within the other two categories time was mentioned.  The difficulty of finding 

time to meet, talk and learn was reported by 50% (3 out of 6) of the teachers participating 

in this study.  Teachers felt that there was rarely enough time for the collaborative 

coaching partners to meet and have quality conversations because of the various 

expectations that are placed on them throughout the school week. As one participating 

teacher wrote,  

“With so many other pressures placed upon me right now, very little time  

is available to collaborate with my partner.  We have been ‘collaborating’  

on the fly between classes, but have not had any chance to sit down to talk  

with each other for a period of time.” 

Another teacher wondered, “How do we [my collaborative partner and I] find the time 

(and maintain the desire) to keep talking about our teaching when it is so hard to find the 

time?” It is clear that this group of participating teachers wanted to collaborate but was 

finding it difficult to find the quality time needed to have a meaningful conversation 

about their professional learning.  
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Under the category of Relationships and Culture only one collaborative coaching 

statement had a mean score above 4.00 (Statement 7: Collaborative coaching increased 

the feeling that I was part of a learning community) with a mean of 4.17. However, the 

overall mean score for all the statements within the Relationship and Culture category 

was 3.92 (<4.00), thus indicating that Relationship and Culture is not a reported effect of 

collaborative coaching for this group of participating secondary teachers. Indeed, only 2 

out of the 6 teachers (33%) mentioned collegial support in their written comments. One 

of the teachers wrote, “My collaborative partner helped to maintain my momentum and 

helped me to keep my lesson goals at the forefront of my lesson planning.” The other 

teacher commented on the importance of being open to other teachers as possible 

collaborative partners in order to “expand my ‘zone’ of collaboration”. 

As in the other two categories, time was mentioned as a barrier to collaborative 

coaching. Three out of the six participating teachers (50%) mentioned there was not 

enough quality time for the collaborative partners to meet and “unfortunately, teaching in 

isolation continues to be a characteristic of the secondary school setting.  Breaking 

through that takes a lot of enthusiasm, perseverance and a supportive environment.” Two 

of the participating teachers commented that “no time for collaboration has been offered 

to us by the administration”, while one participant perceived, “teachers seem too busy to 

make the effort to organize for and invite in the administration to allow collaborative 

coaching opportunities to occur”.  

Limitations 

One of the goals of this study was to provide information to recommend the 

importance of including collaborative coaching opportunities within the secondary school 

timetable as well as how and why collaborative coaching strengthened teacher 
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interdependences for this particular group of teachers. The author of the present study 

was aware, due to the small sample size of six participating teachers, that the results may 

not be generalized to a larger context or even to another school district.  

The quantitative methodology used was limited by the contents of the survey.  

The survey (Appendix D) provided 14 collaborative coaching statements that reported 

possible effects of collaborative coaching on the professional learning and growth of 

secondary teachers and although the respondents did not suggest any further possible 

effects in addition to the 14, it cannot be necessarily concluded that no others exist.   

The number of responses received from the participating teachers was a limitation 

of the qualitative methodology used. Of the six participating teachers, three completed 

four learning logs, one teacher completed three logs, and two teachers completed one log 

each.  Four themes emerged from the participating teachers’ digital reflection logs and 

anecdotal comments within the Likert Survey.  However, it cannot be necessarily 

concluded that no other themes are present. 

The selection process for participating in the present study was random, however 

teachers who currently collaborate with colleagues, support the process of collaboration, 

or who knew or had a working relationship with the author may have been more likely to 

respond to the initial letter of invitation.  To attempt to counteract this threat to validity 

repeated data sources were collected.  A participating teacher may have negative or less 

than supportive beliefs and experiences about collaborative coaching and therefore it may 

be possible that a participating teacher may not have answered questions in an honest 

manner.  To minimize this threat to validity the researcher of the present study 

emphasized the importance of the study, and that the researcher was accepting of all 

responses to the questions since the study would include recommendations to support 
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teacher collaboration. The researcher of the present study also emphasized that all 

participation was voluntary and anonymous.  

Recommendations for Practice 

Collaborative coaching partnerships provided opportunities for participating 

teachers to reflect on and discuss their teaching. Teacher perceptions indicated that these 

partnerships deepened their learning. Teachers need to engage in professional learning 

that promotes multiple opportunities to collaborate with their colleagues in their 

classrooms, school, and district. However, the number one barrier, as perceived by these 

participating secondary teachers, to creating these opportunities for collaborative 

coaching to occur is time. Specifically building collaborative time directly into the 

secondary timetable may be one way to overcome this obstacle. It is worth noting that 

such a task would require additional money so that more staffing time would be 

allocated.  Flexibility and creativity may also be needed on the behalf of staff to find time 

within the schedules of non-enrolling teachers.   

A second recommendation is to create a learning community within each school. 

Learning communities, as defined by Canadian researchers Larry Sackney and Coral 

Mitchell (2000), are “a group of people who take an active, reflective, collaborative, 

learning-oriented and growth promoting approach towards the mysteries, problems and 

perplexities of teaching and learning” ( p. 5). The teachers participating in this study 

valued the opportunities and the importance of learning from each other. Learning 

communities help to break down the isolation of teachers and engage them in collective 

efforts (Kaser & Halbert, 2009; Mitchell & Sackney, 2009; Lieberman et al., 2004). It is 

important to ensure that the administration team from the schools involved in a learning 
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community is fully involved as strong instructional leadership is vital to teacher 

professional learning.   

Recommendations for Future Research 

 Further research is required to discover the specific barriers to collaborative 

coaching as well as how and why collaborative coaching strengthened teacher 

interdependences. How will more direct structures, such as a learning community, affect 

the professional learning and growth of secondary teachers? Will collaborative supports 

for learning be more likely to influence teachers’ willingness to plan and create the time 

needed to collaborate effectively? How can those supports be provided without 

hampering teacher interdependences? What is the feasibility of providing these more 

collaborative supports?  Ultimately professional collaborative efforts are important only 

if they help teachers change in ways that promote student learning. The ultimate benefit 

of teacher collaboration, improvements in student achievement, was not addressed in this 

study. Determining how student learning improves, and in relation to which specific 

strategies employed by the collaborating teachers, is an important area for further 

research. Answers to these and other questions will provide teachers and administrators 

much needed information about implementing and sustaining collaborative professional 

development in schools so that all student learning improves and achievement increases.  
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Appendix A 

RESEARCH INFORMATION FORM 
 

“COLLABORATIVE COACHING  
AND SECONDARY TEACHERS” 

May 2009 
 
 
 
 

Barbara McLaughlin    Harry Janzen, EdD, Supervisor 
Ballenas Secondary Teachers   Dean, Faculty of Education 
VIU Master of Education student  Vancouver Island University 
      250- 740-6220 (Office) 
      Harry.Janzen@viu.ca 

 

 

I am a teacher in SD 69 and a student enrolled in the Vancouver Island University 
Master of Education program.  I am currently coordinating a collaborative 
coaching opportunity for secondary school teachers within School District 69.  
Teachers who choose to participate in this collaborative coaching experience will 
combine co-planning, co-teaching, co-assessing and/or co-reflecting with their 
coaching partner(s). Collaborative coaching is about learning together. 
Collaborative coaches relate as partners in learning, not as experts or authorities, 
as they travel the learning journey together. 

The purpose of this research is to discover the reported effects of collaborative coaching 
on the professional learning and growth of secondary school teachers. During this time, 
you and your coaching partner will meet monthly to discuss a variety of topics of interest 
to both of you.  These may include, but are not restricted to, current teaching pedagogy, 
effective strategies and current research findings.  After each monthly meeting, you will 
be asked to complete a digital learning log that will focus on your professional learning 
and growth.  The logs will be emailed to the author of this study. At the end of the study, 
you will be asked to complete a brief survey concerning your personal experiences with 
collaborative coaching and its effects on your professional learning and growth.  You will 
also be asked for some demographic information (gender, age). The study will begin in 
September 2009 and will be completed in February 2010. 

 

There are no known harms associated with your participation in this research.  However, 
there are many potential benefits. Peer coaching has been acknowledged as an important 
vehicle for promoting teacher collaboration in order to improve classroom instruction and 
to create a powerful learning environment for teachers’ professional learning and growth. 
The coaching partnership can assist teachers in the improvement of instruction by 
focusing on instructional practice as they observe and coach each other. Teachers 
involved in collaborative coaching forge close relationships through which mutual 

mailto:Harry.Janzen@viu.ca�
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learning occurs as they teach each other the practice of teaching. Collaborative coaches 
help each other to think about one’s actions before, during, and after teaching to 
determine if any changes need to be made to instruction and assessment.  

All records of participation will be kept strictly confidential, such that only I and my 
supervisor will have access to the information. Pseudonym hotmail accounts will be 
created by all participating teachers to guard anonymity during submission of the digital 
reflection logs and the study end survey. Data from the monthly digital reflection logs 
and the end of study survey will be kept electronically in the principal researcher's 
hotmail account. If printed, the data will be stored in a locked box, which only the 
principal researcher will have access to.Electronic data, such as digital reflection logs and 
surveys, will be kept for five years and then will be destroyed by erasure at the end of this 
time.  Any printed copies will be stored in a locked box, which only the principal 
researcher will have access to.This box will be stored in a locked filing cabinet in the 
school administrator's office for five years.  At the end of five years, all paper copies will 
be destroyed by shredding. The results from this study will be reported in a written 
research report and and will be presented in a culminating public celebration. No name or 
identifying information of any participating teacher will appear anywhere in the final 
report or presentation.  All data will be treated as strictly confidential. 

Participation is completely voluntary.  It may be discontinued at any time for any reason 
without explanation and without penalty.  

 

If you are interested in participating in this collaborative coaching opportunity, please 
contact me by June 25th, 20009.  I can be reached by email (bmclaugh@sd69.bc.ca), or 
by phone at Ballenas Secondary (250-248-5721 ext. 2803). 

 

Thank you for taking the time to consider this professional opportunity. If you have any 
questions please feel free to contact me. 

 

Sincerely, 

 

Barbara McLaughlin 

Ballenas Secondary School 

Learning Support Teacher 
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Appendix B                            

      Covering Letter to Interested Teachers 

 

Secondary School Teachers 
School District 69 (Parksville-Qualicum) 
 
 
Dear Colleagues, 
 
Subject: Collaborative Coaching Study 
 
 
Thank you for choosing to participate in the Collaborative Coaching Study.  This project 
will begin September 2009 and will continue for approximately five months.   

The purpose of this study is to discover the reported effects of collaborative coaching on 
the professional learning and growth of secondary school teachers. During this time, you 
and your coaching partner will meet monthly to discuss a variety of topics of interest to 
both of you.  These may include, but are not limited to, current teaching pedagogy, 
effective strategies and current assessment and evaluation practices.  After each monthly 
meeting, you will be asked to complete a digital reflection log that will focus on your 
professional learning and growth.  The logs will be emailed to the author of this study by 
means of a pseudonym hotmail account that will be established with you at our 
September meeting.   

All information will be kept confidential.  You will choose a pseudonym that will be used 
throughout the study. All materials, if printed (reflection logs, correspondence, and 
surveys) will be kept in a locked box within a locked filing cabinet.  All research findings 
will be shared with you at the end of the study.   

Participation in this study is completely voluntary.  You may choose, at any time, to 
resign from the study.  

Thank you again for choosing to participate in this collaborative coaching study.     

 

 

Respectfully, 
 
 
 
Barbara McLaughlin 
Ballenas Secondary School 
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 Appendix C             

 
RESEARCH CONSENT FORM 

 
‘Collaborative Coaching and Secondary Teachers’ 

 
Barbara McLaughlin, Student 

Masters in Educational Leadership 
Vancouver Island University (VIU) 

bmclaugh@sd69.bc.ca  
250.248.5721 x2803 

Harry Janzen, Supervisor and Dean 
Faculty of Education  
Vancouver Island University (VIU) 
harry.janzen@viu.ca  
250.740.6220 

 
In addition to my role as an English and Learning Support Teacher with the Ballenas Secondary 
School, I am also a graduate student in the Masters of Educational Leadership at Vancouver 
Island University (VIU).  As part of my degree requirements, I am conducting a research study 
designed to investigate the effects of collaborative coaching on the professional learning and 
growth of secondary school teachers.  Collaborative coaching is about learning together. 
Collaborative coaches relate as partners in learning, not as experts or authorities, as they travel 
the learning journey together.  For the purpose of this study, the collaborative coaching 
experience will combine co-planning, co-teaching, co-assessing, and/or co-reflecting activities.  I 
would like to invite you to participate in this research. 
 
Upon your consent to participate, you will be paired with another participant.  Over a period of 
five (5) months, you and your coaching partner will be expected to meet monthly to discuss a 
variety of topics; for example, current teaching pedagogy, effective strategies and current 
research findings.  After each monthly meeting, you will be asked to complete a digital learning 
log.  In total, five (5) digital learning logs are expected.  At the end of the study, you will be 
asked to complete a brief survey concerning your personal experiences with collaborative 
coaching and its effects on your professional learning and growth.  You will also be asked for 
some non-identifiable demographic information. In total, participation in this study is expected to 
take approximately 7-10 hours of your time. The study will begin in September 2009 and will be 
completed in February 2010. 
 
There are no known harms associated with your participation in this research.  However, there are 
many potential benefits.  Peer coaching has been acknowledged as an important vehicle for 
promoting teacher collaboration in order to improve classroom instruction and to create a 
powerful learning environment for teachers’ professional learning and growth.  
 
All records of participation will be kept strictly confidential, such that only I and my supervisor 
will have access to the information.  Pseudonym hotmail accounts will be created by all 
participants to guard anonymity during submission of the digital reflection logs and the study end 
survey.  Data from the monthly digital reflection logs and the end of study survey will be kept 
electronically in the principal researcher's hotmail account.  If printed, the data will be stored in a 
locked box, which only the principal researcher will have access to.  Electronic data, such as 
digital reflection logs and surveys, will be kept for five years and then will be completely 
destroyed by erasure at the end of this time.  At the end of five years, all paper copies will be 
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destroyed by shredding.  No name or identifying information will appear anywhere in the final 
report or presentation.  
 
Your participation is completely voluntary.  You have the right to withdraw from the study at any 
time, without question or penalty. 
 
CONSENT 
I have read, and understand, the study information above.  I understand that I may ask questions, 
and have the right to withdraw from the study, at any time. 
 
 
____________________________________________ 
Signature of Participant 

 
____________________________________________ 
Date 

 
____________________________________________ 
Signature of Researcher 

 
____________________________________________ 
Date 
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Appendix D    

  Survey Questions:       

Thank you for making the time to complete the questions about your experience 

with collaborative coaching.  For each question place the appropriate number in the 

box to the right.  Any further comments will be very much appreciated –use as 

much space as you like!   

Collaborative Coaching Study 

Please return the completed survey by means of your pseudonym hotmail account to 

researcherbarb@hotmail.com 

 

1. Collaborative coaching enabled me to reflect more on my day to day teaching. 

. 

    1 Strongly Disagree    2  Disagree    3  Unsure    4   Agree    5  Strongly Agree        

 Comments: 

 

2. Collaborative coaching made me feel more confident in trying new teaching strategies. 

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

     

3. Collaborative coaching did not seem to help deepen my understanding of my teaching.  

       1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

4. Collaborative coaching enabled me to reflect more on my teaching competence. 

       1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

 

 

 

D 

D 

D 

D 
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5. Through collaborative coaching, I increased my capacity to successfully implement new  
    teaching strategies. 
 

     1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

6: Through collaborative coaching, I was able to learn more about and strengthen my practices in  
     student assessment and evaluation. 
 

     1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

7: Collaborative coaching increased the feeling that I was part of a learning community.  

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

8: My collaborative coaching practice helped me to be generally more self-reflective in my  
    teaching practice. 
 

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

9.  Through collaborative coaching process I became aware of new educational practices.  

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

10. Collaborative coaching helped me to feel less isolated from my colleagues. 

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

 

 

 

 

 

D 

D 

D 

D 

D 

D 
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11. Collaborative coaching did not help me to be more reflective in my teaching. 

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

12. Collaborative coaching helped to develop a supportive culture within my school

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

. 

Comments: 

13. Collaborative coaching helped to develop a supportive culture within my district

    1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

. 

Comments: 

14. The collaborative coaching process helped me to achieve my professional goals. 

   1 Strongly Disagree   2 Disagree     3 Unsure     4 Agree      5 Strongly Agree                

Comments: 

 

15.  Provide additional comments/reflections about the effects of collaborative  

       coaching on your professional learning and growth if you feel they have not been     

       addressed in the above questions.   

 

Thank you for making the time to complete this survey. Please return the completed survey by 

means of your pseudonym hotmail account to researcherbarb@hotmail.com 

 

 

 

 

 

 

 

 

D 

D 

D 

D 
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Appendix E 
 
 

 
Guiding Statements for Monthly Digital Reflection Learning Logs 

 
Please use the following guiding statements when writing your digital reflection log: 

 
• Significant event(s) for me this month were… 

• As a result of these events, I have learned… 
 
• I realize that I need to know more about… 

• I have noticed I am doing well with… 

• I am curious about … 

• Given what I know now, I would change … 

• My collaborative coaching partner has helped me to …. 

• Together with my collaborative coaching partner, we … 

 

The above statements are meant as a guide only.  Please feel free to report on any effects 

collaborative coaching has had on your professional learning and growth. 

Please send your monthly Reflection Learning Logs to researcherbarb@hotmail.com 
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