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The current student achievement gap can be attributed, in part, to the perceivedadnd actu
shortage of highly qualified principals prepared to be effective instructicadee (Kearney,
2010). Most school districts within do not offer consistent targeted professional degetopm
programs for mid-career principals that will develop principals’ skills enstipervision of
instruction. This qualitative Action Research study examines the inffaenhentor-coaching
strategies have on refining the instructional supervision skills of Develapidegcareer)

principals. Five Mentor Coach Principals used Blended Coaching strategiestir and coach



10 Developing Principals. Qualitative data collected from journals, intesyi@aus groups,
guestionnaires and open-ended surveys was used to measure the impact that Mehewr+@ah
on the Developing Principals when they worked with their teachers during pre ahespost
observation conferences. Mentor-coach and Developing principals perceivactitret
listening, asking probing questions, providing immediate actionable feedbaelchets,
following the conventions of the clinical supervision model, establishing a focusetbte
lesson observation, and developing trusting relationships are integral eddraeinig the
greatest impact on the supervision of instruction.

(Keywords: Mid-career principals; Principal professional development; Meoctaching

principals; instructional supervision ski)ls
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Chapter 1
Problem Statement

More than thirty years of evidence in the professional literatmenects student
achievement with the effectiveness of the school principal (Edmonds,. 17é)g, effective
principals have an enduring effect on the selection, growth and deweiopima school and its
faculty (Blasé & Blasé,1999; Heck , Larson, & Marcoulides, 1990; alFoundation, 2009).
The current student achievement gap can be attributed, in part, ferteved and actual
shortage of highly qualified principals prepared to be effectiveuctsbnal leaders (Kearney,
2010).

This study examines how Mentor-Coach Principals work with Developimgcipals
(mid-career) with three or more years of experience to becuoore effective instructional
leaders. Using the conceptual model developed in the 2010 West Ed kstaalggy 2010), the
Local District of H Superintendenidentified principals within the Local District who had not
reached proficient levels of performance in their roles. A adim and coaching model was
designed to train the Mentor-Coach Principals to guide Develdpimgipals toward building
the capacity to observe lessons with a specific instructional faedsenhance their ability to
provide reflective feedback to teachers during post-observations conferences.

In the state of California, only 10% of credentialed adminmstsaare willing to accept a
principal position (Darling Hammond & Orphanos, 2007). According to the samady, 90% of
all individuals with administrative credentials have determined thay do not want the

responsibility of the principalship. The 90% of credentialed adiriniss perceive that they

! From 2005-2012, The Angels of the Southland Unifsethool District was divided into eight Local Dists, of
which Local District H was one. The Local Distrggrved approximately 75,000 students in the Soaytaebea of
Los Angeles from Early Education through gradesn1P07 schools.



lack adequate preparation to be strong instructional leabersing Hammond & Orphanos,
2007).

There is also a pervasive sentiment among credentialed admangstiedt the principal’s
salary is not commensurate with the high personal demands andaimaitg of job (Levine,
2005; Brief, 2009). Another understated but well-known assumption about thipglship is
that much of what is learned about being a principal happens on thevgba considerable
amount of time. The complexity of responsibility and liability itenégo the position may be
additional contributing factors to discouraging some from seekingrtheipal position (Brief,
2009; Levine 2005; Darling Hammond & Orphanos, 2007).

Close examination of two recent studies conducted by the Waltaced&tion indicate a
loose coupling between and among institutions and programs responsil#it@ting, training
and preparing aspiring principals (Weick, 1976). In a nationwide sitigyincipal preparation
programs, Darling-Hammond, etal, 2010, concluded that most principal preparatiomsagea
designed in isolation of the practical experiences of school adratois. In most of the
nation’s programs, there is little articulation among schoolicistand credentialing programs
that recruit, train and hire school administrators. Even ikedsown or studied about the
sustained impact that principal in-service and professional devehbgms on the quality of
principal job performance (Darling-Hammond, et al, 2010).

The matriculation and preparation process of principals ésregf to in several articles as
the ‘principal preparation pipeline’ (Church, 2009, Darling Hammond 2010)arneg, 2010
clearly describes the principal preparation pipeline in teahdive conceptual stages of
development. The Aspiring Principal is the stage in which potentaidates for administration

are identified and recruited. = The Principal Candidate is thgesin which the candidate



receives preparation and licensing. The Novice Principdleisrtdividual new to the role that
begins when the principal assumes responsibility for his or her olagols The Developing
Principal is the stage when the principal has several yeaspefience and continues to grow
and develop in the role. The Expert Principal is identified astdge svhen principals are highly
accomplished in their practice (Kearney, 2010). Understanding theodeetal stages of
principal professional growth may be the first step toward focusptbvement in professional
experiences in the principal preparation and development pipeline.

According to a study conducted by Kelley and Peterson (2000), tharenisalignment
of principal preparation and development programs with what isdenesi best practice. More
specifically, principals need not only to be prepared for the mexhainithe role, but for how
they view themselves in the role (Blasé and Blasé 1998). The smhiocibal might best lead
from a “community view of leadership,” demonstrating the abilitiwtalk behind the ones who
are led”. Such leadership is accomplished through purposingntaiming harmony,
institutionalizing values, motivating, managing, explaining, enablingdevering, modeling,
and supervising (Sergiovanni, 1997). Emphasis on how to accomplish these leaderslapdskills
attitudes is lacking in most credentialing programs (Levine, 2B@&f, 2009; Fry, O'Neal, &
Bottoms; Lashway, 2003).

A problem of principal preparation, as described by Kelley and $eeteis termed,
‘program inertia’ (2000). The California State requirementsnrost administrative programs
are loosely formulated, meaning that the criteria for ceatibn programs require only
appropriately constructed and titled syllabi to be approved. Anptbblem identified in their
study of the principal preparation pipeline is that most natiodalirastrative credentialing

programs are within schools of education where there is more emmrasesearch issues in



education than on credentialing and administrative preparationefK&llPeterson 2000). In a
2005 report entitled “Educating School Leaders”, researchers exaaling the nation’s 1,206
schools of education. This study established nine criteria for évejuhe quality of school

leadership programs that included the credentialing programs’ifidénpurpose, curricular

coherence and balance, admissions, degrees, research, financessessinent. The report
concluded: “The findings of this report were very disappointing.lle@avely, educational

administration programs are the weakest of all programs ahdtien’s education schools”
(Levine, 2005; Brief, 2009).

In the same report, Levine noted that the curriculum in admimgratograms is not
closely monitored in most universities. It is common practice astraniversity credentialing
programs to hire adjunct professors to teach the credentialsgesla According to Kelley and
Peterson (2000), there is no fiscal advantage for the universitgftdhst credentialing classes
and administrative programs with tenured professors who mightwosigeoversee the program
for quality and consistency. The recent economic downturn in the natnoch California in
particular, has had an impact sustaining effective training lmodad development or
restructuring of new principal programs (Darling-Hammond & Orphanos, 2007).

As a result of such financial limitations, the primary responsildor preparing effective
principals will more increasingly rest on local school disdrictocal school agencies will have
to develop practical programs for principal preparation and continuwejagenent which equip
principals with knowledge, skills, behaviors and competencies reegess effectively lead
schools. Developing and mahreer principals need ongoing professional development to

sustain and support them throughout their tenure (Darling-Hammond, 2007).



Examination of in-service professional development for principaislades that in most
states and district®ngoing principal professional development is inconsistent, sponadinat
differentiated to meet specific issues faced by practipimgcipals. Little research has been
conducted on the effectiveness of principal development programs in tonntc principal
work performance (Darling-Hammond, 2010).

Most districts do not have such support in place. In the samarchseDarling
Hammond studied over one thousand principals in one hundred twenty principaiaposp
and in-service professional development programs. She found only eigmples in the
country that embodied the necessary elements of outstanding tréanipge-service and in-
service principals.

A myriad of skills, behaviors and competencies of principal &ffichave been identified
in numerous studies. In order to prioritize those essential prircopabetencies, we must first
examine those areas that have the greatest impact on studemeawmt. Seashore, Leithwood,

Wahlstrom and Anderson (2010) determined the most essential skdisde® principals’
efficacy are their abilities to establish an emotionalfg sahool culture, demonstrate and model
their own instructional skill set, provide teachers with focuseardeedback on lessons and best
practice (Seashore, Leithwood, Wahlstrom and Anderson, 2010). Thesesalli skill sets,
will be the center of my proposed Action Research Project.
Action Research Study

Local District H in the Angels of the Southland Unified School Mstoversees 107
schools in the communities of San Pedro, Wilmington, Lomita, Harbor Céyson, Gardena,
and parts of South Los Angeles. Within the past three years, L&tabDH has hired 21 new

principals. The Local Superintendent considers less than 15% of the experiencialgrin the



Local District to be considered Expert as defined in Kearney (20H3lf of those Expert
Principals will be eligible to retire within the next five ye& With the mounting pressures for
student performance accountability, the Local Superintendent ariddaturgent need to move
principals to a higher level of proficiency.

The concern is that if there is not a coherent, differentiated professional degetqpan
for principals that can support principal development over timegthell be few Expert
Principals in place who can mentor and coach Developing Principal&xpert-level
performance. My study specifically focuses on ten principalsoicalLDistrict H with three or
more years of experience as a principal who are consideredndhm developing stage of their
careers (Kearney 2010). Five Mentor-Coaches each worked witbaéwsoping Principals. The
Mentor-Coach Principal informally assessed strengths and wssdé® of the Developing
Principals to provide differentiated courses of action that leagntijerity of the Developing
Principals to stronger instructional supervisorial practices. oddgbbaches used Blended
Coaching strategies in authentic settings as Developing priacqmiducted pre and post
conferences with their teachers, who in turn, were able to enthlade same strategies when
working with their teachers.

Action Research Model

The Local District Superintendent Miguel Rodriguez was intervieteedscertain the
specific scope of the work and objectives for the Action Rekdmject, identifying outcomes
for Local District H.

The identified Mentor-Coach Principals from Local District reteived training on
mentor and coaching methods and strategies. Three key method¢tugrgsaring data from

classroom observations to the established standard of best practiodireg to the Teaching and

% This information was ascertained from an intervieith Local District Superintendent Miguel Rodrigu&10.



Learning Frameworkprescribe teachir behaviors and conducting instructionally focu
conversations) were infused with the identifiedtenin delivered to the Developing Princip:

Journals, interviews, focus groups, o-ended surveys and case studies documente
interactions of Mentooach Principals as they coached and mentored O@wegl Principals ir
Local District H.

This Action Research Study was selected in ordebriog attention to the problen
addressed in this study and to view them throudana grounded in professionliterature,
focused on a recursive process, that ultimatelg pathe design of a systematic interventi
Throughout the course of the study, the analysishef process and outcomes informed
design of a differentiated professional developnmatld for principals. The Action Resear

Cycle to plan, act, observe and reflect most appatgly fit this study.

DIAGNOSING
Indentfying ar
j defining a problem \
SPECIFYIMG ACTIEN
LEARMING FPLANNING
o Considaring
Indentifying general altermative courses
findings of action
EVALUATING TAKING ACTION

Stud ying the <::| Selecting a course
of action

consequences of an
action

2 1- Action Research Model (Susman 1983)

Based on the qualitative data from this processetaof recommendations incluc

instructional methodologies to use when mentorimg) @aching Developing Principals in urk



elementary schools, with a specific focus on comparing classroomvatises to a standard of

best practice according to the Teaching and Learning Framework and aogduct

instructionally focused feedback conversations. Recommendations tfi@nAction
Research Project lead to a proposed continuum of ongoing proféssemetopment modules
aligning the reported outcomes from the study with the CaldoRrofessional Standards for

Educational Leaderand the ASUSD Teaching and Learning Framevidtkameworks

Research Questions
1. According to Developing principals, what impact if any, do Mentor-coach principals,
have in assisting Developing principals refine their skills observing itistny@roviding

substantive feedback to teachers and conducting pre and post observation cofiferences

2. According to Mentor-coaches and Developing principals, what content, methods, and
activities were effective or ineffective in the mentor coaching psdcdsow are their
perspectives similar or different?
Methodology

Information from this Action Research study was taken from tvewmg of volunteer
elementary and secondary principals in Local District Hhforination from the two groups was
obtained through journals, interviews and focus groups. Based on thendatapat from
interviews and focus groups, a differentiated professional developnantyals designed for

Developing Principals with the support of the Mentor-Coach Principals.

3 A complete version of the CPSELs can be refereircéie Appendices
* See Appendix 2



The goal for the Mentor-Coach Principals was to assist thel@®rg Principals in their
ability to demonstrate and model their own instructional skillaset provide teachers with

focused clear feedback on lessons during pre- and post-lesson observation canference

The outcome for this work is to design a set of learning expsse coaching and
Mentor-Coaching points and techniques to be used with Developing Printmpahcourage and
create the conditions for Developing Principals to strengthenifispskills as instructional

leaders.

A report of findings was provided to the Local District H Supendent and the ASUSD
Office of Talent Management, outlining the findings and recommendatornsext steps for
differentiated professional development for Local District H and other ASpiicipals.
Future Impact

The objective of the professional development design will be to proulbstastive,
coherent professional development experiences with Developingdais@n Local District H.
Differentiated professional development experiences will suppa@lBging Principals in areas
targeted to enhance key behaviors linked to effective leadership.molisl may also serve to
inform the larger educational community on best practice in ongmoigssional development

for principals.



Chapter 2
Literature Synthesis

Introduction
“The demand of the job (the principalship) far exceeds the capakityost people”

(Darling-Hammond, 2010).

One of the keys to sustained student achievement rests on the pederof the site
principal (Fullan, 2003; Fullan & Hargreaves, 1991). An effectivecpal possesses a wide
range of professional skills and personal qualities to be able ébtheeneeds and concerns of
many people, all at once, on a daily basis (Darling-Hammond, 2Q1@gslIbeen claimed that
there is a shortage of qualified school site administrators i€gar2010). Because of the
personal and professional demands intrinsic to the principalship, 0%y of certified
administrators nationwide are willing to take on the job (L. bgriHammond & Orphanos,
2007; Kearney, 2010). In order to address the shortage as well effettteveness of qualified
principals, there needs to be a closer examination of the waysich principals are supported
and assisted in their professional growth as they serve in our nation’s schools.

This literature synthesis examines the effective stragefpe assisting principals to
become successful instructional leaders. Specific focus is gpvatentifying the barriers that
inhibit principals from reaching the highly effective level offpemance according to the 2010
West Ed model. Also included is an examination of researcledelatboth state and national
standards for school leaders and current principal in-servicesprof@l development models. |
specifically focus on the Blended Coaching model.

The final part of the literature synthesis addresses thredneofrmtore fundamental

instructional leadership practices identified as having thatggeimpact on improving teaching

10



behaviors (Acheson & Gall, 2003; Wilmore, 2007). The literature ree@encludes with how
these various areas within the professional literature can positivelytistpdent achievement.
Theoretical Framework

“Learning is a lifelong expression of our wonder and worth” Roland Barth.

The Learning Leader in a community of learners

School is a community of learners, starting with the princkachool is a place where
everyone is teaching and everyone is learning. The princifzallsetone and is part of all of the
learning in the school (Barth, 1986, Mar). The principal is the heaérnead the head learner.
The one who promotes a shared vision of achievement and protects tlenmewt, which
makes it possible for learning to occur (J Blase & Blase, 199& Het al., 1990). The principal
prioritizes learning by leading and participating in learnirgegiences with the faculty (Barth,
1990). The principal leads learning by example when planning and rdediviastruction to
teachers, students and parents. They are the vision-keeper otdngards of teaching and
learning in the school through monitoring the quality of the instrudtipragram and student
progress (J & Blase & Blase, 1999; R DuFour, 1999; R DuFour & Eaker, H2@&ger &
Murphy, 1987).

The Role of the Principal

There is overwhelming evidence that student achievement and the osgoa&ss of a
school is directly related to how principals of schools perform thaes (Fullan, 2001;
Johnston, Walker, & Levine, 2010; SouthernRegionalEducationBoard, 2003). The
responsibilities of principals in the 2Tentury have grown in size, proportion and complexity

from the earliest days of public schooling. Over the course ofa@ddethe responsibilities of the

11



principal have moved from primarily management to a role that icosoplex, that it
“...surpasses the capacity of most people” (Darling-Hammond, 2010).
Historic Role of the Principalship

From the earliest part of the 2@entury until the 1960s, the role of the principal was
managerial by definition. Principals spent little time monitorihg instructional program and
attended primarily to the operational and administrative oversigktteoSchool. During the
1960s, as schools received federal dollars to insure instructional equggor and urban
schools, principals were held increasingly accountable for monitagagemic programs and
student learning outcomes (Hallinger, 1992). In 1979, the seminal afdhle Ron Edmonds
identified strong instructional leadership as the key elemensdariag excellence within our
nations’ schools (Edmonds, 1979).

By the mid-1980s, integrating the charge from Ron Edmonds with igéfesthools
reform movement theory, Leithwood and Montgomery designed an eanigeptual model
identifying levels of principal performance. The model wasidinnentary rubric identifying
specific principal behaviors along a continuum, which ranged fromsioleeel of principal
performance, “The Administrator”, to the highest level, “Thet&yatic Problem Solver”. At
the highest level of principal performance was a complex profile of pahlsghaviors and skills
including,

“... building and maintaining interpersonal relationships with and motigagtaff, goal setting,
planning and program development and decision making” (K. Leithwood & ddorry,

1986). Roland Barth, founding director of the Principals' Center atarthtUniversity, called
for principals to be “...Learning Leaders”, introducing into the @sefonal vernacular the

concept of “...[tlhe school becoming a community of learners” (Barth, 1987, 1990).

12



By the late 1990s, an important element added to the role of prineisalhat of being
transformational leaders and agents of change. Accordingllindéa, transformational leaders
in schools were to be able to:

“...convert followers to disciples; they develop followers into leaders.

They elevate the concerns of followers on Maslow’s need hierarchy from foeeds
safety and security to needs for achievement and self-aetii@tz increase their
awareness and consciousness of what is really important, and hwwetd go
beyond their own self-interest for the good of the larger entities to vilmghbelong.
The transforming leader provides followers with a cause around whegh can

rally” (Hallinger, 1992).

Such a call to becoming agents of change was compelling for ethrpators and daunting for
others to move into the role of the principalship. The function of betr@naformational leader
in conjunction with that of an instructional leader added yet another ¢d personal skills and
responsibility to the overburdened role of principal.
Contemporary Role of the Principal

Moving into the 21 Century, state and national professional leadership standardfy speci
the need for principals to possess an amalgam of skills, behavioetbiitids to perform the
tasks related to managing, leading and transforming schools te stsulent academic success.
Effective principals must demonstrate managerial, organizatiandl leadership abilities,
expertise in written, oral and interpersonal communication skillshayiddegrees of emotional
and intellectual acumen to approach the constant demand for problem s@ariag-

Hammond, 2010; Ubben & Hughes, 1994). A principal functions as familigatd trainer,
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coordinates resources, advocates for the students, teacherseadd &t the overall needs of the
school community (Morris, 1999).
Effective Principal Leadership
Building and Sustaining Trusting Relationships through Collaboration

The ability to build and sustain trusting relationships between mot@teachers, staff,
parents, district support personnel and community members is elssentie principalship
Blase & Blase, 1999; Marks & Printy, 2003). Effective princigadasistently demonstrate their
ability to cultivate and maintain relationships which promote colktimm and communities of
learning as evidenced by praising teachers for their work (Blas@€B1999), encouraging and
modeling reflective discussions between and among teachers @l&asé, 1999; Marks,
2003) and working closely with teachers to transform teaching andrgaK. A. Leithwood,
2005). In 2004, Steven Dinham studied 50 sites identified as having outgtestddent
outcomes in New South Wales Australian Middle Schools. Qualitaigthods including
observation, teacher, student and administrator interviews and groupsstiss with various
stakeholders were used in this study. The study found that higbrmerf schools had
outstanding principals who were adept in building high-level integmed relationships,
garnering the trust and respect of most, if not all, of th@mstituency. Those same principals
were identified as having skill and capacity to act from a philosophy of sdezatar, thus being
able to lead and establish collaborative school cultures (Dinham, 2004)foundation of this
Action Research Study is designed with an inter-dependent and cdiladoedationship model

at its core.
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Building the Capacity of Teachers

Another consistently identified characteristic of effective @pals is their willingness
and ability to build the professional capacity of teachers aftlwgithin a collaborative school
culture. The studies examined indicate that effective principaisritized the use of
professional development to refine teachers’ instructional pra¢Btasé & Blasé, 1999;
Dinham, 2003; Leithwood, 2005). Related studies identified effective palscprioritizing and
monitoring a coherent curriculum and instructional program (Peterson,.2008jstanding
principals seek to empower and support teachers in attaining akdl&nowledge to enhance
their teaching craft (Barth, 2001; Dinham, 2004). They coached thathers and they
encouraged collaborative, distributed school leadership and shared in reifeasio enhance
teacher leadership capacity (Dinham, 2004; Leithwood, 2005). In their 1999 &lasé and
Blasé developed an instrument of open-ended questions to ask 809 dufittitic school K-12
teachers to describe the behaviors of principals who they felt paditave impact building the
capacity of teachers. The responses about effective prinoptis 809 teachers fell into two
categories. Effective principals talked to teachers to promeitective teacher practice and
promoted professional growth of teachers. This was evidenced by principalsngoligkning,
conducting coaching and reflective conferences with teachers andraged teachers to study
teaching and learning. Building the capacity of the teachiafj kstd schools to a common

purpose and commitment (Barth, 1990; Leithwood, 2005; Lindahl, 2008).

Keeper of the Shared Vision
Four of the five studies used to identify the key characteridéosonstrated by effective
principals addressed the issue of the principal facilitating thelgl@ment and promotion of a

shared vision and sense of purpose between and among all stakeholder Jroeidsdings
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indicate that effective principals lead consistently by promadirfgcused vision with specific
outcomes for student achievement embodying high expectations for eatlbens of the
community (Marks, 2003; Dinham, 2004; Leithwood, 2005; Nettles & Herrington, 207)e
each study references the principal as the keeper of thedshai@n, specific nuances of the
skills required of the principal are worth noting. Successful graigiin high performing
schools operate from a shared vision, mission and goals with ttengataff (Marks, 2003).
Effective principals of high performing schools have to promote collaboratiohatrdssommon
purpose, involving the teachers, in particular, in the development ofredstigion, mission,
goals in a community of learning (Dinham, 2004; R DuFour & Eaker, 1988t successful
principals begin their work establishing a compelling sense of putppskeveloping a shared
vision of the future with all stakeholder groups (DuFour, 1999; R Du&ddaker, 1998; K.
Leithwood & Jantzi, 2008).

Efficacy of principals is also measured according to ledmlerstyle. When principals act
as the transformational leaders they focus on the improvementoblsculture. That work
begins with developing shared vision, mission and purpose with all stakehgrioleps.
Establishing a vision and mission from the outset of a principatsre in school is essential to
being an effective school leader (DuFour & Eaker, 1998; Marzano, Wétéis Nulty, 2005;
Nettles & Herrington, 2007). All of the identified national astdte standards have embedded in
them the need for the principal to be the leader and keeper afitbel-svide vision (Academy,

2004; Kearney, 2003a; Melmer, Burnmaster, James, & Wilhoit, 2008).

Encourage and Promote Change When Necessary
Change in education is inevitable. The foundation of the educationahsistuilt on

what students should know, be able to do and what is the developmeppalpréate way to
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deliver concepts and skills. As society and technology advancdsgsavhat students need to
know to be viable in society. Schools and the principals who lead theshba willing and
capable of promoting change in the schools and classrooms.

Effectual principals lead in restructuring the organization targnsest practice in
teaching and learning. Principals do so by encouraging, moaelshgupporting organizational
changes or changes in curriculum necessary to enhance student raehie(Blasé & Blase,
1999;Hallinger, 2003). To lead change requires foresight and courage (S20i@). Those
skills can be taught and coached. Leading change will be enmtbadte work done with the
Mentor-Coach and Developing Principals.

Changing Structures in the Organization

Structural changes within a school also take place in the fornmswibdited leadership.
Effective principals often lead in the change processes, whightbiedstablish and encourage
them as true instructional leaders among their teachings qfslfirks, 2003; Dinham, 2004).
Outstanding principals in high performing schools demonstrate wilisg)to change and create
structures which promote teacher collaboration and shared deciskamgnveith parents and
community (Blasé &Blasé, 1999; Leithwood, 2005). In all studies citedptpactful principal

is willing to be the catalyst for the changes in the organization.

Data- Driven Shared Decision-Making

Outstanding principals consult multiple sources of data to inforoisides regarding
curriculum, instruction and matters of school governance (Blaséa&eBI1999; Marks, 2003
and Nettles, 2007). Strong principals pose questions and study problemsedheto gind
solutions utilizing data. They use data to inform professional develdagmagrams for teachers

in their schools (Blasé & Blasé, 1999). Successful principals censistuse data to monitor
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school progress by visiting classrooms and paying attention tonstpdeformance in their
schools (Nettles, 2007). The use of data is a powerful stratetfyef@rincipal to assist teachers
and other members of the learning community in objectively exagand finding solutions for
complex learning problems. In a learning environment, data canstohsiarious types of
information gathered from observations in classrooms of students acitets, student work
produced from commonly planned assignments, or memos and policies develapexthnol
site governing body. This study will combine various data sourdse used to build and

develop the relationship between the Mentor-Coach Principal and the Developing Rrincipa

Skills and abilities needed to demonstrate effective school sigabership

The Interstate School Leaders Licensure Consortium (ISLLC, 18@6gloped a set of
standards for public school administrators. The intent for devedpe standards was to ‘raise
the bar for administrators in public school. One year later ThéoNal Association of
Elementary Principals outlined the proficiencies necessargffective school leadership. They
include: leadership, communication, individual and group supervision, assessment
organizational, fiscal and political management. Within thosegoags, specific skills such as
creative and critical problem solving, moral and ethical decisiaking and high-level
interpersonal skills are essential in performing the duties of pifrecipalship (Principal
Proficiencies, 1997). Over the following decade, a few statekiding Ohio and Arizona,
developed principal proficiency standards. California is one suth Iséaing developed the
California Professional Standards for School Leaders (CPSEUse of the CPSELs in pre-

service administrative preparation programs has been consibteaghout the State. In a

® A complete version of the ISSLCs can be referergedppendix 1
® A complete version of the California Professiogtdndards for Leaders can be referenced in Appéndi
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comprehensive study of principal preparation programs, only eight ierttiee nation were
identified as effective, standard-based preparation programs.
This Action Research Project used CPSELs as the basis fosqoofal development

coaching models.
Principal Preparation Programs

Various studies over the past decade conducted on principal preparagoanms nationally
indicate that principal preparation programs, in general, are not adlggpeeparing principals
for their role (L Darling Hammond, LaPointe, Meyerson, Orr, & Cohen, 2@¥4Hing-

Hammond, 2010; Digests,2003; Hess & Kelly, 2005).
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Figure 2- Various Roles and Responsibilities of thBrincipal



In 2007, Linda Darling Hammond conducted a study to address key issilesslanship
development in the state of California. The study surveyed 1,086 @isciptionwide and 189
California principals in order to compare administrative program<California to those
nationwide. The research demonstrated that California principaks less likely to feel as
confident in their preparedness compared to their national peele iaréas of curriculum
development, design of staff development responsive to the needg staffedecision-making
processes, expectations of changed leadership and changed relatioviihigemmunities
(Darling- Hammond et al 2007). Additionally, California principaksrevthe least likely to find
or make time to use data to make school-wide decisions, work withyfan changing teaching
methods, or providing instructional feedback to teachers (Darlimgaitand et al 2007). In
comparing the skills and proficiencies necessary for effesttv®ol leadership and those key
elements of current administrative programs, it is noted thatexiperiences necessary for
effective principal performance in a school environment are notldtangs into principal
administrative preparation programs. Graduate education adntiaestpaograms overall have
little demonstrated impact on school effectiveness or student aomen (Digests, 2003;
Levine,2005 ; Hess & Kelly, 2005;Darling-Hammond, 2010).

Within the state of California, administrators receive theitentials in a two-tiered systém
Once principals obtain the credential at the second tier, theme irther requirement of
California principals to continue in their professional development @rliig-Hammond &

Orphanos, 2007).

" The California Commission on Teacher Credentia{@§TC) requires two levels of Administrative Sees
Credential: The Preliminary Administrative Servi¢&ger I) Credential and the Professional Admirastre
Services (Tier IlI) Credential. Upon the completadrTier |, students who are not yet employed in Adstration
can apply for the Certificate of Eligibility. Thegrtificate authorizes them for employment in adstiation. Upon
initial employment in an administrative positiohetcertificate holder will be eligible to apply fibre Preliminary
Administrative Services Credential, which is vdtd five years. The completion of a Professionah#wistrative
Services Credential program is required withinftre five years of employment as an Administrator.
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The Conceptual Framework for Principal Career Stages

As an outgrowth of the 2006 Integrated Leadership Development inifiatinember of
public and private education institutions collaborated to address thiicsigt problems in
school leadership. Prior to this report, the State of Califormibfbcused little attention to the
relationship of strong school leadership and its impact on student avkietve he 2010 report,
Effective Principals for California Schools: Building a Coherent LeddpradDevelopment
System(Kearney, 2010), funded by West-Ed and Wallace Foundation produced af s
recommendations for the Governor and State Superintendent of Publici&ududhe report
presents a conceptual framework for addressing the need tinexiasues directly related to the
clearly defined career stages of California’s principalfie §oal for defining the career stages
stems from the need to better support differentiated approachesféssional development for
principals. The continuum also serves to better identify gaps iprithapal preparation pipeline
(Kearney, 2010). The career stages will be referred to throudhiswdttidy with a specific focus
on the “Developing Principal” and the “Expert Principal”.

The Aspiring Principalis the current exemplary teacher-leader to be activelyited
and persuaded to become administrators.

The Principal Candidatis the second principal career stage of preparation antbiige
By the conclusion of the second stage, candidates should be at arheeakrwith adequate
preparation and expertise, a Tier 1 credential and some technical knowledge wicipalphip.

The Novice Principak the induction stage, the beginning for first-time principals. A
novice is assisted as a beginning principal for the first two years ofittogopiship.

The Developing Principais the phase of continuous professional and personal

improvement. This phase of principalship is designated as that stage itragng and honing
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skills and proficiencies of the job. According to Kearney’'s conadpiodel, this career stage
begins in year 3 of the principalship.

The Expert Principat the career stage of the principalship reserved for thasegals
who have successfully lead schools to higher levels of student atieetze Expert principals

are capable as innovators, trainers and supporters of teachers and othsalgrinci

Characteristics of a Quality Principal Professional Development ProgramThe Content

Although little has been written in peer-reviewed articles oneggibnal development
for principals, there are commonalities among what has been documditedteady increase
in the scope of responsibilities and nature of the principalship n@tessongoing professional
development (Darling-Hammond, 2010). Quality indicators for principafepsional
development show that learning experiences for both novice and continuicigads need to be
long term and carefully planned, job embedded and focused on student ou{Batezson,
2002; Waters, Marzano, & McNulty, 2003) .

Learning experiences among principals must inculcate adingigsion, vision, values,
goals to promote collegiality with opportunities to network and colktleoon shared problems
(Barth, 1986, Mar; Peterson, 2002). The learning environment for princhpalédsconsistently
support leading their constituencies toward a continuous school improvenuelg using
developmentally appropriate instructional strategies and incorpteatmology. Professional
development for principals must build a sense of community amoigagaks and emphasize
the ongoing development of interpersonal skills (Barth, 1986, Marailirig Hammond, et al.,

2007; Peterson, 2002).

& A complete version of the Kearney’s conceptual nhada be referenced in this document-Appendix 5
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All principal learning experiences should be consistently alignétl wrofessional
leadership standards embedded as a set of skills within in a mempa(Kelley & Peterson,
2002; Senge, 1990). The goal is to insure that principals continually wardeisow their
learnings are related to the outcomes of leadership standarash¢8e Louis, Leithwood,
Wahlstrom, & Anderson, 2010) and identified dimensions of effective Helaige practice
(Waters, et al., 2003). In the 2003 West Ed Report, Kearney dectedtthe ISSLC standards
to create a description of each standard along a continuum of @nafici One of its intended
uses is to provide principals a tool for “continued self-reflection gmal setting” (Kearney,
2003b).

Differentiated Principal Professional Development

Professional development by career stages (Peterson, 2002) has been a msted fygge
scholars such as Peterson, Melmer, Kearney and Darling-Hamasonest practice for over a
decade. Darling-Hammond asserts, “Beyond the initial years;ifeals need to develop more
sophisticated skills that require differentiated approaches tegsiohal development...as well
as the school context in which they work, different principals needréift kinds of support”
(Darling-Hammond, 2010). According to Roland Barth, the principal nibesta learner
throughout the course of his/ her tenure as a school leader (Barth, K8&8f)ey’s conceptual
model demonstrates that what the Novice, Developing or Expert ptimapd to know and are
able to do are different by definition. This study will demonstrdte importance of
differentiated learning for the Developing Principal and that of Expert Mentor-Coach

Principal.
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Characteristics of Quality Principal Professional Development: The Minodology

There is little in the professional research related to uradlisig how principals best
learn and internalize what it takes to be an effective ledleen factoring in the complexities
of a principals’ role, consideration should be given to adult learnyigsstSuch examination
serves to better understand the approach by which principals beskrgavledge of skills
necessary for effective school leadership.

Twenty-first century principals leading in urban settings needearly focused lens
through which to examine cultural proficiency. Principals living avorking among cultures
other than their own need to demonstrate both political correctness and stront) laomtdedge
of their students’ diverse cultural backgrounds (Lindsay, Robbins, &e2003). Absence of
this skill and unwillingness to talk honestly about issues of raass eind equity has contributed
to the growing achievement gap in our nation’s schools (Lindsay,.e2@03; Lindsey,
Jungwirth, Pahl, & Lindsay, 2009; Love, 2009).

The examination of the characteristics of emotional igetice is another essential topic
for consideration in the methodology of principal leadership. Most ofvtit& of the principal
is embedded in the development and maintenance of personal relasofi2bom, 2005). This
requires a deep understanding of inter-personal dynamics, relationddipdand the capacity
for personal reflection (Goleman, Boyatzis, & McGee, 2002).

Adult Learning

Theory of adult learning is designed around a conceptual modelnoiddy ancient and
modern philosophy, education and psychology. Adult learning theory ales$sx premises.
Adults as learners have an independent, self-concept and can dinrecwhdearning. Life

experiences for the adult learner serve as a resourcheiori¢arning. The needs of the adult
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learner are closely related to their social roles and avelgn-centered in nature. The adult
learner is most interested in immediate application of knowleaigeis motivated to learn by
internal rather than external factors (Freire, 1970; Knowles,oHpo& Swanson, 1998). The
adult learning theory will be an integral part of the standardeeébaurriculum design for the
Mentor-Coach Principals to use with the Developing Principals in this study.
Emotional Intelligence

The responsibility for developing and sustaining a healthy schomireulests with the
principal. There are numerous studies that prove the relationshyedreta healthy school
culture and student achievement. At the core of the school cultilme é@monstrated leadership
ability and emotional acumen of the school principal (Eastwood & Ke2085). In order to
effectively nurture a school’s culture, the principal must be &blorchestrate and tend to the
constellation of relationships between and among all of the membéne school community
(Sergiovanni, 1997). Influenced by the work of Howard Gardner's motflemultiple
intelligences, Goleman defines emotional intelligence as fegperdeived ability, to identify,
assess, and manage the emotions of one's self, of others, and of @Bolgrean, 1995).
Managing one’s own and others’ emotions is part of how principaégeciand sustain a positive
school culture (Goleman, et al., 2002). Strong principals have to learnthavavigate
confrontation with an even temperament, using appropriate verbal and lvalngeynals.
Principals have to exercise good judgment in times of higessaed emotional crisis. These
difficult skills require practice and expert guidance, which will be efded in the work done by

the Mentor-Coach Principal in this study.
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Temperament Types

Carl Jung first determined that individuals all possessed unique ramget types.
Myers and Briggs extended Jung's work by identifying temperamneithin four defined
dichotomies. They used letters to assign the dichotomies, Introvéy&atroversion(E);
Sensing(S) /Intuition(N); Thinking (T)/Feeling (F); Jugding(/Beyceiving (P). (Myers and
Myers 1980). Their work expanded to the formation of The Myers-Briggs Type todica

This assessment is composed of questions based on personal prefe@moe scored, a
temperament type is assigned from each of the four dichotomiesringndes different
temperament types. In 1984 Keirsey and Bates aligned the tamgrdr types with various
occupations. According to Keirsey and Bates, 56% of school persoen8lJaemperament
types. 36% of school personnel are NF temperament types (Keirsey and Bates 1984).

The Sensing Judge- (SJ)

Those with a preference for Sensing take in information throughfivesisenses focusing
on the basic, specific, factual fundamentals. In education settiadsJ will not feel the need to
defend their position and will be surprised or insulted when quedtidimeir truths are the truth
from their point of view, that the fundamentals should be emphasizghools and curriculum.
The SJ is more traditional in their approach to teaching andrapgebelieving more that they
are the authority from which others learn.

The Intuitive Feeler- (NF)
NFs are individuals who focus on the big picture and look for underiyigmning. They place
emphasis on personal values and personal ndads school setting, the NF is very outspoken.

They believe in a search for self and do not shy away from defgiiak right to do so (Keirsey
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and Bates 1984). As teachers and leaders, they are charismatenamatted to the belief that
school is in existence to develop and empower others through social interaction.
Leadership Coaching for Principal Development

Coaching is a technique of professional development, which provideagats with
opportunities to grow and reflect in the context of a trusting paationship. Coaching has
been identified as a powerful and profound component of professionethgiar both teachers
and principals.

Successful schools and the people in them are regularly engagesarsations about
teaching and learning (Saphier, King, & D'Auria, 2006). At thghést end of the learning
continuum within a school community is the principal demonstrating rttpgadt of being a
learner (Barth, 2001), while leading a school.

Although there are numerous coaching professional development ie-sergtels
identified for novice level principals, few coaching models have Ibamtified for principals
past the second year of the principalship. The complexities of dlee imtrinsic to the
principalship warrant specialized forms of professional support for th&hNovice and the
Developing Principal (Bloom, 2005; L. Darling-Hammond & Orphanos, 2007;nega2010).

According to Darling-Hammond:

“Principals we interviewed who had participated in innovative mise activities
credited regular principals’ meetings through conferences, netwanrllsstudy groups, as
well as their experience of Mentor-coaching or coaching, witpirge them institute
instructional leadership and school improvement according to theirictisstr

expectations” (L Darling Hammond, et al., 2007).
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Unlike training, coaching provides learning in ttantext of a one to one relationship
which the coach can assist the Developing Principabketting goals to improve contel
knowledge and develop professional and personb$.skihe coaching model provides ongo
feedback tailored to the needs of the DevelopimgcRral.

Blended Coaching

A unique approach to coaching school leaders dpedlasan outgrowth of trainin
Novice Principals in the New Teacher Center at ¥rsity of California Santa Cruz. Working
collaboration with the Association of Californial®ol Administrators, a coaching model v
designed to enhance professional develmt for school leaders. The professional developr
program entitled Coaching Leaders to Attain Studntcess (CLASS) began implementatio
2003. Using many of the same proven constructshasBeginning Teachers Support ¢
Assessment (BTSA) progranBlended Coaching combines 5 strategies of cogdhnito one

model to provide support to both new and veteramcgpals; each strategy is situat-specific.

BLENDED COACHING STRATEGIES

Figure 3- Mobius Strip of Blended Coaching

The model forBlended Coaching is represented on what is terrsea slobius stri® (Bloom,
2005; Bloom, Castagna, & Warren, 2C.

By representing the Blended Coaching model in the&nner, the designers of t

° See Figure 3 (Bloom, 2005)
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conceptual model demonstrate the recursive and fluid nature of coachingiestate

The Mobius strip of this coaching model illustrates that Blendedching has two
purposes. Blended Coaching provides the Developing Principal feedbacktladdutays of
doing”, or the instructional side of coaching, on the left siddh@®imodel. The “ways of being”,
or the facilitative, is represented on the right side of the mobtleé Mobius strip is illustrative
of the Blended Coaching model as non-linear and recursive in nature.

Developers of this coaching model posit that there are variauatisits in which the
coach provides growth opportunities for the Developing Principal. So@ehimg support will
be done through questioning and self-reflection.  Other coaching suplp@ome from direct
teaching and guidance. Both are equally beneficial to the &gl Principal. The power of
this model rests in the coach’s ability to develop trust, théyatml listen carefully and ascertain
which strategies are most appropriate in any given situation.

Facilitative Coaching

The goal of facilitative coaching is to build upon the Developinghdijpal’s prior
knowledge and beliefs, to bring the Developing Principal to a new séillsf and beliefs about
their practice. The Mentor-Coach Principal will observe, listed pose questions for self-
reflection (Bloom, et al., 2003).

Instructional Coaching

Instructional coaching is a strategy used by the Ment@aclRdPrincipal to instruct,
model, share, explain or directly guide the Developing Principal m learning. Prior to
employing this strategy, the Mentor-Coach Principal must laskDeveloping Principal if they
want the information and then uses the appropriate strategynt@y the information needed.

The Mentor-Coach Principal may instruct the Developing Prih@pacontent, procedure or
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both (Bloom, 2005).

Collaborative Coaching

Collaborative coaching requires that the Mentor-Coach Principal wath the
Developing Principal behind the scenes on a project or activity, thétlgoal of assisting the
Developing Principal to execute the plan. The Mentor-Coach hadathéiarity of the
circumstances and/or problem to assist the Developing Principal. Mérgor-Coach and
Developing Principal collaborate on forming a plan of action basetdeomtormation provided
by the Developing Coach. The Mentor-Coach then guides the Devepirgypal on how to
effectively deliver the plan to their constituency with what Bldenms as “positional authority”

(Bloom, Danilovich, & Fogel, 2005).

Consultive Coaching

The Developing Principal enlists the support of the Mentor-Coadaitipal to gather
information, data and supply important strategies or plans of aggarding a specific task or
problem. Consultant coaching serves as a reference and resouttoe Beveloping Principal
but does not have accountability to the Mentor-Coach Principal to act tbpoimformation
(Bloom, 2005). The consultive coaching aspect of the Blended Coaclodel mill not be a
strategy incorporated into this Action Research Study.

Transformational Coaching

This strategy within the Blended Coaching Model is set apart the other four. Its goal
is to promote a change in interpersonal skills. To do this work, thokd€oach must have a
belief that behavior is not fixed and new behavior can be lea8tatttured after the work of
Robert Hargrove, the Blended Coaching model couches transformationalngpachéerms of

“triple-loop learning”. According to Bloom:
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“We gain new knowledge, skills or ways of acting in incremental steps. As waenqee
success with these new ways of doing things, we being to change our way of thirking
imagine a new context for these incremental changes and wetbegframe our sense
of possibilities. As our new knowledge, skills and ways of adtEexpme transparent to
us- integral to who we are and as we see the world differentlydearning is fully
integrated. We are transforme@loom, 2005).

The Mobius strip model is again useful in conveying this concept. Omgtrectional
side of the strip is where the single-loop learning resides. th& individual moves to the
facilitative side of the model, as they self-reflect, theywento the double-loop learning. Once
the learner internalizes and synthesizes the understandingneath behaviors, they have
integrated to transformation, which is the triple-loop learning. Mbbkius strip reminds us that
this transformational process is recursive and fluid. According to Peter, 8@isgaodel can be

generalized to organizational transformation as well (Senge, 1990).

The Need for Action Research Project Action Researadtlefinedby Geoffrey Mills is

described as

...... “any systematic inquiry conducted by teacher researchersipals, school
counselors, or other stakeholders in the teaching/learning environmentather g
information about the ways that their particular schools operate,Heyteach, and how
well their students learn. This information is gathered withgtheds of gaining insight,
developing reflective practice, effecting positive changes indhed environment (and
on educational practices in general), and improving student outcardethe lives of

those involved” (Mills, 2000).
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The purpose of this study will be to examine the role that a Blgr@oaching strategy
can play in the work between a Mentor-Coach Principal and a @@rgl Principal. The goal
will be to replicate the findings in order to refine professiodavelopment activities for
principals. Conducting this study as an action research projegbrathote a deeper level of
reflection for participants in the study, will promote the impar&aof career-long improvement
and promote a keener sense of problem solving among study parti¢ipabtrling Hammond
& Snyder, 2000). This Action Research Project will serve to imfpractice and promote deeper
levels of reflection among the principals in Local Districahtl those who coach and supervise
them.

The findings that come from this project could potentially makeexdled change the way
that principals are trained during their tenure. A changprimcipal quality could have an

impact on hundreds of teachers and thousands of students.
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Chapter 3
Research Design

Introduction

In Chapters One and Two, | outlined the problem that exists in tbiesgronal
development pipeline for our nation’s principals in K-12 schools. Only 1 e credentialed
administrators in the state of California seek the principalshiipe majority of those who are
currently serving as principals in our nation’s public schoolkthed they are not fully prepared
for all of the responsibilities of the position (Darling-Hammond, 2010).

To address the void in principal professional development, this studyreecamprocess
for specifically targeted group, the Developing (mid-careenciral with three or more years of
experience. The aim was to provide Mentor-Coach principals to wdikidually to refine the
skills directly related to the supervision of instruction. BlendeddBing strategies were used
by Mentor-Coach Principals to work with Developing Principals to proadenodel for
reflective coaching.

The targeted skills that Mentor-Coach Principals addressedl tvé Developing
Principals are those that research suggests have the grespest on teacher growth and
development. The leadership skills related to classroom observatoonparing teacher moves
to a standard of best practice as identified in the TeachingLaaching Framework and
conducting feedback conferences with teachers was the focus @fotlkewith Developing
Principals.

The idea for this study was an outgrowth of a need that wasfideénby working in
collaboration with the Superintendent of ASUSD Local District H identified a small number
of principals in the Local District as highly effective instranal leaders. He identified another

small number of principals that he believed to be those needing toumseted out of the
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principalship. But according to his observations of over one hundred andrteipads in his
Local District, the majority of the principals with three oomm years experience demonstrate
developing levels of performance in the instructional leadership Tdle. objective of my
research was to find a means, by way of a professional developmdet, to move principals
from the developing to highly effective levels as instructideatler which became the impetus
fro conducting my Action Research Study in Local DistrictApgendix 7). As | moved into
refining a focus for my research, | came to believe thabkshing a model for the coaching and
mentoring Developing Principals could inform practice in the supervief instruction and
principal professional development.
Research Questions
1. According to Developing Principals, what impact, if any, do Me&&oach Principals
have in assisting Developing Principals refine their skills in mfosg instruction,
providing substantive feedback to teachers and conducting pre- andbpestation
conferences?
2. According to Mentor-Coaches and Developing Principals, what contetitodse and
activities were effective or ineffective in the mentor coaghpnocess? How are their
perspectives similar or different?

Rationale for Research Design

To examine this problem, | conducted a qualitative Action Resexttaty. Qualitative
methods are best suited for this project to best understandrtepiiens of both Mentor-Coach
and Developing Principals. It was equally important to exantiee Developing Principals’
perceptions of the changes in their instructional supervision shilile working in a mentor-

coaching relationship (Creswell, 2009).
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Action research, more specifically action learning, was betdstor this study because
the goal for the Mentor-Coach Principals was to assist the @@wagl Principals in their ability
to enhance the professional skills and behaviors of teachersréBgtsiening the instructional
skill set of the Developing Principals, we could, in turn, seek to praemiehers focused, clear
feedback on lessons and best instructional practices. These skibetter learned at a deeper
level than can be provided in traditional in-service sessions oeremde workshops (Gray, Fry,
Bottoms, & O'Neill, 2007). Working in the context of a mentor-coacétieiship provided the
Developing Principal the support to relearn fundamental skills medjufor instructional
leadership. The individualization of a process for learning afsptescribed skills, constant
appraisal of understanding through reflecting and questioning acesses aligned with the

goals of both action research and action learning (Mcniff & Whitehead, 2006; Revans, 1998)

Rationale for Site Selection

In December 2009, Superintendent of Local District H expressemheern to me about
the growth and development of his principals. Thus, findings from thesireh project are to be
used in Local District H to enhance the performance and professienalopment activities of
K-12 principals. Local District H is among one of 8 Local Disgriwithin the Angels of the
Southland Unified School District. Ninety percent of the schoolsDiH lare Title 1. The
schools serve racially and linguistically diverse groups of studefypproximately 70% of the
principals in Local District H have less than five years eepee as a principal. Local District
H is representative of the growing trend of new and developing jpailscvith less than five
year of experience serving in large Title 1 school districthie sample group in my study

replicates the greater population of principals throughout ASU$DBe findings from this study
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are relevant for other districts with similar demographicpeerncing this growing trend.

Rationale for Sample Selection

Each of the five ASUSD Local District H Mentor-Coach princigalsny sample group
worked with two Developing Principals within Local District H. Thepulation of principals
and teachers in LDH provides a sample that ranges in age, getidecjte and years of
teaching experience, representative of most of the Locdtidssthroughout ASUSD. The
participants in this study were composed of Developing Principatse(rthan 3 years of
experience) and Mentor-Coach Principals. The selection of the M@otwh Principals was a
key part of the study. They are the individuals who were craciamplementation of the
coaching models used to support the work of the Developing Principgige Developing
Principals were selected based on the same conceptual moded asedao select the Mentor-

Coach Principals.

The sample size was composed of five Mentor-Coach PrincipalsDéseloping
Principals and approximately 10% of the teachers from each of deolssites of the
Developing Principals. Principals were both elementary and sagondParticipation in this
study was voluntary. Due to the time demands and volume of thdpaisicobs, it was
important for the participants to see a personal advantage inigstitig in the study.
Consequently, it was important to demonstrate the value of them hébpdesign approaches
that would allow them to see the benefit of their work with Developingcipals and as an

opportunity to further enhance their own and other principals’ skill sets.

36



Action Research Methodology

Selection of Mentor-Coach Principals

The Local District Superintendent was provided with the conceptiesdt \Ed model
(Appendix 5) describing the qualities of the accomplished principaariey, 2010). He listed
all of the principals in the Local District that fit the dewted criteria of accomplished
principals who served as the Mentor-Coach Principals in this studgndomly selected five
names from the list provided. | approached each of the prindigpdle part of the pilot study
(Appendix 8). | obtained a letter of consent from each of thepiivecipals who would serve as
the Mentor-Coaches for the study. The letter outlined the exjpastaand the timeline of the

project. (Appendices 9 and 10).

Table 1- Mentor Coach Principal Demographic Information

Mentor Gender Ethnicity Age Yearsasa Years as a
Coach classroom site
Principals teacher administrator
Asa Male Latino 44 7 6
Ellery Female Afr. Am 55 19 10
Austin Male Afr. Am 41 10 6
Martha Female  White 69 25 15
Shawn Male Afr. Am 48 8 10

The Mentor-Coaches also served as the Action Research Team for the study.
The Research Team worked collaboratively with me on this girége review the proposed

research methodology, review findings during the course of the stodymake revisions in
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methodology based on the feedback from the work with Developing Pr¢kalzenbach &
Smith, 1993).

Prior to working with the Developing Principals, the team of Meftoach Principals
examined elements of the CPELS (Appendix 1), and both the ASUSDiigand Learning
Framework (Appendix 2) to identify tangible activities, corralate the core components
targeted for this study. Those standards that were selectedeapthose behaviors that have
direct impact on principals’ abilities to compare observed sractoves to the standard of best
practice according to the Teaching and Framework and conddegdfack conferences with
teachers.

Professional Development Design for Mentor Coach Principals

Two three-hour sessions with the Mentor-Coach Principals wergheldo the onset of
the Mentor-Coaches conducting the work with the Developing PriscipBhe Mentor-Coach
professional development objectives were to identify the purposieeastudy, review project
logistics, clarify the roles of the Mentor-Coaches, distinguigtvéen mentoring and coaching,
and design a plan of action when working with Developing Principals. (Appendices 11 and 12).
Purpose of the Study

| felt that is was important for the participants of this sttalynderstand why this study
was being conducted. We discussed the study’s research questitrest they could see the
relationship between what | was looking for and trying to measwtevaat they would be doing
with the Developing Principals. | thought, too, that it was ingmirthat the Mentor-Coach
Principals realize how their mentoring work contextualizes wht Action Research Design

model (see Figure 4). | explained how this data-gathering prea#be used understanding
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how to better design effective and differentiated professional @@weint models for both the

local and larger districts.

What is Action Research?

DIAGNOSING

WHAT SPECIFIC THINGS HAD Indentfying or
AN IMPACT ON THE defining a problem
PROBLEM? WHAT NEEDS TO
BE CHANGED?

ACTION
TEARNING GrengettefDsrudure | FLANNING

todiffeentiatefa this .
Considering

Indentifying general issue alternative courses
findings of action

A V4

_ EVALUATING TAKING ACTION
ProideMenta Caach

Studying the Selecting a course .
consequyen%es of an of action suppot tpl\/!ld-Carm
action Prinapals

Figure 4- How Action Research was defined for study
participants

Review of Project Logistics within the Context of Action Research

During the first session, | shared the expectations for how the study would be ednduct
| provided the Mentor-Coach Principals with a project timeline (Appendix 10)s bk to
have them calendar the two cycles of observation together so they would know how kepace t
work with their Developing Principals. | spent time defining key terms anceptsso that all
of the study participants would have common definitions and frames of referencbeWe t
reviewed the elements of the clinical supervision model as defined by Achesoalb(R0G3).
| integrated information from both the ASUSD Teaching and Learning and tderség

Frameworks to align the mentoring of our work to standards of best practice forisiopenf
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instruction. | asked that the Mentor-Coach Principals assist the Developiog&ls to
establish an observational focus with the teacher during the pre-observatioemosnfel he

Mentor-Coaches referred to this handout as their “cheat stieet”

1 See Figure 5
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Instructional Stems/Ways of Doing Facilitative Stems/Ways of Being

Instructional — Paraphrasing -
—Would you like more information... -So...
—Would you like to review some options... —Let me make sure | understand...
—Would you like for me the share some resources... —In other words...it sounds like...
Summarizing - Clarifying -
—You stated that your goal is... —Could you tell me more about...
—Let’s review the key points in our discussion... —Tell me what you might mean by...
—Tell me your next steps... —Could you give me an example...
—So this is your homework —How is that different from...
Transformational - Interpretation -
—Let’s try a role play —What you are describing could mean...
—How could we turn that ‘rut’ story into a ‘river’ story? —Could it be that what you are saying is...
—What new ‘way of being’ are your willing to try out? —Is it possible that ...

Mediational-

—What criteria do you use to...

—What might happen if...

—How would it look ...

—What is the impact of...on students...

Both Instructional and Facilitative Collaborative -
—In what ways can we collaborate to
generate solutions to this problem?

Consultative-
—How can | assist you in analyzing the
problem from your perspective?

Figure 5-Blended Coaching Questioning Stems

| then explained the importance of maintaining their journals and boutilize the
digital recorders provided them. Mentor-Coach Principals werelaskdigitally record all of
the sessions with their Developing Principals. In that way, Mentoct&sacould better focus on
the mentoring and coaching techniques during their sessions. Mentr-@adacipals were

then asked to listen to the recorded sessions and journal aveaofatineir interactions with the
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Developing Principals. They also recorded the Developing printipaésactions with the
teachers.

One of the activities included in the Day-One training with Ntentor-Coaches was to
practice establishing an observational lens by watching a lessoidem The video was of a
teacher being coached through a math lesson. The Mentor-Coachesskenleto simulate the
experience as if they were actually working with the teacmethe video. By providing this
experience, | was able to calibrate all of the Mentor-Coaches\ation skills. As a group, we
also were able to establish the instructional lens that we wouelgdravided to this teacher. We
collaborated to develop substantive feedback that would be ‘shared’ int-@bgesvation
conference. The Mentor-Coaches practiced with one another along with the videessped |
Mentoring and Coaching

There are distinct differences in the roles of both mentors and coaches.cénkegnent
in the Mentor-Coach professional development | conducted was to gistdidi similarities and
differences between mentors and coaches. Two of the Mentor-Coaclies study had
extensive backgrounds in serving as both mentors and coaches danirggateers. They added
rich insight to this part of the professional development. As a growpas determined that
mentors provide expertise and tend to lead by example. Coaches may not have expertise,
but their interactions promote reflection through probing and questionMith both mentors
and coaches it is imperative to establish a trusting non-evaluative rdigtianth the colleague.
Design a Plan of Action for Working with the Developing Principals

The established plan for all of the Mentor-Coaches working in thalipihases of the

project was to collaboratively formulate strategies that woutshmpte a trusting relationship
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with the Developing Principals. We discussed ways that a M@uach and Developing
Principal might start in the process. We also established mitorant sheet outlining agreed-
upon norms for the mentor-coaching relationship (Appendix 13). ltm@asrtant to emphasize
trust, confidentiality and the non-evaluative approach to providing feedback.

The Blended Coaching Model

Mentor — Coach... dmilarities- Differences

—

//V h / QOACHES

/ MENICRS / Cmstrud rdationships

/ Frameissues / bassd on trust
/ Identify gaals / Obsaves \
/ . /
! Prandesdf direted i Reopnizepdlansas ‘1
‘ learning \ qpatunities |
\ EstaHish limits \ Cammitted tothe /

\ \ refletive prasess

Empone /
\ Summarize \ Projides endianal /
A
~ ~ ~ ~

"‘\\___“7#(,_’“ e ——

£ |

Figure 6- Mentor-Coach Training Slide- Mentor and Goach
Comparison

Blended Coaching was selected as the method by which the MentchegSoaould work
with the Developing Principals. Several studies cite BlendedI@uog techniques as effective
when working with new principals because it serves two purposesn(iBR@03; Simkins et.al,
2006). Blended Coaching provides the Developing Principal feedback aboutaye ¢f doing”
or the instructional side of coaching, which, for the purposes ofttidy s the Mentoring side
of the model. The “ways of being”, or the facilitative, is repnése on the right side of the
model providing the coaching technique. We discussed that there are \&tuatisns in which

the coach provides growth opportunities for the Developing Principal. Soashing support
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was done though questioning and self-reflection.  Other coaching suppwet from direct
teaching and guidance. Both proved to be equally beneficial to théopexgPrincipal. The
power of this mentor-coaching model rested in the coach’s alaliffgvelop trust, the ability to
listen carefully and ascertain which strategies are most appropriatg igiven situation.

During the professional development, we viewed the videotaped lessomubedfirst
session to craft both kinds of feedback to the teacher that includedplaying of active
listening, paraphrasing, clarifying, interpreting, instructing, sungimayiand transforming.

| used a chart with statement stems and questions that wouwstl thesn with various
coaching techniques (See Figure 5).

During the role-plays, each Mentor-Coach simulated the principakimg with the
teacher, as well as them simulating how they, as the MentohGuauld provide feedback to
the Developing Principal.

The Mentor-Coach Principal team was then trained by me on tmeldgleCoaching
model (Bloom, 2005; Bloom, et al., 2003).
Project Overview with the Developing Principals
Selection of Developing Principals

The second group of principals selected for the study was teldpéng Principals. Ten
Developing Principals were needed for the study. The superimiendss provided the
characteristics of the Developing Principal according the criterimedtby the Kearney report.

All Developing Principals, sometimes known as mid-career pritgifpa., those with

three to 30 or more years on the job), benefit from ongoing hightgymbfessional

learning tied to their individual leadership growth and enhanced pimiats
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performance (Kearney, 2010).

| also explained that for the purposes of this study, | did not mahtareer principals in
the study that were either so far advanced in their y&ai@ principal that they have become
cynical. We then agreed that he would identify only those Developiimgifals who had
between three to seven years of experience as a site sitlatori The Superintendent provided
me the names of principals who fit our criteria for the Developingcipals from 11 elementary
schools, five secondary schools and one special education school. tédséher one special
education center principal for my study first. | then put the fnames of the secondary
principals into a container and pulled out one to be the secondacypatiin my study. | then
placed the names of the 11 elementary principals provided by therSepdent and pulled out
three names. | called each principal and explained the proidatg to the designed protocol
(Appendix 8). Only one of the principals selected to be a Developing Prindigelined to
participate in the study. She stated that health reasons prkchetefrom being able to
participate. Developing Principals participated in a one andhialf project orientation to
review the logistics of the program, define the role of the Ment@efl and to review the
protocols for journaling their experiences and perceptions throughestudy (Appendices 14

and 15).
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Table 2- Developing Principals Demographic Information

Developing Gender Ethnicity Age Years as a Years as a site
Principals classroom administrator
teacher

Maggie Female Af. Am 51 17 6
Paula Female Asian 48 11 3
Deborah Female Af.Am 42 10 5
Susan Female DTS 49 11 5
Lauren Female Af.Am 44 10 8
Christopher Male Croatian 41 7 5
LaVerne Female Af. Am 36 7 3
Ruth Female White 58 18 3
Brian Male White 45 7 6
Christal Female Latina 41 12 3

Matching Mentor-Coaches to Developing Principals
| determined the matches according to the information that bhaach person. In some
cases | had considerable background on the participants in theostisele of the demographic

information, and in other cases | had little to no background on them.

1 Declined to state
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Table 3 — Mentor Coach/Developing Principal Rationale for Matching

Mentor -Coach Developing Rationale for Matching
Principal Principal

Asa Maggie e Elementary
some similar history at the
same school

Asa Paula e Elementary
Were Assistant principals
at the same time
Elementary
Both highly collaborative
Elementary
Ellery is very positive,
Susan needed some
encouragement in current
assignment
Martha Ruth e Special Ed Center
Principals
e Established rapport
Martha LaVerne e Martha is very supportive
and highly experienced in
the culture of the District.
e Martha is eldest member
of the study
e LaVerne has the desire to
be well established in the
District.
e Youngest member in the
study
Shawn Lauren e Elementary

Ellery Deborah

Ellery Susan

e Established rapport

Shawn Christopher e Elementary

e Established Rapport

Austin Brian e Austin is secondary, Brian
has a K-8 school
e Brian would like to
someday be a secondary
principal
Austin Christal e Middle school background
Established rapport
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Developing Principals were provided with the names of their Me@oaches during the project
orientation.
Qualitative Methods

Qualitative research methods used in this study included a Redezam to help guide
the process, interviews, observations and focus groups with Mentor-@odclDeveloping
Principals to create opportunities to gain insight from the nmgaiton of Mentor-Coach
Principals and Developing Principals (Creswell, 2009). Qualdatesearch provided the
opportunities to formulate and ask the types of questions that all@spdndents to share their
thinking about the mentor-coach and coaching processes that had an imihectway they
perceived improved performance.

Post-observation interviews provided opportunities for Mentor-Coach ifpalacto
elaborate on Mentor-Coach coaching methods and aligned strategiesafdting leadership
standards used to guide the work with their Developing Principals.

Throughout the course of the research, the Mentor-Coach Principalssnaegroup to
discuss, interpret, and analyze each other’s Mentor-CoachingrsesBhese meetings occurred
monthly, after the Mentor-Coach Principals conducted their fdef observations with their
Developing Principals. The interviews, observations of Mentor-Cgaehgaged with their
Developing Principals, and group meetings will be used to informddsgn of a robust
professional development model for other Local District 8 princigats for other districts to
replicate. The perceptions of the Mentor-Coach and Developing @paiscalong with the

journals and meeting transcripts allowed triangulation of the data to remigusions.
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| conducted one-on-one interviews (Appendix 17) with the Mentor Principals at tie onse
and at the conclusion of the study. In the pre study interview, my objective wasagrgath
information about the principals’ background, education, length of experience, ané afsens
their experience in coaching relationships from the past. By doing this in one-ontemgw,
| was able to gain trust and commitment to the study, acquire insights frooipaentis that can
help shape the coaching activities that are the core of the study.

Throughout the course of the study, the principals to maintained a journal neflecti
their interactions when they are working in the coaching / mentee role oUimals were the
core data used to code perceptions of the Mentor-Coach and Developing Principalstibriorma
about their perceptions of the Mentor-coaching experiences of each provided me thendgport
to compare the perceptions of each group.

| conducted semi-structured focus groups separately with just the Mentdr-Coac
Principals ( Appendix 18 and 19) and with the Developing Principals . Subsequent to their
training, met with the Mentor-Coach Principals two times in a focus group. Thedisst
conducted after the first observation cycle prior to the second observation cypgen(ix 21)
| was sure the code some of their data prior to the group meeting to use thattinfotma
inform how the questions were structured. The focus group also allowed for sofieatiams
in procedures and reinforced some of the Blended Coaching techniques. The second Mento
Coach focus group was held after the second cycle of observations was edmpiso met
with the Developing Principals in two focus groups of five each at the end of tlye stud

(Appendix 20). These interviews provided additional information for me to get apperce
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and experiences with the coaching model. These focus group meetings gave me anitpport
to ascertain group impressions of the process.

At the end of the last observation cycle, | surveyed both groups. (Appendix 22)
Collecting this information allowed me to triangulate the data based on thetpered the
Mentor and Developing principals to learn whether the coaching relationship hacealviet
impact in the perceptions of the teachers of the Developing principals.

Kaleidoscope Survey

At the onset of the study, | administered the Kaleidoscope Survey (Appendix &opfEa
the 15 principals were provided with a test set. They were ask&spond to what they most
appreciate while at work, how they preferred to receive wodteaelinformation, what they
most enjoyed at work and what they least liked at work. WhileKiddeidoscope measures
perceptual, organizational and temperament style this study cauiyieas the temperaments of

Mentor-Coaches and Developing principals.

Role Management: Credibility and Trustworthiness

| presented myself to the Mentor-Coach Principals as both a MEntarh and graduate student.
When we did the training on the coaching model | believe thatngead a peer and collaborator
enhanced the design of the coaching model, having done this workefomavdecades. Getting
feedback that is clear, concise and not influenced by the principals’ or tealeséns to give me
the answers they might think that | want, rather than getting umbifgselback must be a

consideration for me working in an area that is familiar to me as a LDH piincipa

In the initial phases of the project, | spent a great deaimaf &ssuring the participants
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that this is a non-evaluative process. In the current climat¥atie-Added Evaluation,
bargaining units are cautioning their constituencies againstcipation in anything that
approximates evaluation. The emphasis on the role that the Mentdr-Guhing will have in

the scope of the study may have strengthened the incentive to participateuyhe s

Because | have worked as a practitioner in the same dfstricearly 30 years, | had to
constantly monitor and guard the influences of my own biases. To as&sist this area, | used
digital recording devices, both video and audio to later transcribgdtein which | am directly
involved. By doing so, | was able to reflect on the number of timesvagd that | interject my

own voice and adjust accordingly (Coghlan & Brannide, 2007).

Ethical Considerations and Commitments

| established clear criteria for selecting the participdotsthe study. This was done
through letters of introduction, letters of intent, memorandum of umhelisigs with all of the
individuals involved in the study. Included in those documents were nessraof
confidentiality. |1 made sure that all participants know thaeated the information disclosed
during the study with the utmost care, confidentiality and securitiyasked of them to do the
same, and not discuss any of the information, questions and findisghéy may encounter
during the course of my study. Also, embedded in those documentslieary defined roles
and expectations. In outlining what | wanted and what | expectedultl @nsure a more

purposeful and cleaner study.

The Local District Superintendent did not have knowledge of how pringigaliEipated
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in the study. Researcher’s data collection, trainings for thdysinterviews, focus groups and
surveys were conductegutside of the scheduled work days and work hours. | conducted
scheduled meetings after 4:30 on weekdays, Saturdays and furlogggyord.  Volunteers for
this study were provided assurances prior to their participatitmeistudy. This study did not

conflict with the duties and responsibilities participating volunteers.

Signed consent

Signed consent was obtained from each research participant, who signetediad da

written consent form. There were minimal risks associated with the intemnem this research.
CJAll participants in the study had a clear understanding of the roles and naturetaofithe s
[100The only risk that could occur would be to the Developing principals, should the Mentor
principals to the superintendent or evaluator of the Developing principal breaaeotafity.
The Mentor principals attended a two-day training on coaching stratedies$ includes
detailed information regarding the significance of confidentiality in thetoneoach
relationship. Should a breach in confidentiality occur, participants affegtéthbbreach would
be dismissed from the study.

Confidentiality

Most of the study occurred in pubic schools in Local District H of the Angels of the
Southland Unified School District. The study took place in behind closed doors of offices,

classrooms and conference rooms in various schools.

Security of Materials

Data collected from this study were analyzed by password-protectahpecomputers
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and stored in locked file cabinets in my home. All data sources obtained from thevetedy

destroyed after the coding and analysis.

Data Collection Methods
Information from the two groups was obtained through interviews, obersaand

focus groups and open-ended questionnaires. The information was transcribeddadd
utilizing Microsoft Word Software. Based on the data and input frerviews and focus
groups, a differentiated professional development plan was designeebyor-Coach
Principals for use with the Developing Principals group. The owdoom this work was a set
of learning experiences, coaching and Mentor-Coaching points dmuidgees to be used with
Developing Principals to encourage and create the conditions forldpawg Principals to

strengthen specific skills as instructional leaders.

Data Analysis Methods

According to Merriam, in qualitative research, “it is the pmefeé method to collect and
analyze simultaneously” (Merriam, 2005) . To do data analgsisistent with grounded theory,
| transcribed and coded my own data and allow themes and categaresrige from the coded
data (Merriam, 2005). Transcribing notes was done after eachvatisey interview and focus
group. Through this process, | was better able to manage tleéopieent of my research,
formulate better questions, and write my findings more efficiently.

Collecting different forms of data from various participants, in several pludsbe study

allowed for themes and categories to naturally emerge. Thisothetovided me with multiple
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ways of triangulating data, which promoted rich descriptions op#neeptions of the principals
throughout the study.

The journal entries of both the Mentor-Coach and Developing Prineilbdle compared
and analyzed. Using this approach for the study, provided opportunibesdo/e outcomes of
the Mentor-Coach coaching process.

Summary

The role of the principal in public education is one of the mostadding in the K-16
educational pipeline. Over three decades of research iderdifigrong positive correlation
among transformative instructional leadership of the school prinaighthe impact their skills
have on student achievement. There is little evidence nationwide telibarate, methodical
course of action exists for assessing the skills of princip&sr is there strong consistent,
substantive, and ongoing support for principals to address their stremgtivgeaknesses once
those skills are assessed in a non-threatening learning environment.

In this chapter, | outlined why a qualitative action reseatatly would be important for
assessing Developing Principals and training Mentor-Coach Primtgpaork them. This action
research study provided one Local District within the AngelhefSouthland Unified School
District with a model for principal professional development. The outsdnom this study may
also serve the greater community of those who provide training and supefaispublic school

principals.
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Chapter 4
Findings

Introduction

The purpose of this study was to examine a process for Mentor-@dacipals to assist
Developing (mid-career) Principals, with three or more yedHrexperience, at becoming
effective instructional leaders. Using the 2010 West Ed concapu@e| referenced in chapters
one and two (Kearney 2010), the Local District H Superintentitentified two groups of
principals to participate in this study. The first group veishtified as highly effective according
to the West Ed conceptual framework. Those principals from the Dosaict participated in
this study as Mentor-Coaches. The other group of principals identifiedthe Local
Superintendent using the same conceptual model participated in thisastiveloping (mid-
career) Principals.

This study sought to design and implement a curriculum and coactodgl by which
Developing (mid-career) Principals could be provided with targetedtoning and coaching
aimed at refining their instructional supervision skills. Asnefeed in chapters one and two
mentor-coaching in most school districts throughout the country, are prawndgdo novice
principals. This study sought to determine the impact that Merdaci®s could have by
providing targeted assistance to refine performance in instructsupeervision in skills of
Developing (mid-career) principals.

Mentor-Coach Principals modeled Blended Coaching strategies wbiking with their
partnered Developing Principals. Mentor-Coaches collaborated, obsemethred and coached

Developing principals as they worked with their teachers. Mdbtaches and Developing
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principals focused specifically on establishing a focused lenghigh to observe lessons and
strategies to aimed at assisting Developing Principals prowviienable feedback to teachers
during pre and post-observations conferences.
Structure of the Mentor-Coaching Model

In order to provide opportunities for the Mentor-Coaches to obserweldpeng
Principals in the context of their work with teachers, | estabtisthe cycle for observations
based on the clinical supervision model of instruction. Clinical supenvig\cheson2003) by
definition is a cyclical process composed of three parts.

Developing Principals had the option of selecting the teachers that they@hose t
observe. In most cases, Developing Principals selected teacher whehezhelad to be
evaluated through the STUE{and would be willing to have two administrators in the
room during an observation lesson. The Developing principal conducted the pre-adrservat
conference with the teachers to plan for what would be observed during a scheskded |
observation. After the lesson was observed, the Developing principals conducted a post
observation conference with the teacher to share findings, analyze wigathert what occurred
during the lesson and provide the teacher with actionable feedback to inform
instructional practice.

For the purposes of this study, | defined an observation cycle dmetie Mentor-
Coaches and Developing Principals to include a discussion betweeneiierMoach and
Developing Principal about the teacher’s lesson plan prior to mgewith the teacher. The pre-

observation conference held between the Developing Principal andetheher was conducted

13 The 1971 Stull Bill is part of the California Edticen Code that requires all certificated employee®valuated
according to a set of uniform assessment criteria.
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as the Mentor-Coach observed the conference. A feedback discussidmelebetween the
Mentor-Coach and Developing Principal immediately following thegtrgervation conference.
The Mentor-Coach and the Developing Principal observed the lessdheioged then held a
debriefing and planning session prior to the post-observation conferermceéhwiteacher. A
post-observation conference between the Mentor-Coach and Developicig&twas then held
with the teacher after which a reflective feedback conferbateeen the Mentor-Coach and the
Developing Principal was conducted. This cycle provided an opportunitiiddvientor-Coach
to observe, ask probing questions and provide the Developing Principals withfeeaiback on
their performance with their teachers.

At the beginning of the study | asked the Developing Principalsditem they used the
clinical supervision process in the work that they do with teach&lisof the principals in the
study said that they did use the clinical supervision model at pomts during the school year.
When specifically asked how often they used the model, theyictrsd they use the model for
formal observations during the STULL evaluation process once evesy ygar, or as deemed
necessary by the site administrator.

Only two of the ten Developing Principals said that they consigtastld the process
for informal classroom observations. All of the principals repbttat they do conduct regular
informal classroom visits, but they all agreed that they do matyal provide the teachers with
face-to-face feedback from those visits on a consistent Gdssmajority of the principals said
that they had a difficult time fitting the post-observation comfegs into their day. Only one
admitted that it was difficult to have the ‘*hard conversationh weachers. The same principal

went on to share that it was easier to have the conversationghihgs were positive, but when
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they saw something that needed improvement, they had a difficuit ¢omducting the
conferences.

The study used journals, interviews, focus groups, questionnaires and opén-ende
surveys to collect qualitative data. The data were coded, anabzédorganized around
emerging themes that addressed the focus questions of this Bhedgmerging themes were
also correlated to the theoretical framework and concepts discussed in chapter tw

In this chapter, | discuss the Action Research Study findindpsdeitails that support and
explain each finding. | document the range of experiences thsirdte the work done between
Developing Principals with Mentor-Coaches. The study sought to answer twicsgpeestions.

1. According to Developing Principals, what impact, if any, do Mentor-Coachipaisc
have in assisting Developing Principals refine their skills ofisgrinstruction,
providing substantive feedback to teachers and conducting pre- and postiuirserva
conferences?

2. According to Mentor-coaches and Developing principals, what contethoats, and
activities were effective or ineffective in the mentor coaglgrocess? How are their

perspectives similar or different?

Finding 1: When Mentor-Coaches modeled, provided clear and immediate feedbawd liste
carefully and asked probing questions, the Developing Principals were able ttecimsda
techniques when conducting instructionally focused conferences with their tedahieg pre

and post observation conferences
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When the Mentor-Coach and Developing Principals had an established, trusting rapport
and the Developing Principals demonstrated openness to the feedback process done withi
observation cycles, the Developing Principals emulated those same behdnaonraavking
with their teachers.

An observation cycle between the Mentor-Coaches and Developing Principadkethel
discussion between the Mentor-Coach and Developing Principal about the teassernsdlan
prior to meeting with the teacher; a pre-observation conference held betw&svéheping
Principal and their teacher as the Mentor-Coach observed the conferencisaeiediscussion
held between the Mentor-Coach and Developing Principal immediately follolaengy é-
observation conference; the Mentor-Coach and the Developing Principal observeddhede
debrief and planning session between the Mentor-Coach and Developing Principal {bréor t
post-observation conference with the teacher; a post-observation conferevemniibe
Mentor-Coach and Developing Principal; and a reflective feedback conferanezbehe
Mentor-Coach and the Developing Principals after the post-observation coefeigéimthe
teacher.

When the Developing Principal interacted with the teachers, the Mentor-Cosgcimwa
most cases, a silent observer of the Developing Principal’s interactiond&vittacher. When
the Mentor-Coach and Developing Principal were alone, those moments were kesegiatt
which time the Mentor-Coach interacted with the Developing Principal usirapfiatunity to

ask questions and provide feedback.
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Blended Coaching Techniques
As mentioned in chapters 2 and 3, the Mentor-Coaches when working with the
Developing Principals, used Blended Coaching techniques. The Developing Psimepalnot
trained on nor were they told that the Blended Coaching techniques were being usedrHoweve
when Mentor-Coaches used the strategies from the Blended Coaching model to promote
reflection among the Developing Principals, the Developing Principals, in tuaatech those
techniques when working with their teachers during pre and post-observation.
Active Listening
Planning for the pre-observation conference with the Mentor-Coach impacted the
Developing Principals. Both the Mentor-Coaches and Developing Principalsveerteat the
Developing Principals were more attentive to the responses of the tedamethey utilized
active listening techniques. They were aware of the amount of time theyisfeihg in
comparison to the time they spent talking. Developing Principals also reportadhdrathey
spent time actively listening during a post-observation conference, thégtier prepared to
ask probing questions that would promote more teacher reflection. Mentor-Coach Shawn
reported the perceptions of how he shared active listening strategies wittvklsfiing
principals
Shawn-‘| asked a series of question to each of the Developing Principals about the
importance of listening and speaking during the conferences with their teadntiien
used consultative questioning to let them know that it was important to listen about 70%
of the time and to speak only 30% of the time when they are working with theieteach

in conference. | called it the 70/30 rule...”
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This same mentor was then able to see the impact of the effective gstemimder as he
observed one of his Developing Principals during a post-observation conferencetheld wi
teacher.

Shawn- “Christopher also reflected that he utilized the 70/30 communication strategy:

administrator talking 30% of the time and teaches 70% of the time, which Idbifeogr

first observation cycle. He listened more in the second session than in thisclieshroy

noted that the comfort level was better because this teacher was able tmstey which

provided the space for sharing and reflecting.”
Christopher, one of the Developing Principals that worked with Shawn recounted thethmpac
Shawn had on him.

Christopher-l believe that the impact that my Mentor-Coach had on me as | reflected on

the post-conference is that it really made me think about allowing the teachi&rrtomte

in the conference. When | tried to use the 70/30 rule, | noticed that the teacherentas abl

say some of the things | would have said. | think is better for the teacherthe seeas

of growth for themselves.”

Probing Questions

Within the observation cycle the Mentor-Coach and Developing Principals wertabl
analyze, discuss, provide feedback, ask questions and plan the types of questions that could be
used to probe the thinking of the teachers during pre and post observation conferences.

Asa-“ During the conversation with my Developing Principal, | began using the

facilitator coaching techniques such as paraphrasing and paraphrasing with

interpretation.”
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The Mentor-Coach then observed the Developing Principals’ interaction with heertead
reported that,
Asa-“Without telling the teacher what to do, she (the Developing Principal) reflecte
my questions and posed the same kind of questions that assisted the teacher to decide on
her own how she was going to modify her teaching strategies based on two of the
mediation or facilitative questions | had posed to her...I modeled the questioning for
Developing Principal and she mentioned she would try to use the same type of
guestioning feedback to other teachers in the future. Maggie said this all on her own and
this made me feel very proud of her.”
Deborah, one of the Developing Principals, commented on the impact that asked probing
guestions had on the quality of responses had on the teachers during a post observation
conference.
Deborah-‘| began the post-observation conference with asking the teacher , ‘What was
the purpose of the lesson?’ The teacher very clearly stated the purpose and very
interestingly also shared that she had different objectives for some studerastudily
were advanced and she wanted to extend the learning foritheased probing
guestioning techniques to help her to reflect on how she met her goals. The teather use
effective questioning to guide the lesson and the majority of the lesson wastiaésor
problem based... | was then able to see that when I, as the principal, use probing
guestions, | promote thinking in the teachers, who then use probing questions, which

promotes thinking of the students!”
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Another example of how Developing Principals were impacted by asking prol@stans
learned Mentor-Coaching was reported by La Verne.
LaVerne- “I think my Mentor-Coach just asked questions. And she led me to reflextin
see, you know, something that was missing in that lesson...However, after my
conversations with her, I'm reflecting and I'm thinking, “Hmm. OK, what can | do
differently?” or “Did this teacher really get it? How am | going to gokoin there and
give them more support and guidance?” So she is probing my thinking but | can’t be...|
don’t know exactly how she’s doing it.”
Feedback
Eight of ten Developing Principals said that getting the feedback from einéok4
Coaches was an invaluable part of the process. The eight were able to makedoti@n that
teachers would need the same kind of immediate feedback, to make gains in thie&.prac
LaVerne- “My Mentor-Coach provides me with immediate feedback. Evesy ti
| met with the teacher and my Mentor-Coach [it] made the teacher feel
comfortable. After the teacher left, | would reflect with my Mentor-Coadtighv
in turn would help me to think of more questions that | would ask the teacher
before we have the observation. ...l realized that have to be approachable. The
only way my teachers are going to get better is if | make themdedbctable to
try new strategies and reflect with them and provide them feedback and support.
They need to know that | believe that they can make a difference for children and

that is my job in responsibility to make them better.”
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In one case, the Developing Principal was able to make the connection betweerkthe wo
that was done with her teachers regarding questioning and feedback, and hovafettam®
the practices of the teacher with her students.
Deborah-l felt that the questions | was able to pose during the pre- and post-
conferences were more meaningful with the support of the Mentor-Coach...After
the teacher left, my Mentor-Coach further gave me feedback. She shared what
she liked about our conference and gave professional journals to reference as
well. This was a positive experience and helpful in my role in conducting

meaningful but critical conversations.”

Finding 2: Having the clinical supervision protocol and establishing a focused |dassion
observation with a Mentor-Coach had an impact on the quality of the conferences hekhbetw

Developing Principals and their teachers.

Seven of ten Developing Principals expressed the importance of maintainingitherstr
and protocols established in the clinical supervision observation process. They olhedrired t
opportunities to conduct all parts of the cycle were important for the growth oattieets.
Christopher-As a Developing Principal | truly benefited from this experience. Being
guided through the observation of instruction with my Mentor-Coach including the pre-
and post-conferences was invaluable because you had to take the time and think about the
process, think about what you saw and how you would assist the teacher and or how this

informs your leadership. | have to admit, that | didn’t always use the formalgiar
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holding a conference before, but now | see how important it is to improve what the
teachers are doing in the classroom.”
Preparing for the Pre-Observation Conferences
Prior to meeting with the teacher, Mentor-Coaches and Developing Princgdisver the
lesson plans. They used this time to plan for how they will establish the lensoof less
observation with the teacher. Four of the five Mentor-Coaches reported théitbstg a
focused lens for lesson observation had an impact on the quality of feedback that thpibgve
Principals were able to provide to their teachers.
Shawn-“ In a pre-conference, which is key to ask questions that will allow the teacher
describe the sequence of the lesson, the goals of the lesson and what are thé expect
learning outcomes. It is key to let the teacher answer the questions tativaguhey

know the lens that we will be observing the lesson through.”

Austin- “Through the Blended Coaching model, | was able to assist the principal in
determining which questions to ask of the teacher. She decided that she would have the
teacher tell her about anything you want me to focus on during my observation. This
allows the teacher to highlight something that they are working on or in argas¢he

trying to get better on. It also establishes a lens for our observation.”

Deborah-‘I've used clinical supervision techniques in the past, and even took classes on
the facilitative conversation model, but | was not in a setting where | calitim@deled

for me. Watching the Mentor-Coach do it was the most important part. | watehdd h
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the questioning techniques and how she guided and probed the thinking of the teacher.

That had a real impact on how | was able to conduct my pre- and post-conferences with

teachers.”

Seven of the ten Developing Principals agreed that the power of collaboratingevith t
Mentor-Coach helped them to the follow the structure of the observation cycle. Mentor-
Coaches were important to the Developing Principals helping them to guidthihiging on
how the Developing Principals would establish a focused lens with the teachertbanprg-
observation conference. The Mentor-Coaches were also able to guide the Deveiopipgl®
on this issue as they went into the post-observation conference.

Lauren-“Before the conference, Shawn and | discussed what | wanted to actompli

from the conference. We discussed how it was important for the teacher tf egiftec

provide guiding questions so that the teacher has a clear sense of purpose for the lesson.

It is also important that there be a lens for our observations. | kept this in misda!|

with my teacher.”

Christopher<My Mentor-Coach helped me to see that different teaching situations will
determine both our lens as well as our targeted purpose for visiting classroomss. This
valuable because it frames some of the work for the conference | conduatediafte
conversation.”

Deborah-“The instructional [foci] | discussed with my Mentor-Coach were the same

points that | discussed in working with my teachers. It has helped her in becoming a
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more reflective teacher in order to improve student learning and become awardkeof s

needs. Establishing a focused lens for both of us will help in the process.”

Five of the ten Developing Principals expressed the importance of having tierMe
Coaches see the instructional program and delivery through “another set.tflégeisg the
Mentor-Coaches there was a form of feedback for the Developing Prinagptiey were able to
receive validation for their observations.

Maggie “We looked at the lesson plan for the teacher who would be observed. We

formulated questions to ask the teacher. | explained to Asa that we would be observing

our new small-group system with our intervention teacher pushing in. | wanted his
impression of how it was working and my suggestions for how he might see what | see.”

When the Mentor-Coaches modeled feedback strategies for the Developing Brincipa

they were able to, in turn, use those same strategies in their work witrettotiets.

Deborah-“Having a Mentor-Coach Principal observe lessons with me was like having an

experienced and successful elbow coach assisting me in helping a teactot@ iher

pedagogy, as well as assisting me in having a keener eye in observing thoi omstk
practices of teachers. Of course, the ultimate outcome is increasingtstadievement.”
The second question this study sought to answer was:

According to Mentor-Coaches and Developing Principals, what content, methods, and

activities were effective or ineffective in the mentor-coaching peitdsow are their

perspectives similar or different?
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Finding 3: Both Mentor-Coaches and Developing Principals perceived that collab@sifpeers
had an impact in the quality of feedback provided to teachers during pre-observation,

observations and post-observation conferences.

Two of the five Mentor-Coaches established highly collaborative relationshipsheir
Developing Principals. The Developing Principals felt so comfortable witM#émdor-Coaches
that they invited the Mentor-Coach to collaborate with them in pre-observationvatibmeand
post-observation conferences.

Asa and Maggie

Asa- “Maggie asked me to collaborate with her in this cycle as we observed and

analyzed the lesson. Maggie shared with me how she's trying this new diéfierenti
instructional model with kindergarten, involving her kindergarten teachers. Thimts w

we are going to see and she thought that our collaborating on the observations would give

the teacher better feedback.”

Maggie “I asked Asa to collaborate with me when we observed the new IWT model in
kindergarten. | told Asa that | wanted him to pay particular attention to tke tim
management of the teacher during the lesson. Since this was a new waydaclkiee to
conduct IWT, | thought this would be a great thing for him to observe. The teacher

seemed appreciative of getting the feedback from two principals.”
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Shawn, Lauren and Christopher

In the second observation cycle, two of the Developing Principals in conjunction with the
Mentor-Coaches, decided to collaborate to observe the same lesson. The MecitcasRed
each of them to observe the teacher’s lesson through a specific lens and tihenatelisith one
another during the pre- and post-observation conference to provide the teacher with specif
feedback. The Mentor-Coach and both Developing Principals perceived this to be highly
effective for themselves and for the teacher they observed. The teatheod insight from
two principals and the principals were able to gain from watching the techmifjinesother.
The Mentor-Coach was able to facilitate a collaborative feedback coogenath both of the
Developing Principals.
Shawn-“The exchange between the three of us during the post-observation conference
was powerful. | was able to ask Lauren and Christopher questions that got themk to thi
about how they would work with the teacher, and they were able to, in turn, probe the
thinking of the teacher. This process helped them and helped the teacher improve
practice. This cycle was far better than the first and the first veas. §Ve could have
talked for many more hours but, of course, Lauren, Christopher and | had other

commitments. This discussion and the entire process was enriching and emgdweri

Lauren-“1 got to watch Christopher do his part during the pre- and post-conference. That
was awesome! That actually was a, you know, it was...you know, because of the
circumstance that it happened but | actually think that that was a super vahiadpl¢o

watch a colleague do his conference with my teacher. | was watchingl@iarstyhis
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way. And it was like, “Oh!” And he pushed a little more, | felt, than I do, you know. He
was kinda like, “Well, well what else did you see? Well, what else did you thifiie?
could you...?” His style was...l was like, “Oh...OK!” You know. So | thought that that
was really interesting, to watch another colleague conference witbhetéa
Christopher-“Lauren and | saw each other at principals’ meeting. | said, “You know
what? That was kinda cool! You know, when | get my school up and running, we should
get together some time and just, you know, walk some rooms together, whatexer.” A
she was like, “Definitely!” You know, so we...we like the camaraderie of theofrus
was nice.”
Other Findings
Both Mentor-Coaches and Developing Principals perceived that building rappaistiseshg
trust and being open were essential for a successful Mentor-Coachiranedlgdi
| initially approached my research thinking that the findings from this stwwdyd hone
in on instructional supervision moves, which would, in turn, provide a model for how to best
identify ways for principals to better compare teaching moves to a standast pfdice
according to the Teaching and Learning Framework while being coacheddnta mThe data
from this study does provide strong evidence that nearly all of the partigaincipals
perceived that mentor-coaching had an impact on the way that Developingdtsiperformed
pre-classroom conferences observations and post-observation conferences. Hooswefrthe
Developing Principals consistently referenced how they valued thehtahthe Mentor-Coaches

invested in establishing the relationship with them prior to engaging in the dissa/a
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activities. Both the Mentor-Coaches and the Developing Principals saw thésbastablt of the
relationships, rapport and trust as fundamental to the mentor-coaching process.

When | matched the Mentor-Coaches with the Developing Principals, | did sbdrase
limited information that | had. Mentor-Coaches and Developing Principals who hadiaysty
established relationship all felt that the bonds from those relationships weretionalda the
work done for this study.

Asa and Maggie

Asa participated in the study as one of the Mentor-Coaches. He leads his highipgrform
elementary school with warmth, intelligence, strong sense of purpose and humore iglagg
of the Developing Principals matched to work with Asa. Asa and Maggie wereonthi
matched because they had worked together in the past. Both Maggie and Asa spoke of the
warmth and personal exchanges that took place in their initial meeting. Asa ane Blaggi
perceived that trust and rapport was essential in the work that they were to dduilyheTsey
each perceived that having known one another prior to the study was an asset to the work that

was done in this study.

Asa-“ I've known Maggie for over 10 years and we already have a good relationship. She

seems excited that I'm assigned to her and can't wait to learn from me."

Maggie-“We began chatting about old times at Virginia Road, catching up on each
other's families. We already have a relationship so we didn't have to getwtcelach

other. Again, we were both happy to work together and have a chance to share and learn
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from each other. | know as a Developing Principal | welcome suggestionguctiie
criticism and sharing. | told Asa to please feel free to speak his mind withtnongt. him

and his opinion.”

Shawn and Lauren

Shawn is a Mentor-Coach with a strong elementary background and has been the
principal of primary and early pre-school education centers. The superinteatitéd him
because of his continued success in supervising ten pre-school principals. Shawmitknow
being very positive and forthright. | matched him with Lauren because of thesindbe
expressed to me in being more straightforward in her approach with teachegspaeriand
post-observation conferences. Lauren also stated that it was the fanttiarishe had with

Shawn and his work that helped her to be open to the process.

Shawn-‘I am happy to be working with Lauren. She is very honest in the way that she
approaches her job and | know that | can be a support to her in the work. It is good that
we already have a working relationship, because it makes it that much eggedbwn

to the real work of this project. We don’t have to spend the time getting to know each
other. |think that | will be able to say what | need to say with a level of uaddisg

that it will be heard in just the right way. | know that we will have a powerful

experience.”
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Lauren-“So, | instantly felt comfortable with the process because | felt adatile with

the people. | think if it had been a mentor, | didn’t know [if] the anxiety level would have
been a little higher because it’s like, “Oh boy. Is this somebody who I'm gonvetba
carry...? " You know, but it was good to know that you have to have a trust level. So |

think having people that make good teams is very important.”

In the cases where there was not a previously established relationship, some of the
Mentor-Coaches spent time investing in rapport-building activities with Erexeloping
Principals. Both Mentor-Coaches and Developing Principals found those initial rappdirtidoui

experiences to be important for subsequent work that they did for the study.

Austin and Christal

Austin has been a highly successful middle school principal for the past Bx yéa
leads with warmth and thoughtfulness and is strategic in how he makes decisions. The
superintendent recently selected him to be a principal leader in LocatC8stiChristal is
currently a middle school principal. | matched Austin with Christal solely onrthddle
school experiences. Prior to this study, Austin and Christal knew each othatlycasu
administrators in the same Local District. They each saw the strehgstablishing a

relationship prior to starting the process of formal classroom observations.

Austin- “ | held conversations about their (Developing Principals’) background. Some

guestions about... kids, marriage. Where’'d you go to college? Some of those getting-to-
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know-you type of questions. And then | narrowed it down to, how do you like the job?
How are things going? What are some of your challenges?”

Christal-“I met with Austin today for much longer than | thought we were and it was a
very positive experience. | tend to trust easily and say exactlylwhiak when | trust.
What | liked about our conversation is that it gave me a safe place to talk about my
practice.”

Ellery and Deborah

Ellery is known throughout ASUSD as a highly successful elementarygalneho runs
a school where many teachers and principals are happy to send their own childeep.haislan
extensive background in mentoring and coaching principals. Her strength is in teamngkand
tapping into individuals’ strengths to shore up their weaknesses.

Deborah, as a Developing Elementary Principal, sees herself as neediriglletty has
to share about curricular content and pedagogy. They had no prior relationshiphéisaas a

strong match solely on the basis of their backgrounds.
Ellery-* So that first email kind of just built them up and got them excited about the
work ahead. | let them know that we would have meetings when we would go and walk

their schools and get a feel of the climate and culture at their individusal site

Deborah- The first visit with my Mentor-Coach was in October [when] we walked

classrooms together. | was able to talk freely about the professional degetapaeds of
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teachers, goals and other issues. As we walked to the classrooms, my coatliushare

| gained a lot from just walking classrooms and having her listen and ask questions.”

Martha and Ruth

Martha has been a principal of a special education center for the past 20 yeass. She
well respected in the field for her vast experiences working in the area @l gukecation.
Ruth is relatively new to being a principal of the other special educatioer ¢ertocal District

H. | matched Martha with Ruth solely on the basis on their similarity in assigam

Martha “_| wanted to talk with you about my visit with Ruth at her school. | was really
looking forward to seeing her in this setting and to walk the school with her, taking in all
the changes. | am very happy | went there for this walk-through. hategétting these
areas straightened out will assist in making her feel more relaxed and ©une wihin

herself.”

Ruth “Looking forward to working with my Mentor-Coach for this project. She has
already help me so much since | have been in this position... Martha call@gtrttarig
this morning to set up a date to meet with me at my school, to walk the campus with me!
Looking forward to Martha's visit. Eager to share my school with Martha an#l teeas

advice.”
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In one case in the study, it was important for the Mentor-Coach to spend more time on
rapport-building experiences when there were fewer apparent commartabtieexisted

between the Mentor-Coach and the Developing Principal.

Martha and LaVerne-

Martha came into the study as the Mentor-Coach with the greatest numbaroayg a
site administrator. She is calm, personable and knowledgeable in leading her sa\ieotel
was the youngest principal in the study. | matched Martha with LaVertieafioreason. Martha
understood right away that she would have the work of winning LaVerne’s trust and did a
number of rapport-building activities to establish trust with LaVerne.

LaVerne was the youngest principal in the study with a strong desire todffeetive
principal. Although, LaVerne was very open to being a participant in the study, stieoed
being matched with a mentor that she did not already know.

Martha-“I was able to arrange to meet with both Developing Principals for lunch on the

day of Principals’ Meeting. | told them lunch would be on me...I made arrangements

with each Developing Principal for, first of all, a walk around their schools, thetoad

appointment for the pre-conference visit...”

LaVerne- “Martha made contact with me at principals’ meeting. She told me that she
was looking forward to meeting with me today. She was friendly, assuring and she
smiled. I'm looking forward to our lunch date. Martha bought lunch. That was such a nice

gesture | felt as though this would be the start of something gdadceived a money
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tree in a card from Martha. That was so thoughtful. | had a very tough daygbdelto

know that someone was thinking about me enough to send me something special.”

Conversely, when Mentor-Coaches and Developing Principals were unable to spend ti
engaged in rapport-building activities, Mentor-Coaches and Developing Principzds/pd
little impact on the Developing Principals. There was little evidence teatNtentor-Coaches,
when holding pre-observation, observations and post-conferences, influenced Developing
Principals.

Two of the five Mentor-Coaches perceived that the mentor-coaching relationdhip ha
little impact on the Developing Principal. When describing the relationship, thioMgoaches
have a different perception of what occurred than did the Developing Principals, although
logistical issues were used to explain the breakdown between both the Mentor-Goalctines

Developing Principals.

Asa and Paula

Asa and Paula initially seemed to be a compatible match. They have known one another
professionally having worked in same Local District for several yBaith. Asa and Paula are
elementary principals of schools with similar demographics. Asa is a lEgbtgssful principal
who has led his school to receive the California Distinguished Award two timeg) dhisi
tenure. Paula is assigned to an underperforming school, and aspires to lead her ool in t
same way. Paula was an eager participant in the study. Each explaiogithias were an

obstacle in the process.

77



Asa- “ | met for the first time with Paula today during our break and our principals’
meeting. She cut the conversation short because she left her planner in the cdr. When
wanted to speak to her at other times during the day she was either on the phone or
running to another task... She did jot down my e-mail and will send me the date we can
meet next week. Paula respects me, but | see that | will have to estaistishitin her in
order for her to open up to me. | accept this challenge... | feel Paula is garygnhon

her plate and the last thing | want her to do is not to trust me. | feel I'm plysitive

working towards building that trust with her, and I'm looking forward to visiting her

school and assisting her in any way | can.”

Paula-“Due to the fact that | have to attend to a teacher dismissal case, ... itryas ve
challenging to find a date to conduct the observations. However, Mr. Asa was very
patient and understanding with me. After a few email exchanges, we wete abieluct

the pre-conference, observation, and debrief.”

Austin and Brian

Austin seeks to have a total K-12 experience as a principal leader. Briapisthgal
of a K-8 school. Brian is also seeking to gain more expertise as a secondaryteatorinik
was for those reasons that | partnered them. They each saw that the prodsssloact due to
the number of logistical challenges that impacted the continuity of the overadsproc
Austin-“ | think that in the first cycle, | sorta’ lost the momentum with Brian. | had to

reschedule a few times and he had booked the observations next to an important IEP, so
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we never really had the kind of quality time to talk the way | did with my other pahci

| don’t know if the work we did together had a real impact.”

Brian-“Austin and | scheduled to meet this morning at 8 AM to go over the observation
project. Something happened in traffic [and] Austin ended up arriving late for the

meeting. Unfortunately, | was scheduled to sit in a very contentious IEP at Be3&nh

and short of it, he ended up coming here late. So we only had a chance at that time to just
touch briefly and set a date for when we were gonna’ meet with the teacher.”

Ellery and Susan

Ellery is well recognized for her ability to build morale and team spirdray her faculty
and students. That is an area where Susan has reported that she could use sosee Expgrti
seemed to be a good match for those reasons. In this case, the Mentor-Coach anchBevelopi
Principals’ perceptions were in stark contrast. It was the only case ih tihigcoccurred.

Ellery- “I walked into the office of Susan’s school and | was asked to wait. Somehow |

did not feel the love. As | waited, | looked around in the main office and | was very

disappointed to see a huge fish aquarium with lights bubbling water and no fish. | did not

like that it made me feel a sense of incompleteness. Besides, the sexckthniot seem
friendly either. Finally, Susan walked out with a smile on her face and she wastbapp

see me. After | let her vent, | asked her what did she like about her job and her school.

The majority of teachers are pushing back on the instructional initiativesdlbé move

the school forward. She made several statements to say that the school isafapable
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moving forward, but not with her. She believes she is not the administrator for this

school.”

Susan “Marsha embodies the ideas of the power of positive attitude which inspires me
as a principal. We have been even had our initial meeting yet | feel shedaaty &lad
an impact on me. She is a classic example of leading by example with herasmhusi

positive attitude and inspiration!”

Having a prior relationship seemed to accelerate trust-building between
the pairs, but in the cases where the participants had not previously known each gthesraghe
generally able to build trust over time (with three exceptions).
When I initially made the pairings | did use some intuition in creating tme. péhe

findings in seven cases reinforced my intuitions.

The Kaleidoscope Profiles

The Kaleidoscope Profile was administered during the initial part of the sitidgach
of the study participants. Outcomes from the profiles provided information on itlseKe
temperament scale. According to Keirsey (1979) there are two distinctreeng types that
are attracted to the field of education. Those types, Intuitive FeeleaFensing Judge (SJ)
are discussed in detail in chapter two. According to the Keirsey temgetramaentory, all 15 of
the study participants, with one exception, fell into one of those two temperament type

administered the inventory at the beginning of the study, but the Mentor-Coadhes a
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Developing Principals were not matched according to the temperament types. T
temperaments of Mentor-Coaches and Developing Principals were not compardgizadana
until the end of the study.

Patterns emerged from the data that suggests that similarity ier@mgnts may have an
influence on the impact and effectiveness of the mentor-coaching relationshgatalsems to
suggest that there is relationship between the temperament type and theegengeact that the

Mentor-Coach had on the Developing Principals of like temperament.
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Table 4- Mentor Coach / Developing Principals Temperaments and Perception of Impact

Mentor by Mentor’s perception Developing Developing
Temperament of impact on Principals by Principals’
Type Developing Temperament perception of
Principal Type impact
Asa- NF/SJ Perceived impact on Maggie- NF Perceived impact
Maggie from mentor-
coaching
Perceived little/no Paula-SJ Perceived little to
impact on Paula no impact from
mentor-coaching
Ellery - NF Perceived impact on Deborah- NF Perceived impact
Deborah from mentor-
coaching
Perceived little/no Susan-SJ Perceived little to
impact on Susan no impact from
mentor-coaching
Shawn - Perceived impact on Lauren-SJ Perceived impact
NF/SJ Lauren from mentor-
coaching
Perceived impact on  Christopher- NF Perceived impact
Christopher from mentor-
coaching
Martha- SJ Perceived impact on Ruth-SJ Perceived impact
Ruth from mentor-
coaching
Perceived impact on LaVerne-SJ Perceived impact
LaVerne from mentor-
coaching
Austin - NF Perceived little/no Brian- SP/NF Perceived little to
impact on Brian no impact from
mentor-coaching
Perceived impact on Christal- NF Perceived impact
Christal from mentor-
coaching

Asa and Shawn scored equally as an SJ and NF.
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Summary

Data from journals, focus groups, interviews, open-ended and a published temperament
inventory show that mid-career principals are responsive to mentor-coacHinghbyeffective
principals, especially when trust and rapport have been adequately esthblishtor-Coach
Principals were able to impact the ability of Developing Principals to ssitdly conduct
reflective pre- and post-observation conferences emulating the techniquesdrimdeieir
Mentor-Coaches. Specifically, Developing Principals utilized the Blendadhing skills
during pre- and post-observation conferences with their teachers, which indivddistening,
asking probing questions, and providing honest and timely feedback.

Data also suggests Mentor-Coach and mid-career principals may work weltivelye

are aligned by like temperaments according the measures on the Keirpeyai@ent inventory.
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Chapter Five
Discussion and Recommendations
Introduction
The current student achievement gap can be attributed, in part, to the
perceived and actual shortage of highly qualified principals pedpa be effective instructional
leaders (Kearney, 2010). Most school districts do not offer consisteggted professional
development programs for mid-career principals that will agvebrincipals’ skills in the
supervision of instruction. This study was designed to examine hoentrrtoaching model
would impact mid-career principals in the refinement of supervision skills.
Qualitative data collected from this study indicate that Mentor-Coach
Principals can have a positive impact on Developing (mid-career) Pringipafsthe mid-career
principal is open to the mentor-coaching process. Results fronstiiiy indicate that when
there was trust and openness between the Mentor-Coaches and thepibgverincipal,
Mentor-Coaches were able to provide opportunities to model techniquesettgabeneficial to
the mid-career principal. Developing Principals who were open t#mor-coaching process
experienced opportunities to discuss ways of observing instruction augdaiestablished
clinical supervision protocols for lesson observation, emulated strategiedandy the Mentor-
Coach Principals and asked probing questions during pre and post lesson tiobserva
conferences with teachers.
The Developing Principals who were open to the mentor-coaching process
capitalized on the relationship by planning and collaborating witin khentor-Coaches. As a

result of their openness to the mentoring process, the qualitye ahémtor-coach relationship

84



had an impact on the quality of the actionable feedback that thedpawgPrincipals provided
their teachers during pre- and post-lesson observation conferencgsargker principals who
benefitted most from mentor-coaching relationships were found to be withs temperaments
similar to their mentor-coaches according to the Keirsey Teanpent Scale. Age, race, gender
and common professional background did not seem to be significantsfactetermining the
quality of mentor/mentee relationships. Similarity in tempergmieowever, appeared to be a
critical factor in the establishment of an open rapport betweenMietor-Coaches and
Developing Principals.
Recommendations

Recommendation 1- Establish a viable mentor—coaching model for mid-career principals’
professional development

Based on findings from this study, most principals in the Developing stages (thr
years or more experience) of the principalship have a strong desiollaborate with a Mentor-
Coach in an authentic setting, with the goal of providing actionBd®@dback to teachers.
Decades of professional literature support the assertion that lesifonmg and coaching have
an impact on how people learn new skills. This research prdjetihguished itself by
demonstrating that Mentor-Coaches had a perceived impact on thectios@l supervision
skills of mid-career principals with whom they worked. Thigdgtdemonstrated a need for a
Mentor-Coach relationship that extends beyond the typical one to tars yethe beginning

phase of a principal’s career.
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Districts should consider aligning resources for professional development to
compensate Mentor-Coach Principals to work with both Novice and DevelBpingpals, in

lieu of typical one-size-fits-all professional development configurations.

Recommendation 2 — Establish conditions in a school making it possiblerfoippts to follow
established clinical supervision protocols for classroom observation spitkific emphasis on
providing actionable feedback to teachers.

All of the principal participants in this study indicated thgortance of following the
established clinical supervision protocols for classroom observation.penegived a benefit in
following the clinical supervision protocol, which place a specifipleasis in establishing a
goal for observations with the teacher. They also perceived thefitoem planning for and
providing immediate actionable feedback to teachers in post-obsarcatiferences. Nearly all
of the principals in this study indicated that the time demands of the operationa idgob as
principal were the primary reason for not adhering to the clisiga¢rvision protocol. Having a
Mentor-Coach provided a level of accountability for the Developing Pafsito conduct the
full cycle of observations.

Districts must examine and give priority to the principal servamy the
instructional leader of the school site. Administrative reorgénizaften happens when a new
superintendent is appointed to a school district. One such example happened during tleé spring
2012 in Angels of the Southland Unified School District. The 2012 reorganiz#tingels of
the Southland Unified School District, the superintendent and chief racadéficer separated

the instructional support unit from the parent and operational unitsnviftki District. Such a
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separation of responsibilities is strongly recommended for sied-s&lministration. This would
ultimately insure the consistent focus and implementation of ésisgrstructional supervision
practices by freeing up time principals use to address opelagsnoas to attend to tasks related

to the supervision of instruction, teacher and personal professional development.

Recommendation 3- Provide ongoing collaborative professional development opportunities
for highly effective principals to formally mentor and coach Developing Principals in
authentic settings.

The findings from this study speak to a need for districts to pravidkiple
opportunities for principals to collaborate, network and problem-solve iemtit settings.
The Mentor-Coaching model provides an effective, low cost option for rmissticts.
Establishing formal Mentor-Coach partnerships with principalsnalls level-alike groups that
are geographically and/or demographically similar may be axtipal and viable option
especially in larger districts.

Promoting teacher collaboration has it origins in the work done hyhBa
Improving Schools from Within (1986) and with Eaker and DuFour's work one8siminal
Learning Communities (1998). Both Mentor-Coaches and Developing Prs@pptessed the
value of having the opportunity to collaborate with a peer in a non-tmiagf non-evaluative
setting. Mentor Coaches and Developing Principals engaged iaboddtion serve as a
foundational model for the growth and sustenance of consistent profesdeweddpment of

mid-career principals.
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Placing the Highly Effective Principals in Mentor-Coaching solgrovides
opportunities to expand the leadership capacity within the systeBstablishing Mentor-
Coaches and giving them the responsibility to work with Developingcipals serves to

broaden the pool of possible candidates to serve as future Principal Leaders aodsDirec

Recommendation 4- Emphasize and monitor factors related to the emotionijeimte,
temperament and adult learning

Schools need strong and emotionally healthy individuals who are eapébl
leading by example through collaboration and consensus building. ataHis study indicate
that compatibility of temperaments is an important factor inMleator-Coaching relationship.
Data also indicated that the ability to be able to relaté wigh a peer was essential in
maximizing opportunities for gaining insight provided by the Mentor- Coach principa

Mentor-Coaches and Developing Principals in this study were nchettccording to

their temperament types. However, at the conclusion of the gshelytemperaments of the
Mentor-Coaches and Developing Principals were compared accordikgrsey Temperament
Ratings. Though not a large enough sample to make a definitive, daten from this study
indicate that there was a relationship to openness and the wiimmgoeshare with people of
similar temperament types.

As stated in chapter four, Developing Principals who had the sanper@ment
as their Mentor-Coaches, seemed to emulate the strategiesethdolethem by their Mentor-
Coaches when conferencing with their teachers. The Developingdals who had different

temperament types from their Mentor-Coach principals did not eenthat strategies in their
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teacher conferences. The same principals reported that they dghinofrom the mentor-
coaching experience, allowed operational constraints to inteirietbe times allocated for
conferencing their teachers and were provided much less warediout the experience than
those who benefitted from the process. Additionally, their MeGtmaehes perceived them as
busy, unapproachable, and not engaged in the process Mentor-Coaching.

An option for principals to have an ongoing, objective method of examhomgtheir
temperament impacts school culture is through the use of a 36Gmkss#s Results from most
360 assessments provide in-depth of perception in all aspects dfctio®l leaders’ job
performance from multiple perspectives. Anonymous questionnaireslirgggéine performance
measures of the school leader is provided to teachers and thipglshienmediate supervisor.
The results are compared to the school leaders’ self-assessimenteedback reports provided
from 360 assessments rank the overall performances of the priasipaken through the eyes of
their teachers, supervisor in comparison to the self-assesdRegurts from a 360 assessment
should be seriously considered when establishing goals for Mentor-GoanteDeveloping
Principals. Other factors such as race, socio-economic class and gesdsradre also items that
can be identified using a 360 assessment.

Once Districts establish a way to approach matching Mentorh@eawvith
Developing Principals, there should also be structures in plamyigit pairing to ensure that

each member of the pair is maximizing the experience.

89



Implications for School District Leadership
Mentor-coaching

Throughout this study there was evidence to support that the preskrace
Mentor-Coach available to observe the interactions of Developindrdaneer) Principal with
their teachers during pre and post-observations was importantpirovimg the quality of
feedback conferences with teachers. Mentor-coaching provided an oppdiduritgveloping
Principals to receive validation confirming how they were supewyitheir teachers. The
feedback cycle that is referenced in the clinical supervision msidgls short of opportunities to
provide feedback and reflective opportunities for the instructionalrgigpe, which in most
cases is the principal. This study found that pre- and post-obsereatiferences held while
collaborating with a Mentor-Coach Principal, provided rich, deep irsifghtthe Developing
Principal, who in turn emulated similar strategies when conferencingheithtéachers.

During the study Mentor-Coaches modeled and shared specifatusés and
techniques for the Developing Principals to emulate when they coddpcée and post-
observation conferences with teachers. For the purposes of thys Mteitor-Coach principals
received six hours of training prior to working with the Developi®rghcipals. The training
combined mentoring with coaching techniques specific to the Blendadhizig Model (Bloom
2005). Blended Coaching techniques provided learning opportunities and a sttruntuel for
the Developing Principals to follow when conferencing with teachefslt it important to
demonstrate through this study the importance of training the ME@agiaches. The Mentor-
Coaches were specifically trained in both instructional anditédnie strategies. Each of the

strategies provided opportunities for the Developing Principal taveesepport specific to their
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assignment and provided them opportunities to reflect based on the pradirguestioning
techniques modeled by the Mentor-Coach. In turn, the Developing Preaipeg able, in most
cases, to use those same techniques in the work they did withetiwiets. Finding one of this
study demonstrates that pre and post-observation conferences hielccoaiborating with a
Mentor-Coach Principal, provided rich, deep insights for the Develogingifal, who in turn
emulated the same strategies when conferencing with their teacher.
Pre-observation Mentor-coaching

Acheson and Gall describe the planning/pre-observation conference oalclini
supervision as the opportunity for the supervisor to act as the diaggosti the teacher (2003).
The better the Developing Principals get at comparing classrocgrvalisns to the standards of
best practice as identified in the Teaching and Learning FrarkEvthe more precise is the
lens for observing, and providing feedback to the teacher. Findinggtirerstudy affirm that it
was important to Developing Principals to have a Mentor-Coach observe thissproces

Prior to meeting with the teacher for the pre-observation cemée, Mentor-
Coaches and Developing Principals met to discuss the stratdgyne¢hBeveloping Principals
would use to start the pre-observation conference. In doing so, the M&atch was afforded
the opportunity to probe the principals’ thinking regarding the lesson @$amgled Coaching
techniques. This provided a model for the Developing Principal andeallte Developing
Principal to better prepare questions for the pre-observation cocderdine process of probing
and formulating specific questions for the pre-observation with the d@dach helped the
Developing Principal establish a structured lens for classroonmmvalbiess. The study showed

that the Mentor-Coaches were important to the Developing Prindipdiglping to establish

14 Refer to Appendix Item 2
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clear objectives for the pre-conference. As a result, the Dewugldpiincipals were able to
provide a clear structure for the teacher to discuss what was to occur issthe le

Once the pre-observation was held, the Mentor-Coaches used BlendddnGoa
techniques to again probe, question and provide feedback for the Developing Principalad hi
not a belabored process. In many cases, Mentor-Coaches and DevElapingals were able to
meet just minutes following the teacher preconference tdegeback and prepare for lesson
observation. The debrief after the pre-conference afforded a quickeffiotent way of

solidifying the thinking of the Developing Principal.

Post-observation Mentor-coaching

After the lesson observation and prior to meeting with thehtzathe Mentor-
Coach and the Developing Principal debriefed the lesson. It seenteal for this to occur
within a very short time after the lesson and prior to the posraisen conferences. Data from
the study indicate that there were three specific incidewbese the Mentor-Coaching did not
have an impact on the Developing Principal. In all three of thosarecces time, scheduling
or other circumstances precluded the Mentor-Coach from debriefitig the Developing
Principal. In all other instances in the study, the debriefingdmt the Mentor-Coach and the
Developing Principal proved to be highly impactful for how the post+ehtien was conducted
with the teacher.

The immediacy of feedback is important for two reasons. FRivstdebriefing
provided the Mentor-Coach opportunities to validate what the Develdfingipal observed

during the lesson. The Developing Principal had opportunities totreflewhat was observed
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in the lesson according to the established clinical supervision pretotmimediate debriefing
provided an opportunity for the Developing Principal, to internalize Blér@oaching strategies
used by the Mentor-Coach in preparation for their post observationrenodewith the teacher.
The debriefing process was not time-consuming. In most cases, MBodohes and Developing
Principals were able to debrief just outside of the classroomwiimly the lesson observation.
Structuring the conversation and questions in this way had an impdwt guality of pre- and

post-conference for most of the principals in the study.

Established clinical supervision protocols in the instructional supervision cycle

Although the clinical supervision model has been the standard of bettgra
the District and was known by all of the principal participaalisof the principals admitted that
they did not always utilize all portions of the clinical supeorisprotocol, even during formal
evaluation observations. Clinical Supervision protocols for lesson oliserattlined in this
study allowed opportunities for principals to more closely exaittai practice as instructional
supervisors. Developing Principals in the study reported that thiegdydeeper insight into
supervision of instruction by following a lesson observation protcagliring that they plan
guestions for the pre- and post-observation and a focused lens for lessoratidns. Eight of
the ten Developing Principals expressed the importance of haeimgone, by their side to
validate their observations and comparisons to best practice agaiblain sharpening their
skills as instructional leaders.

Both Mentor-Coaches and Developing Principals agreed that prepgaripge-

and post-observations conferences allowed for rich conversations anduapes for teacher
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reflection in the lesson debriefs. In the cases when the Meptwh€&s and Developing
Principals observed the same teacher in the second cyclesofi lebservations, both saw very

rich impact that the lesson protocols had on teacher reflection.

Principal Collaboration

One of the stronger findings from this study was the collabordliah occurred
between the Mentor-Coach and the Developing Principal at each pinctuthe clinical
supervision cycle. Both Mentor-Coach and the Developing Principals tisawpower of
collaborating on developing goals for and questions for the pre- and pestatitns. Both sets
of principals spoke to the value of simultaneously viewing a lessdrdebriefing immediately
following.

Mentor-Coaches and Developing Principals each expressed theofdlaeing the
opportunity to collaborate with a peer in a non-threatening, non-ewedusgiting. They were
able to see the impact that their discussions had on the nedlexinferences held with the
teacher. In one instance a principal even spoke to the impact by saying,

“My Mentor-Coach reflects and collaborates with me. | thenecefand
collaborate with my teacher. As a result, my teacher is ignésg, and pushing her

students to collaborate with one another. We are all connected by collaborating!”

Interpersonal Skills and Styles related to the Temperament of School Leaders
Findings from this study indicate that relationships matter in the waghinat

Developing Principal receives mentor-coaching. In seven of the ten Mentdn-Coac
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and Developing Principal matches, there was strong evidence from both the Deyelopi
Principals and the Mentor-Coaches that connected trust, relationship-budtuiges and
openness to the impact that the Mentor-Coaches had on the Developing Principals. This
outcome validates that teaching and learning, even on the level between aduls pestsjone
in the context of a healthy, trusting relationship.

Many important decisions made on behalf of schools includes considerations of
interpersonal skills of the leaders. Such considerations are made, but litiléeis about such
them. Teachers and principals make decisions about collaborative teams and gredips ba
the temperament of the participants. Similarly, principals and istgedents make
determinations about placing the ‘right’ personnel in the ‘righpattments and grade levels at
the ‘right’ schools. Very little however is written about thduat process by which those
temperaments are assessed, measures or matched, or what makes theatehht’

Data from this study suggests that relationships and the ability to dstaidiself as an
well-adjusted participant in a trusting relationship had an impact on the abifitgke the kinds
of insights needed to be a reflective educator. The ability to establish andimbelthy
relationships is essential as a leader and a learner.

Interpersonal skills, emotional intelligence and temperament arethag¢dmve
not been well quantified for educators. One of the ISSLC standards refers tatidispdisat
identify the need for the administrator to be able to shape the vision of the sclnoall wit
stakeholders. Another standard outlines the performance of the standard requihes that
administrator be able to assess the culture and climate of the school on a resjgilainitae

context of the standards, however, there is no discussion of how to perform those tasks There i
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no indication of the kind of interpersonal skills, temperament or level of emotioriagaeree it
will take the administrator to achieve those standards at a proficient level.

Findings from this study indicate that having a Mentor-Coach with whom to collebora
is a way that Developing Principals can reflectively process howtwvbatdo and say has an
impact on instruction and on the relationships in their school.

Temperament and emotional intelligence will be particularly cruciabrarg
generations of educational leaders. In his bblo& Trophy Kids Grow UpAlsop describes the
characteristics of the generations following the “Baby Booi{@@416-1964). He refers to these
two groups as GenXers (1965-1979) and the Millennials (1980- 2001). Hébdsdte Baby
Boomers’ characteristics as workaholic, idealistic, competitoagal. Millennials and GenXers
are known to be very different in the workplace. Millienialshia workplace particularly are
seen as entitled, wanting to meet their own needs in lieu of otfiesy will tend to not invest
time or energy into anything that is not personally fulfilling (2008). Tim#energy will need to
be spent keeping Milliennials engaged in personally fulfilling lewyrictivities, or else they will
seek other careers. Once the Milliennials become fully repegsémithe current teaching and
administrative ranks, mentor-coaching will have a place in helgnfpdter the relationships
required to be probing and reflective.

Our next generation of school leaders will be those who have been impacted by
technology..texters instead of talkers, videos instead of board games..datay, instead of
playing in one’s own neighborhood. The relationships, trust and emofitteiigence are
those aspects of the job that that cannot be quickly formatted! ienéssential for members

of our profession to build capacity among colleagues through collaboration erth pe
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Limitations of Study
Implications for Future Study

Sample Size

With a limited sample of 10 pairs of principals and mentors, it is not reasonable to
generalize my findings to all mid-career principals.
Personal Bias

Personal bias is invariable likely? when researching one’s own organizatidrevébe
that
despite the multiple safeguards and personal awareness of the likelihood that biascaoulit
was difficult to refrain from relying on my own assumptions and inferences.
Teacher Perceptions

| chose to focus this study on the relationship between princgmlswas not able to
capture the teachers’ perceptions of the process, or whethesbdgsvation model impacted
teacher practice. One of the limitations of this study watsthigae was no indication of how the
teachers perceived the Developing Principals’ technique duringriheand post-observation
conferences. Insights and perceptions from the teachers mightrioaee o be valuable to both
the Developing and Mentor-Coach Principals. Mentor-Coaches amdldpeng Principals
might have been able to use the teacher perceptions to develofogtiadsr work. A redesign
of this study would include the perceptions of the teachers to compare withrdbptjmas of the
Mentor-Coaches and the Developing Principals.

Developing Principals had the option of selecting the teachers that they@hose t

observe. In most cases, Developing Principals selected teatisemwere scheduled to be

evaluated through the STULL process and would be willing to have dwongstrators in the
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room during an observation lesson. Having willing teacher particg@sbpposed to having a

wider selection of teachers who were to be observed may have been aolinmitdtie study.
Another limitation may have been that most of the Developintipals choose

different teachers to observe during cycles one and two.wdfré to repeat the study, | would

have asked the Developing principal to observe the same teacher for both cycles,

In that way, the participants were consistent throughout thg.stalden could have asked both

the Mentor-Coaches and Developing Principals about their perceptibribe teachers’

application of the feedback received from the pre- and post-observation conferences.

Studies in Schools

Conducting research in a school setting poses challenges, given the naturera worki
with time-impacted professionals. Mentor-Coaches in this study werdiali acincipals and
principal leaders. This was a constraint to the study. In some instancegritee-Moaches had
to delay or postpone a scheduled visit to attend to problems and emergencies on their own
campuses. In other cases, the Developing Principals had to attend to unforeseets iacdle
emergencies that took time away from the mentor-coaching process. elicdlses in this study,
continuous interruptions and scheduling problems precluded the mentor-coaching refatemns
adequately form.
Permission to Assess using a 360 Assessment

In the original design of this study, | sought to use the VAL-ED 360 Assessment

to pre- and post-test the Developing Principals. Reports gedeiram the 360 would have

provided Mentor-Coaches an opportunity to establish clearly defined fpvaés;ch of their
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Developing Principals and | may have been able to determine irbpaet on pre- and post-
assessment.
Lessons Learned
The current economy places financial limitation on comprehensive solutions to the
problem of preparing effective public school principals. This stmyd offer a low impact,
cost? viable solution to assist local school agencies developcpigetograms for principal
professional development. The Mentor-Coaching model can equip both Novdeeveloping
Principals with knowledge, skills, behaviors and competenciesss@geto effectively lead
schools.
Priority should be placed on targeting those skills and essential principal encipst

that have the greatest impact on student achievement. Accordingaghdge, Leithwood,
Wabhlstrom and Anderson (2010) the most essential skills leadinghtopals’ efficacy are their
abilities to establish an emotionally safe school culture, demad@sand model their own
instructional skill set, provide teachers with focused clesdldack on lessons and best practice.
This Action Research Project sought to answer important queshdnsravide viable solutions
to a vital issue.

Mentoring and coaching promote trust and belief in the abiliptludérs. That is the core
of our work. Foundational relationships sustain our profession, replidagnigest of ourselves

in future generations of educators.
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APPENDICES

Appendix 1

ISLLC Standards for School Leaders

Standard 1

A school administrator is an educational leader who promotes the success of all students by
facilitating the development, articulation, implementation, and stewardship of a vision of
learning that is shared and supported by the school community.

Knowledge

The administrator has knowledge and understanding of:

1. Learning goals in a pluralistic society

2. The principles of developing and implementing strategic plans

3. Systems theory

4. Information sources, data collection, and data analysis strategies
5. Effective communication

6. Effective consensus-building and negotiation skills

Dispositions

The administrator believes in, values, and is committed to:

1. The educability of all

2. A school vision of high standards of learning

3. Continuous school improvement

4. The inclusion of all members of the school community

5. Ensuring that students have the knowledge, skills, and values needed to become successful
adults

6. A willingness to continuously examine one's own assumptions, beliefs, and practices

7. Doing the work required for high levels of personal and organization performance

Performances
The administrator facilitates processes and engages in activitiesgrtbat:

1. The vision and mission of the school are effectively communicated to staff, paretdanis
and community members
2. The vision and mission are communicated through the use of symbols, ceremonies, stories,
and similar activities
3. The core beliefs of the school vision are modeled for all stakeholders
4. The vision is developed with and among stakeholders
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5. The contributions of school community members to the realization of the vision are
recognized and celebrated

6. Progress toward the vision and mission is communicated to all stakeholders

7. The school community is involved in school improvement efforts

8. The vision shapes the educational programs, plans, and activities

9. An implementation plan is developed in which objectives and strategies to abei@is&dn
and goals are clearly articulated

10. Assessment data related to student learning are used to develop the school visids and goa
11. Relevant demographic data pertaining to students and their families are usestiopioig

the school mission and goals

12. Barriers to achieving the vision are identified, clarified, and addressed

13. Needed resources are sought and obtained to support the implementation of the school
mission and goals

14. Existing resources are used in support of the school vision and goals

15. The vision, mission, and implementation plans are regularly monitored, evaluated, and
revised

Standard 2

A school administrator is an educational leader who promotes the success of all students by
advocating, nurturing, and sustaining a school culture and instructional program conducive to
student learning and staff professional growth.

Knowledge

The administrator has knowledge and understanding of:

. Student growth and development

. Applied learning theories

. Applied motivational theories

. Curriculum design, implementation, evaluation, and refinement
. Principles of effective instruction

. Measurement, evaluation, and assessment strategies

. Diversity and its meaning for educational programs

. Adult learning and professional development models

. The change process for systems, organizations, and individuals
10. The role of technology in promoting student learning and professional growth
11. School cultures

OCoO~NOOUIDE WNPE

Dispositions

The administrator believes in, values, and is committed to:
1. Student learning as the fundamental purpose of schooling
2. The proposition that all students can learn

3. The variety of ways in which students can learn
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4. Life long learning for self and others

5. Professional development as an integral part of school improvement
6. The benefits that diversity brings to the school community

7. A safe and supportive learning environment

8. Preparing students to be contributing members of society

Performances
The administrator facilitates processes and engages in activitigmegrhat:

1. The school is organized and aligned for success

2. Curricular, co-curricular, and extra-curricular programs are designe@nmapted, evaluated,
and refined

3. Curriculum decisions are based on research, expertise of teachers, and the mdetimmef
learned societies

4. The school culture and climate are assessed on a regular basis

5. A variety of sources of information are used to make decisions

6. Student learning is assessed using a variety of techniques

7. Multiple sources of information regarding performance are used bysthfftudents

8. A variety of supervisory and evaluation models is employed

9. Pupil personnel programs are developed to meet the needs of students and their families
10. All individuals are treated with fairness, dignity, and respect

11. Professional development promotes a focus on student learning consistent wilbdhe sc
vision and goals

12. Students and staff feel valued and important

13. The responsibilities and contributions of each individual are acknowledged

14. Barriers to student learning are identified, clarified, and addressed

15. Diversity is considered in developing learning experiences

16. Life long learning is encouraged and modeled

17. There is a culture of high expectations for self, student, and staff performance

18. Technologies are used in teaching and learning

19. Student and staff accomplishments are recognized and celebrated

20. Multiple opportunities to learn are available to all students

Standard 3

A school administrator is an educational leader who promotes the success of all students by
ensuring management of the organization, operations, and resources for a safe, efficient, and
effective learning environment

Knowledge
The administrator has knowledge and understanding of:

1. Theories and models of organizations and the principles of organizational development
2. Operational procedures at the school and district level
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. Principles and issues relating to school safety and security

. Human resources management and development

. Principles and issues relating to fiscal operations of school management
. Principles and issues relating to school facilities and use of space

. Legal issues impacting school operations

. Current technologies that support management functions

O~NO Ol W

Dispositions

The administrator believes in, values, and is committed to:

. Making management decisions to enhance learning and teaching
. Taking risks that improve schools

. Trusting people and their judgments

. Accepting responsibility

. High-quality standards, expectations, and performances

. Involving stakeholders in management processes

. A safe environment

~NOoO o~ WNPE

Performances

The administrator facilitates processes and engages in activitigmegrat:

1. Knowledge of learning, teaching, and student development is used to inform management
decisions

2. Operational procedures are designed and managed to maximize opportunitiesefsfiglucc
learning

3. Emerging trends are recognized, studied, and applied as appropriate

4. Operational plans and procedures to achieve the vision and goals of the school are in place
5. Collective bargaining and other contractual agreements related to the seleftdctively
managed.

6. The school plant, equipment, and support systems operate safely, efficiently, anekffec
7. Time is managed to maximize attainment of organizational goals

8. Potential problems and opportunities are identified

9. Problems are confronted and resolved in a timely manner

10. Financial, human, and material resources are aligned to the goals o school

11. The school acts entrepreneurially to support continuous improvement

12. Organizational systems are regularly monitored and modified as needed

13. Stakeholders are involved in decisions affecting schools

14. Responsibility is shared to maximize ownership and accountability

15. Effective problem-framing and problem-solving skills are used

16. Effective conflict resolution skills are used

17. Effective group-process and consensus-building skills are used

18. Effective communication skills are used

19. There is effective use of technology to manage school operations

20. Fiscal resources of the school are managed responsibly, efficiently, atidedffe
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21. A safe, clean, and aesthetically pleasing school environment is createdraatheth
22. Human resource functions support the attainment of school goals
23. Confidentiality and privacy of school records are maintained

Standard 4

A school administrator is an educational leader who promotes the success of all students by
collaborating with families and community members, responding to diverse communitstsntere
and needs, and mobilizing community resources.

Knowledge

The administrator has knowledge and understanding of:

1. Emerging issues and trends that potentially impact the school community

2. The conditions and dynamics of the diverse school community

3. Community resources

4. Community relations and marketing strategies and processes

5. Successful models of school, family, business, community, government and highaoeducat
partnerships

Dispositions

The administrator believes in, values, and is committed to:

. Schools operating as an integral part of the larger community

. Collaboration and communication with families

. Involvement of families and other stakeholders in school decision-making pscesse

. The proposition that diversity enriches the school

. Families as partners in the education of their children

. The proposition that families have the best interests of their children in mind

. Resources of the family and community needing to be brought to bear on the education of
students

8. An informed public

~NOoO o~ WNBRE

Performances

The administrator facilitates processes and engages in activitieggrtbat:

. Community youth family services are integrated with school programs

. Community stakeholders are treated equitably

. Diversity is recognized and valued

. Effective media relations are developed and maintained

. A comprehensive program of community relations is established

. Public resources and funds are used appropriately and wisely

. Community collaboration is modeled for staff

. Opportunities for staff to develop collaborative skills are provided

. High visibility, active involvement, and communication with the larger commuay i

OCoO~NOOUIDE WNPE
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priority

10. Relationships with community leaders are identified and nurtured

11. Information about family and community concerns, expectations, and needs sgusaidyr
12. There is outreach to different business, religious, political, and sereceiegand
organization

13. Credence is given to individuals and groups whose values and opinions may conflict
14. The school and community serve one another as resources

15. Available community resources are secured to help the school solve problemsewral achi
goals

16. Partnerships are established with area businesses, institutions of hightoegdaicd
community groups to strengthen programs and support school goals

Standard 5
A school administrator is an educational leader who promotes the success of all students by
acting with integrity, fairness, and in an ethical manner.

Knowledge

The administrator has knowledge and understanding of:

1. The purpose of education and the role of leadership in modern society
2. Various ethical frameworks and perspectives on ethics

3. The values of the diverse school community

4. Professional codes of ethics

5. The philosophy and history of education

Dispositions

The administrator believes in, values, and is committed to:

. The ideal of the common good

. The principles in the Bill of Rights

. The right of every student to a free, quality education

. Bringing ethical principles to the decision-making process

. Subordinating one's own interest to the good of the school community

. Accepting the consequences for upholding one's principles and actions
. Using the influence of one's office constructively and productively in theesarivall
students and their families

8. Development of a caring school community

~NOoO oI, WNBE

Performances

The administrator:

1. Examines personal and professional values

2. Demonstrates a personal and professional code of ethics

3. Demonstrates values, beliefs, and attitudes that inspire others to higreofgesformance
4. Serves as a role model

5. Accepts responsibility for school operations
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6. Considers the impact of one's administrative practices on others

7. Uses the influence of the office to enhance the educational program rather trensdaal
gain

8. Treats people fairly, equitably, and with dignity and respect

9. Protects the rights and confidentiality of students and staff

10. Demonstrates appreciation for and sensitivity to the diversity in the schoolio@gnm
11. Recognizes and respects the legitimate authority of others

12. Examines and considers the prevailing values of the diverse school community
13. Expects that others in the school community will demonstrate integrity amisexathical
behavior

14. Opens the school to public scrutiny

15. Fulfills legal and contractual obligations

16. Applies laws and procedures fairly, wisely, and considerately

Standard 6

A school administrator is an educational leader who promotes the success of all students by
understanding, responding to, and influencing the larger political, social, economic, legal, and
cultural context.

Knowledge

The administrator has knowledge and understanding of:

1. Principles of representative governance that undergird the system otamsshools

2. The role of public education in developing and renewing a democratic society and a
economically productive nation

3. The law as related to education and schooling

4. The political, social, cultural and economic systems and processes that irpats sc
5. Models and strategies of change and conflict resolution as applied to thetaitgmed,
social, cultural and economic contexts of schooling

6. Global issues and forces affecting teaching and learning

7. The dynamics of policy development and advocacy under our democratic pojgteah s
8. The importance of diversity and equity in a democratic society

Dispositions

The administrator believes in, values, and is committed to:

1. Education as a key to opportunity and social mobility

2. Recognizing a variety of ideas, values, and cultures

3. Importance of a continuing dialogue with other decision makers affectingtexuiuc

4. Actively participating in the political and policymaking context in the seref education
5. Using legal systems to protect student rights and improve student opportunities
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Performances

The administrator facilitates processes and engages in activitieggrtbat:

1. The environment in which schools operate is influenced on behalf of students and their
families

2. Communication occurs among the school community concerning trends, issues, and potential
changes in the environment which schools operate

3. There is ongoing dialogue with representatives of diverse community groups

4. The school community works within the framework of policies, laws, and regulatiorisgnac

by local, state, and federal authorities

5. Public policy is shaped to provide quality education for students

6. Lines of communication are developed with decision-makers outside the school chmmuni
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Appendix 2

Standard 1:

Planning and Preparation

Componentla: Demonstrating Knowledge of Content and Pedagogy
Elements: Knowledge of content and the structutbetliscipline, Knowledge of content-related pedpg

Teachers provide evidence of their knowledge ot@anand pedagogy through their performance ircthgsroom. They must have sufficient command obtligect to guide
student learning. They must also know how theiteotifits into a larger context. Since every diboghas its own approach to instruction, teacheed to tailor their pedagogy
to their content. Knowledge of content and pedggsanot stagnant, but evolves over time and reguin-going, collaborative learnin

g to reflect Zentury skills and learner

Elements

Ineffective

Developing

Effective

Highly Effective

Knowledge of Content and th
Structure of the Discipline

Knows the discipline and how
the subjects within the
discipline relate and integrate
with one another [e.g.
understanding how algebra,
geometry, trigonometry are
related in the discipline of
mathematics]

PC, A, and observation

eln planning and practice,
teacher makes content errors
or does not correct errors
made by students.

Teacher is familiar with the
important concepts in the
discipline and the content
standards associated with the
grade level or course, but may

display lack of awareness of ho
these concepts or standards bu

upon and relate to one another
to 21 Century skills

Teacher displays solid knowledge ¢
the concepts in the discipline and tf
content standards associated with 1
grade level or course. Teacher buil
upon and relates these concepts ar
wstandards to one another and td 21
ICentury skills.

or

fTeacher displays extensive
neknowledge, application, and analysig
hef the concepts in the discipline and
ldhe content standards associated wi
ndhe grade level or course. Teacher
builds upon and relates concepts an
standards to one another, to other
disciplines, and to 21Century skills.

S.

Knowledge of Content-
Related Pedagogy

Usespedagogical content
knowledge to plan instruction
in the particular subject area

Teacher displays little or no
understanding of the range o
pedagogical approaches
suitable to student learning o
the content.

PC, A

Teacher's plans and practice
reflect a limited range of

pedagogical approaches or son
approaches that are not suitabl¢
to the discipline or to the studen
with only surface connections tg

21% Century skills.

Teacher's plans and practice reflec
familiarity with a wide range of
eeffective research-based pedagogi
2 approaches in the discipline,
t appropriate technology and of21
Century skills.

t Teacher’s plans and practice includg
wide range of effective research-bag

cgdedagogical approaches in the
discipline, including authentic
application,use of appropriate media|
technology, and Z1Century skills.

> a
ed

PC = Professional Conversation; A= Artifacts

108



Elements: Knowledge of students’ skills, knowledgd language proficiency; Knowledge of how cleifgradolescents, or adults learn; Knowledge ofettsl special needs;

Furthermore, teachers must demonstrate this kngeladd understanding and also incorporate a|

Standard 1: Planning and Preparation
Component 1b: Demonstrating Knowledge of Students

Knowledge of Students’ interests and cultural lagpet
It is not enough for teachers to know and undedstéiidhood or adolescent developmental norms. Aeraanust also know their students: their strengticlsweaknesses, their
interests, their readiness levels and skill sk tanguage proficiency, and the outside inflesnthat affect their learning: family dynamics,tetdl customs, socio-economic status.

ppte@lat Century skills in the plann

ing and prepanadf their lessons.

Elements

Ineffective

Developing

Effective

Highly Effective

Knowledge of Students’
Skills, Knowledge, and
Language Proficiency

Uses information about
students’ academic strength
and needs in planning
PC, A

%)

Teacher displays little or no
knowledge of students’ skills,
knowledge, and language
proficiency, and/or does not
indicate that such knowledge is
valuable.

Teacher recognizes the value of
tracking students’ skills,
knowledge, and language
proficiency, but displays this
knowledge only for the class as 4
whole.

Teacher recognizes the value of
tracking students’ skills,
knowledge, and language
proficiency, and displays this
knowledge for groups of students
order to determine growth over
time.

Teacher tracks understanding of

strategy for maintaining such
ninformation, including information

growth over time for each student.

individual students’ skills, knowledge,
and language proficiency, and has a

from parents, in order to determine

Knowledge of How Children,
Adolescents, or Adults Lear

Plans lessons based on

current, proven research
regarding how students

learn

PC, A

nknowledge of the developmental

Teacher displays little or no

characteristics of the age group,
or of how these students learn.

Teacher displays partial
knowledge of the developmental
characteristics of the age group,
but his/her knowledge of how
students learn is limited or
outdated.

Teacher’s knowledge of how
students learn is accurate and
current, reflecting an accurate
understanding of the typical
developmental characteristics of th
age groupTeacher applies this
knowledge to the class as a wholg
and to groups of students.

and subtle understanding of how

the general patterns, and how'21

Teacher displays Current, extensive
students learn, including exceptions

neCentury skills apply, and then applie
this knowledge to individual students.

to

2]

Knowledge of Students’
Special Needs

Knows which students have|
special needs and plans
instruction to accommodate
for those needs

PC, A

Teacher's displays little or no
awareness of the importance of
knowing students’ special
learning or medical needs, and
such knowledge may be
incomplete or inaccurate.

Teacher possesses information
about each student’s learning an
medical needs, collecting such
information from a variety of
sources.

Teacher possesses information

J about each student’s learning and
medical needs, collecting such
information from a variety of
sources and applies this knowledg
to individual students.

needs, collecting such information

individual students, advocating for
those students.

Teacher possesses information abo
each student’s learning and medical

from a variety of sources, including
eparents, and applies this knowledge

Knowledge of Students’
Interests and Cultural
Heritage

Uses students’ interests an
cultural heritage to plan
instruction that will engage
students
PC, A

Teacher displays little or no
knowledge of students’ interests
or cultural heritage, and does nd
éndicate that such knowledge is
valuable.

Teacher recognizes the value of
understanding students’ interests

tand cultural heritage, but displays
this knowledge only for the class
as a whole.

Teacher recognizes the value of
understanding students’ interests
5 and cultural heritage, and displayg
this knowledge for groups of
students.

Teacher recognizes the value of
understanding students’ interests,
family and cultural heritage, and

students.

displays this knowledge for individug
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Standard 1: Planning and Preparation
Component 1c: Establishing Instructional Outcomes
Elements: Value, sequence, and alignment and g|a&8ititability for diverse learners
Teaching is goal directed and designed to achiextaia well-defined purposes. It is through thicatation of instructional outcomes that the tesrctiescribes these purposes.
The outcomes should be clear and related to wimtliait the students are intended to learn asisecuence of instruction. [FFT pg 51]®lentury outcomes must be included,
as students must also learn the essential skitls asi critical thinking, problem solving, commuriioa and collaboration. Teacher collaboration gitbans this process.

Element

Ineffective

Developing

Effective

Highly Effective

Value, Sequence
Alignment, and Clarity

Selects and writes clear
outcomes that are
important to the discipline
follow a sequence of
learning and are aligned
to national, state, and/or
local standards

PC, A

Instructional outcomes are
either not stated, or are stated
as activities, rather than as
student learning. Outcomes
represent low expectations for
students and lack of rigor. The
do not reflect important
learning in the content area, n
do they include language
objectives or a connection to g
sequence of learning, or
suggest viable methods of
assessment

Instructional outcomes are unclear
consist of a combination of outcom
and activities, representing
moderately high expectations and
rigor. Learning expectations are

valigned with important grade level
content standards, include languag

ppbjectives, and some outcomes
suggest viable methods of

1 assessment. There is at least some
connection to a sequence of learnir
and to 2 Century skills.

oMost instructional outcomes are

eglearly stated, represent high
expectations and rigor, focus on
important grade level content
standards and academic language
objectives, and suggest viable

emethods of assessment. They are
connected to a sequence of learnin
and align with 2% Century skills.

g

All instructional outcomes are clear
stated in terms of student learning
outcomes, represent high
expectations and rigor, focus on
important grade level content
standards and academic language
objectives, and permit viable

gmethods of assessment. They are
connected to a sequence of learnin
both in the discipline and across
disciplines and align with 21
Century skills.

Suitability for Diverse
Learners

Outcomes are planned so
that they are appropriate
and differentiated for all
students in the class

PC, A

Instructional outcomes are no
suitable for the class, or are n
based on any assessment of
student learning.

Most instructional outcomes are

ptsuitable for most of the students in
the class based on global assessm
of student learning.

all students in the class, and are
eb&sed on multiple assessments of
student learning.

Most of the outcomes are suitable foOutcomes are based on a

comprehensive assessment of stud
learning and take into account the

or groups.

varying needs of individual students

PC = Professional Conversation; A = Artifacts
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Standard 1: Planning and Preparation

Component 1d: Designing Coherent Instruction

Elements: Standards-based learning activitiesriresional materials, technology, and resourcestgg@seful instructional groups, Lesson and unit stuue
Teachers translate instructional outcomes intalegrexperiences for students through the desigmstrfuction. Even in classrooms where studergsras considerable responsibility for their
learning, teachers must design instruction thebkerent and balanced between careful plannindlexibility in execution. Teachers design instiootthat reflects the needs of*2Century
learners and include opportunities to collaboriatepvate, create and solve problems using high-lswgnitive processes and communication tools aedia Teachers should plan collaboratively to
strengthen the design process. Skilled teachess kenwledge of a variety of resources and are aotigtadding these to their repertoire. They peaity search for appropriate 2Century
resources that can inform their teaching, includialigborating with other educators. They effediiiacorporate these tools in varied contexts foagety of purposes.

Elements Ineffective

Developing

Effective

Highly Effective

Standards-Based Learning
Activities

Learning activities are not suitab
for students or for instructional
| purposes, and are not designed
| engage students in active
intellectual activity.

Activities are designed to engag
students in cognitively
challenging work that is aligned
to the standards

PC, A

eFewer than half of the learning
activities are suitable for students o

tdfor the instructional outcomes. Som
represent a moderate cognitive
challenge, but with no differentiatio
to meet diverse student learning
needs.

All of the learning activities are

I suitable for students or for the

einstructional outcomes, and most
represent significant cognitive

1 challenge, and awareness of'21
Century Skills with some
differentiation to meet diverse
student learning needs.

Learning activities are highly suitable for
diverse learners and directly support the
instructional outcomes. They are designed
engage all students in high-level cognitive
activities that reflect Z1Century Skills, and
are differentiated, as appropriate, to meet {
needs of individual learners.

to

he

Teacher is unaware of resourceg
for classroom use available

Plans lessons that use resources through the schogl, district, or
that will promote high levels of | Internet, or materials and
learning and student engagementresources are not suitable for

in the classroom environment students, do not support the
instructional outcomes nor enga
students in meaningful learning.

Instructional Materials,
Technology, and Resources

PC, A

Teacher displaysomeawareness of
resources available for classroom y
through the school, district, or
Internet. Some materials, technolog
and resources are suitable to
students, support the instructional

jeutcomes, and engage students in
meaningful learning.

Teacher displays awareness of
seesources available for classroom
use through parents, the school or
ydistrict, the community and the
Internet. All materials and resourcg
selected for instruction are suitablg
for students, support the
instructional outcomes, and are
designed to engage students in
meaningful learning, including the
appropriate use of technolagy

Teacher’s knowledge of resources for
classroom use is extensive and informs
communication with students, including
those available through parents, the schoo

sdistrict, the community, local universities and

the Internet. All materials and resources
selected for instructioare suitable for
students, support the instructional outcome
and are designed to engage students in
meaningful learning, including the
appropriate use of technologstudents
participate in selecting or adapting material

or

n

n

Purposefulnstructional Groups | Instructional groups do not

oSupport the instructional outcom

Groups are purposely designed )
and offer no variety.

enhance student cognitive
engagemerieC, A

Instructional groups partially suppo
2¢he instructional outcomes, with an
effort at providing some variety.

[t Instructional groups are
purposefullyvaried as appropriate
to the students and based on
instructional outcomes.

Instructional groups are purposefully varieg
as appropriate to the students and based g
instructional outcomes effective student
interaction, and student choice.

Lesson and Unit Structure The lesson or unit has no clearly,
defined structure, or the structurg
is chaotic. Activities do not follow
an organized progression, and

time allocations are unrealistic.

The lesson/unit is logically
designed to allow students
sufficient time to achieve the
learning outcomes

PC, A

The lesson or unit has a recognizal

2 structure, although the structure is
not uniformly maintained
throughout. Progression of activities
is uneven; most time allocations arg
reasonable.

I&he lesson or unit has a clearly
defined logical structure around
which activities are organized, and

5 which anticipates student difficultie

2 or confusion. Progression of
activities is even, with reasonable
time allocations.

The lesson or unit structure is clear and
logical, allowing for different pathways
according to diverse student needs,

santicipating student misconceptions, and the

needs of 2% Century learners. The
progression of activities is highly coherent
with appropriate time allocations.

PC = Professional Conversation; A = Artifacts
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Standard 1: Planning and Preparation
Component le: Designing Student Assessment
Elements: Aligns with instructional outcomes, Gi#tend standards, Design of formative assessmamalysis and use of assessment data for planning
Teachers plan and design lessons that reflectdrstanding of their disciplines, including an ustending of instructional standards, concepts,imtiples. Teachers value each
discipline and the relationships between discigliaed design on-going formative assessments tragurestudent progress. Teachers use multiple nesasudemonstrate student
growth over time. Teachers should engage in calibalesign and analysis of assessments to stegngtisessment systems and to ensure equitablerasetsfor students.

Element Ineffective Developing Effective Highly Effective
Aligns with Instructional | Formal and informal Some of the instructional outcomes All the instructional outcomes are | All formal and informal assessment
Outcomes assessments are not aligned wittare aligned with the formal and aligned with purposefully selected | are purposefully selected and tightly

Assessments are instructional outcomes.
purposefully and tightly
aligned to the learning
outcomes

PC, A

informal assessments, but many a
not.

rdormal and informal assessments;
assessment methodologies may
have been adapted for groups of
students.

aligned with the instructional
outcomes, in both content and
process. Assessment methodologi
may have been adapted for individy
students.

Criteria and Standards
Criteria for the
assessments are clear al
reflect the standards and
outcomes being taught

The proposed assessment
approach contains no criteria o
cstandards.

Assessment criteria and standardg
have been developed, but they arg
not clear.

Assessment criteria and standardsg
are clear to students.

Assessment criteria and standards
clear; there is evidence that the
students contributed to their
development.

PC, A
Design of Formative Teacher has no plan to Formative assessments are designdebrmative assessments are Formative assessments are
Assessments incorporate formative to highlight student strengths and | purposefully designed to determing purposefully designed to determine

Formative assessments | assessment in the lesson or un
are purposefully designed
to determine student
strengths and gaps in
content knowledge.

PC, A

tgaps related to some content, skill
or standards.

5 student strengths and gaps in
content knowledge, skills, and/or
mastery of standards.

student strengths and gaps in conte
knowledge, skills and mastery of
standards, and includes student as
well as teacher use of the assessm
information.

Analysis and Use of
Assessment Data for
Planning

Teacher rarely and/or
ineffectively uses multiple
measures of student growth
including formative and
summative data that may inclug
tstudent work, to demonstrate
student learning.

Teacher does not analyze or ug
assessment data to designing
future instruction.

Teacher uses assessmer|
data to determine next
steps in instruction.

PC, A

Teacher inconsistently uses multip
measures of student growth
including both formative and
summative data that includes
estudent work to demonstrate stude
learning. Teacher analyzes and ug
some assessment data to plan for
efuture instruction for the class as &
whole.

leleacher consistently uses multiple
measures of student growth
including both formative and
summative data that includes

nstudent work to demonstrate stude

elearning.Teacher analyzes and use
assessment data to plan future
instruction for groups of students,
including re-teaching and re-
assessment if necessary.

Teacher consistently uses multiple
measures of student growth includi
both formative and summative data
including student work to
ntlemonstrate a high level of student
rdearning.Teacher disaggregates ang
analyzes assessment data and use
information to plan future instructior
for individual students, including re-
teachingand re-assessment if

2]

necessary.

PC = Professional Conversation; A = Artifacts
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Standard 2: The Classroom Environment
Component 2a: Creating an Environment of Respect ahRapport
Elements: Teacher interaction with students; Studearactions with one another; Classroom climate

Teaching depends, fundamentally, on the qualitelitionships among individuals. When teachersetio engage students in a discussion or an ggtthir interactions with
them speak volumes about the extent to which tladyevstudents as people. [FFT p. 64]

Element

Ineffective

Developing

Effective

Highly Effective

Teacher Interaction with
Students

Teacher interacts with
students in a way that project
respect and creates a safe ar
supportive learning
environment

(%)

CO

Teacher interaction with at least
some students is negative,
demeaning, sarcastic, or
inappropriate to the age or cultu

cPf the students. Students exhibit

disrespect for the teacher.

Teacher-student interactions a
generally appropriate but may
reflect occasional
reénconsistencies, favoritism, or
disregard for students’ cultures
Students exhibit only minimal
respect for the teacher.

eTeacher-student interactions are
friendly and demonstrate general
caring and respect. Such
interactions are appropriate to the
age and cultures of the students.
Students exhibit respect for the
teacher.

Teacher’s interactions with studen
reflect genuine respect, caring, an
cultural understanding, for

2 individuals as well as groups of

students. Students appear to trust
the teacher with sensitive
information and have a mutual
respect and open dialogue in a
variety of contexts.

ts

Student Interactions with One
Another

Students relate to one anothe
in a respectful, polite manner
that promotes a positive
learning environment for all
students

r

CO

Student interactions are
characterized by conflict,
sarcasm, or put-downs.

Student interactions are
generally appropriate but may
reflect occasional displays of
disrespect from a few students

Student interactions are
consistently polite and respectful

Students demonstrate genuine
caring for one another and monito
one another’s treatment of peers,
correcting classmates respectfully
when needed, and assume and
demonstrate personal responsibili

r

Classroom Climate

The classroom environment i
“safe” and supportive, risk-
taking is encouraged, studen
feel free to contribute their
ideas, and student mistakes
are treated as learning
opportunities, never with
ridicule.

5

Students do not feel free to sha
their ideas or opinions. Student
mistakes are ridiculed by the
teacher or other students.

S

eSome students feel free to sha
their ideas or opinions. Risk-
taking and mistakes receive
unpredictable responses from
the teacher or other students.

eMost students feel free to share
their ideas or opinions and take
risks in learning. Student mistakse
are treated as learning
opportunities by the teacher.

All students feel free to share thei
ideas and take risks in learning.

psStudent and teacher mistakes are
treated as learning opportunities, by

the teacher and all students.

CO = Classroom Observation
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Standard 2: The Classroom Environment
Component 2b: Establishing a Culture for Learning
Elements: Importance of the content, Expectationkfrning and achievement, Student ownershipeir work, Physical environment

A “culture for learning” refers to the atmosphenetlie classroom that reflects the importance ofathik undertaken by both students and teacheedtribes
the norms that govern the interactions among iddiis about the activities and assignments, theddthe classroom, and the general “tone” of tass A
culture for learning implies high expectations &irstudents and classrooms are cognitively buaggd. Both students and teacher see the contempagant,

and students take obvious pride in their work aredeager to share with others.

[FFT p. 67

Element

Ineffective

Developing

Effective

Highly Effective

Importance of the Content

Teacher links content to
students’ lives, essential
guestions, or long-term goals.

CO

Teacher or students convey &
negative attitude toward the
content, suggesting that it is
not important or has been
mandated by others. Teache
makes no attempt to link
content to students’ lives or
essential questions.

1, Teacher communicates
importance of the work but
with little conviction or links
to real-world application and
only minimal apparent buy-in
by the students.

Teacher conveys genuine
enthusiasm for the content,
and students demonstrate
consistent commitment to its
value. Teacher links content {
students’ lives, essential
guestions, or long-term goals

Students demonstrate through th
active participation, curiosity, and

content’s importance. Teacher ar]

ostudents link content to real-world
applications, essential questions,
and long-range goals. Teacher g
students make content culturally
relevant and applicable to studen
lives.

Expectations for Learning and
Achievement

Teacher has clear and high
expectations about what is
expected of students in order fq
them to learn and achieve

CO

Instructional outcomes,
activities and assignments, a
classroom interactions conve
low expectations for at least
some students. Learning
objectives are not made cleal
to students, or are not linked
standards.

=

Instructional outcomes,
neéhctivities and assignments, a
yclassroom interactions conve,
only modest expectations for
student learning and
achievement. Teacher has
tauneven expectations regardin
which students can learn and
achieve. Objectives are eithe
inconsistently related to
standards, unclear, or not
regularly posted.

Instructional outcomes,
neéhctivities and assignments, a
yclassroom interactions conve,
high expectations for most
students. Teacher has clear
and high expectations about
gvhat is expected of students
order for them to learn and
rachieve, including effort and
hard work. Objectives are
related to standards, clear,
posted, and in language that
students understand (for all
students, including English
learners).

Instructional outcomes, activities
néind assignments, and classroom
yinteractions convey high
expectations for all students.
Students appear to have
internalized these expectations.
rStudents set their own goals and
monitor their own progress towar
achieving mastery of standards.
There is a celebration of growth
and achieving personal bests.
Teacher models his/her struggles
with his/her own learning.

Student Ownership of Their
Work

Students demonstrate ownersh

Teacher does not insist on
high quality work from
. students; emphasis is on task
completion. Students do not

55

Teacher pushes students to (
good work but students inves
little of their energy into its

quality. Only a few students’

ol eacher insists on high qualit

t work and students accept the
expectation. Students
demonstrate the value they

yTeacher insists on high quality
work and students internalize the
expectation. Students demonstra
the value they place on their work

taking initiative that they value the

eir

D

ts

e
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of their work and share their
learning with others

CO

own the work or see its value|
Minimal student work is
posted around the classroom
and it is not linked to
standards.

best work is displayed or
presented. Posted student
work is not linked to content
standards.

place on their work by sharin
their work with the teacher,
parents, and peers. Students
demonstrate ownership of
their work and share their
learning with others. Most
students’ best work is
displayed or presented with
links to content standards.

y through willingness to revise,
attention to detail, showing
innovation, flexibility, and
originality. Students share their
work with the teacher, parents,
peers, and larger audiences.
Students’ best work is displayed
presented with links to content

standards, and, with opportunities

for students to show how their
work has progressed over time,
and/or reflection on what they
would change.

D

Physical Environment

The classroom is designed to
ensure safety and all students’
access to learning. Classroom
furniture and technology are
arranged and utilized to
facilitate high-level learning ang
interaction for all students.

The classroom is unsafe, or
learning opportunities are
inaccessible for some studen
The physical environment
impedes student learning, or
teacher makes little or no use
of physical resources and
available technology to
support student learning or
interaction.

The classroom is safe and
essential learning is

tsaccessible. The teacher
occasionally uses the physica
environment or available
technology, but with limited
effect on student learning or
interaction.

The classroom is safe and
accessible. The physical
environment and available
ltechnology support student
learning and interaction.

The classroom is safe and
accessible. Both teacher and
students use the physical
environment and available
technology easily and skillfully to
advance student learning and
encourage student collaboration.

CO = Classroom Observation
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Standard 2: The Classroom

Environment

Compondr2c: Managing Classroom Procedures

Elements: Management of routines, procedures, mmgitions, Management of materials and suppliesfd®mance of non-instructional duties, Managentént
parent leaders, otharolunteers and paraprofessionals

A smoothly functioning classroom is a prerequisitgood instruction. Teachers must develop proefar the smooth operation of the classroom aacfiicient use of time. One of the marks of
effective teachers is that they can take the tiengired to establish routines and procedures aiuteet of the school year. A hallmark of a weltelassroom is one in which students are able t& wo
independently and where differentiated instructoours. Another important aspect of the classraglates to how a teacher handles transitions beteetirities. Effective teachers make efficient use
of time in their management of non-instructionakgasuch as taking attendance, collecting or chgdkbmework, writing passes, etmd are familiar with and successfully execute esthmergency

procedures.

Element

Ineffective

Developing

Effective

Highly Effective

Management of Routines,
Procedures, andransitions

Routines, procedures, and
transitions are managed in such g
way that there is little to no loss o
instructional timeCO

A
f

Transitions are chaotic, with
much time being lost between
activities or lesson segments.
Students do not appear to know
what is expected for specific
routines or transitions.

Only some transitions are efficien
resulting in some loss of

instructional time. Students requieStudents use efficient, previousl

specific direction and oversight
from the teacher in order to
execute routines and transitions.

t, Transitions occur smoothly, with
little loss of instructional time.

learned routines with minimal
direction from the teacher.

Transitions are seamless, with students
assuming responsibility in ensuring their
efficient operation. Students initiate and
efficiently use routines and procedures
appropriate to the task, transition, or
grouping structure. Instructional time is
maximized.

Management of Materials And
Supplies

Materials and supplies are
distributed/available to students i
a way that does not interrupt
instructional timeCO

Materials and supplies are
handled inefficiently or have not
been prepared in advance,
resulting in significant loss of
instructional time.

Some materials are prepared in
advance, but there is some loss g
instructional time while the teache
accesses or gathers materials or
supplies. Routines for handling
materials and supplies function
moderately well, but with some
loss of instructional time.

Materials are prepared and
f gathered in advance of the lessg
rRoutines for handling materials

and supplies occur smoothly,

with little loss of instructional
time. Students assume
responsibility when directed by
the teacher.

Materials are strategically prepared and
ngathered in advance of the lesson. Routing
for effectively using a variety of tools/media
and handling materials and supplies are
seamless, with students assuming some
responsibility for smooth operation.

n

L

Performance of Non-Instructional
Duties

Any non-instructional duties are
performed while students are engage
in productive work CO

d

Considerable instructional time i
lost in performing non-
instructional duties.

5 Systems for performing non-

instructional duties are only fairly
efficient, resulting in some loss of]
instructional time.

Efficient systems for performing
non-instructional duties are in
place, resulting in minimal loss @
instructional time.

Systems for performing non-instructional
duties are well established, with students

f assuming considerable responsibility for
efficient operation.

Management of Parent Leaders, othe|
Volunteers and Paraprofessionals

Volunteers and/or paraprofessionals
have clear roles that promote student
learning CO

Parent leaders, volunteers and/q
paraprofessionals have few
clearly defined duties and are id
most of the time.

rParent leaders, volunteers and/or|
paraprofessionals are productivel

eengaged during portions of class
time but require frequent directior
from teacher

Teacher provides parent leaderg
y volunteers and/or
paraprofessionals with clear
direction regarding tasks and tha
theyare productively and

the entire class.

, Teacher provides parent leaders, voluntee
and/or paraprofessionals with clear directig
regarding tasks in advance of the class; th

atare productively and independently engage

during the entire class, and make a

independently engaged in during substantive contribution to the classroom

environment.

S
n
2y
bd
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Standard 2: The Classroom

Environment

Componengd:

Managing Student Behavior

Elements: Expectations for behavior, Monitoringtfdent behavior, Response to student behavior

A key to efficient and respectful management ofisti behavior lies in agreed upon standards ofuairehd clear consequences for overstepping bounds.
Effective teachers successfully enlist studentsoith setting and maintaining standards of condAtive participation in setting the rules of thas$room
contributes to students’ feelings of safety in slak a well-managed classroom, students themselilebe able to explain and uphold the agree-ugtandards

of conduct. [FFT. pp. 71-73]

Element

Ineffective

Developing

Effective

Highly Effective

Expectations for Behavior

Behavior expectations are
clear to all students and
parents

CO

No standards of conduct
appear to have been
established, or students are
confused as to what the
standards are. Teacher does
not model expectations.

Standards of conduct appear,
have been established, and
most students seem to
understand them. Teacher
usually models expectations.

t&tandards of conduct are cle
to all students and parents.
Teacher always models
expectations.

arStandards of conduct are clear tg
all students and parents, and
appear to have been developed
with student participation. Teache
and students always model
expectations.

Monitoring of Student
Behavior

The teacher monitors student
behavior throughout the class

CO

Student behavior is not
monitored, and teacher is
unaware of what the students
are doing.

Teacher is generally aware o
student behavior but may mis
the activities of some student

f Teacher is alert to student
sbehavior at all times.
S.

Monitoring by teacher is subtle
and preventive. Students monitor
their own and their peers’
behavior, correcting one another
respectfully.

Response to Student Behavi

The teacher responds to
behaviors in a way that
promotes student dignity and
does not disrupt the learning

CO

pITeacher does not acknowled
appropriate behaviors.
Teacher does not respond to
misbehavior, or the response
is inconsistent, overly
repressive, or does not respe
the student’s dignity.

gd eacher occasionally
acknowledges appropriate
behaviors. Teacher attempts
respond to student
misbehavior but with uneven
ctesults, or infractions of the
rules are minor.

Teacher recognizes and
appropriately reinforces
tgositive behavior and has a
clear and consistent system f
addressing negative behavio
or rule-breakingTeacher
response to misbehavior is
appropriate and successful a
respects the student’s dignity|
or student behavior is
generally appropriate.

Teacher encourages student cho

and seeks to understand underly

reasons for negative behavior.

piT eacher and students regularly
acknowledge appropriate
behaviors. Teacher response to
misbehavior is highly effective an

ndensitive to students’ individual
needs, or student behavior is
entirely appropriate.

CO = Classroom Observation
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Standard 3: Instruction

Component3a: Commun

icating With Students

Elements: Expectations for Learning, Directions &rdcedures, Explanations of Content, Use of Acémleanguage

The presentation of a lesson impacts its outcoimerder to successfully engage students in theolgseachers need to clearly frame the purpotieedésson
including presenting the context. Teachers mustroanicate reasonable and appropriate expectatioisdrning, provide directions and describe procesl
with clarity, model and expect the use of acaddarniguage, and use multiple strategies to explaitert to meet diverse student learning needs.

Element

Ineffective

Developing

Effective

Highly Effective

Expectations for Learning

The learning expectations are
communicated clearly to all
students

CO

Teacher's expectations for
learning are unclear to
students. Learning
expectations are not aligned
content standards, language
objectives, 2% Century skills,
and/or assessment criteria
and/or do not meet the need
of all students. Teacher has
high expectations for very fey
students. Students are unabl
to communicate the learning
expectations.

Teacher's explanation of the
instructional purpose is
uneven. Learning expectation
oare tenuously connected to
content standards, language
objectives, 2% Century skills
and/or assessment criteria ar
5 meet the needs of all student
Teacher has high expectatior
v for most students. Students g
> able to communicate the
learning expectations but are
unclear about the purpose of
the learning.

Teacher's explanation of the
instructional purpose is clear
do students and parents,
including where it is connects
to broader learning. Learning
expectations are aligned with
dyrade level content standards
slanguage objectives, 21
Lentury skills, and assessme
reriteria and meet the needs o
all students. Students are abl
to communicate learning
expectations and their purpos
to parents and peers. Teache
has high expectations for all
students.

Teacher's purpose of the lesson

or unit is clear to students and
parents, including where it
connects to broader authentic

learning, linking that purpose to

student interests. Learning

,expectations are deeply aligned

with grade level content

nstandards, language objectives,
f 21% Century skills and assessme
ecriteria and meet the needs of a

students. Students are able to

ecommunicate learning
rexpectations and their purpose

parents, peers, and the larger
community. Students hold high
expectations for themselves.

nt

o

Directions and Procedures

All directions and procedures ar
clearly communicated to studen

CO

Teacher directions and
| procedures are confusing to
" students. Teacher does not
adapt directions for English
learners or special needs
students.

n

The clarity of teacher
directions and procedures is
inconsistent. Teacher clarifies
directions when prompted by
student questions or
confusion. Teacher slightly
adapts directions for English
learners or special needs
students.

Teacher directions and
procedures are clear to
students. Teacher checks for
student understanding of
directions and attends to
possible student
misunderstandings. Most
students can articulate,
paraphrase, and/or
demonstrate directions.
Teacher adapts directions for
English learners or special
needs students, andlizes
realia and visuals as needed.

Teacher directions and
procedures are clear, complex,

completeand anticipate possible

student misunderstanding or
misconceptions. Teacher has
multiple ways to check for
student understanding of
directions. Students can
articulate, paraphrase, and/or

demonstrate directions. Teache
and students adapt directions fo
English learnersr special needs

students, by utilizing realia,
visuals, technology, and peer

r
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support as needed.

Explanations of Content

The content is explained in ways

that can be understood by alll
students

CO

Teacher's explanation of the
content is unclear, inaccurate
" or confusing, or uses

inappropriate language.
Teacher does not adapt
content explanations for
English learners or special
needs students.

Teacher's explanation of the

, content is uneven: some is
done skillfully; other portions
are difficult to follow at times.
Few connections are made tq
21% Century skills. Teacher
slightly adapts content
explanations for English
learners or special needs
students.

Teacher’s explanation of
content is clear, accurate,
appropriate, and connects wi
students’ prior knowledge an
experience and 2Century
skills. Teacher attempts a
gradual transition from
teacher-directed to student-
directed learning. Teacher
adapts content explanations
for English learners or specia
needs students.

Teacher's explanation of conten
is clear, accurate, innovative, an
hconnects with students’ prior
j knowledge and experience and

21% Century skills. Students

contribute to explaining concept

to their peers. Teacher uses a
variety of strategies to adapt

content explanations for English
learners or special needs studer

o

1°2)

Use of Academic Language

Academic language is used to
communicate and deepen
understanding of the content

CO

Teacher rarely uses academi
language and does not expe
students to do so.

c Teacher occasionally uses
tacademic language and
encourages students to do sq

Teacher models and instructg
on correct use of academic

.language and provides

structured opportunities for
students to incorporate
academic language in
speaking and/or writing.

Teacher models and students

correctly use academic languag

in speaking and writing without

prompting. Teacher and student

acknowledge student use of
academic language and clarify
subtle differences in meaning.

D

CO = Classroom Observation
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Standard 3: Delivery of Instruction

Component 3b Using Questioning and Discussion Techniques

Elements: Quality and Purposé Questions, Discussion Techniques, Student Raation

Effective teachers design questions that providmitive challenge and engineer discussions amardgsts to ensure all students participate. Thelhigffective teacher
designs instruction that provides opportunitiesstoidents to develop their own cognitively chalieggjuestions and to engage in various types adfestiito-student discussions.

Element

Ineffective

Developing

Effective

Highly Effective

Qualityand Purpose of Questions

Questions are designed to challenge

students and elicit high-level
thinking

CO

Teacher's questions are largely clos
in nature or not relevant. Questions
not invite a thoughtful response.
Questions do not reveal student
understanding about the
content/concept, or are not
comprehensible to most students.

edleacher’s questions are a combinatior]
floof open and closed questions of both
high and low quality, or delivered in
rapid succession. Only some question
invite a thoughtful response that revea
student understanding about the
content/concept under discussion.

Teacher differentiates questions to makeroups of students.
them comprehensible for most students.

Teacher’s questions are mostly oper

ended and require student thinking.

Most questions invite and reveal

5 student understanding about the

scontent/concept under discussion.
Teacher differentiates questions to
make learning comprehensible for

- Teacher's questions challenge students

think and invite students to demonstrate

to

understanding through reasoning. Students

themselves formulate many questions tqg
advance their understanding. Teacher
differentiates questions to make learning
comprehensible for all levels of English
learners and special needs students in tl
class.

ne

Discussion Techniques

Techniques are used to ensure tha
all students share their thinking
around challenging questions

CoO

Interactions between the teacher an
the students are characterized by th
teacher generating all questions and
most answers. Discussion is not
intellectually challenging or is not
comprehensible to most students.

il Teacher makes some attempt to use

e strategies to engage students in genui
discussion with uneven results. Only
some students participate in the
discussion and/or the discussion is not
intellectually challenging. Teacher
attempts to differentiate discussion to
make it comprehensible to students.

Teacher uses intentional strategies t
neengage all students in an authentic
discussion, stepping aside when
appropriate. Students are expected t
participate in an intellectually
challenging discussion. Adequate tin
is provided for all aspects of the
discussion. Discussion is appropriate
for student language levels and
consistently differentiated to make
discussions comprehensible to all
students.

b Teacher creates conditions for students

assume considerable responsibility for th
success of the discussion; initiating topig

p and making thoughtful, unsolicited

contributions that demonstrate innovativ

ethinking. Through the use of various

strategies, students engage in intellectua
challenging student-to-student

interactions. Teacher and students assist

English learners and special needs
students in making discussions
comprehensible tall students.

fo

o o

y

Student Participation

Techniques are used to ensure all
students participate in the
discussions

CO

The teacher and/or a few students
dominate the discussion.

Teacher inconsistently engages all
students in the discussion, but

result in only limited success.

instructional and questioning techniquesparticipation. All students patrticipate

Teacher attempts gradual release fra
teacher-directed to student-initiated

when coached by teacher.

nTeacher functions as facilitator using

instructional and questioning techniques|
that engage all students in discussion

Students themselves ensure that all voides

and ideasre heard in the discussion.

CO = Classroom Observation
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Standard 3: Delivery of Instruction Component 3c: $ructures to Engage Students in Learning
Elements: Standards-BasPdojects, Activities and Assignments, Purposefdl Rroductive Grouping of Students, Use of Availdibdructional Materials,
Technology, and Resources, Structure and Pacing

Teachers engage students in active constructionadrstanding by creating intellectual challeng@s tesult in new knowledgind skills. The ownership of
learning transfers from the teacher to the stud@mtacher’s effective use of activities and assigmts, grouping of students, available instructianaterials,
technologies and resources, and structure andgaadircontribute to a classroom where studentslasply engaged in learning and mastery of gragkd le

content standards.

Element

Ineffective

Developing

Effective

Highly Effective

Standards-BaseHrojects,
Activities and Assignments

Learning activities

cognitively engage students

in the lesson

CO

Projects, activities and

assignments lack rigor or

appropriateness. Few or no
| students are not cognitively
engaged. Activities are not
linked to content or language
standards.

Some aspects of projects,
activities and assignments lack
rigor or appropriateness for all
students, but some students a
cognitively engaged. Activities
are loosely or inconsistently
linked to content or language
standards.

Most instructional projects,
activities and assignments ar
rigorous, culturally relevant,
eand appropriate for most

students, and linked to grade
level content and language
standards. Most students are
cognitively engaged.

Instructional projects, activities
eand assignments are cognitively]
engaging and culturally relevant
for all students and linked to
- grade-level content and languag
standards. Students initiate ideas
to enhance their understanding.

Purposeful and Productive
Instructional Groups

Students are grouped in
order to promote
productive, cognitive
engagement in the lesson

CO

Instructional groups do not
support student learning
towards the instructional
outcomes of the lesson.
Students not working with the
teacher are not productively
engaged in learning.

Instructional groups allow som
students to support each other|
they advance towards the
instructional outcomes of the
lesson. Group tasks or product
are not differentiated. Students
in only some groups are
productively engaged in
learning when unsupervised by
the teacher.

e Instructional groups support

amost students in achieving th
instructional outcomes of the
lesson; groups are purposefu

sproductive and appropriate fg
student needs and assignme
requirements. Students in
some cooperative learning
groups productively manage
their roles, goals, and use of
time. Group structures, tasks
or products may be
differentiated according to the
needs of groups of students.

Instructional groups are
epurposefully organized to suppo

all students’ in achieving the
l,instructional outcomes of the
rlesson. Students assist one
ntanother in achieving the
outcomes of the lesson. Groups
are purposeful, flexible,
productive and appropriate for
student needs and assignment
requirements. Students in
cooperative learning groups are
responsible and accountable for
their roles in a team, productivel
managing their goals and time.
Group structures, tasks, product
and processes may be
differentiated according to
language and learning needs of
students, and formative
assessment data.

(2]
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Use of Available
Instructional Materials,
Technologyand Resources

The materials and resources

for the lesson promote
cognitive engagement for
all students

CO

Instructional materials,

technology, and resources are

inappropriate for the
instructional outcome,
Incorrectly used or do not
cognitively engage students.

The use of available
instructional materials,
technology, and resources is
partially appropriate to meet th
instructional outcome, meet
student needs @ognitively
engage some students.

The use of available
instructional materials,
technology, and resources is

eappropriate to meet the
instructional outcome, meet
student needs, and to
cognitively engage students.
The teacher provides some
choice in adapting or creating
materials to enhance their
learning.

The use of available instructiong
materials, technology and
resources provides multiple
strategies to meet the instruction
outcome, differentiating for
student needs and to cognitively
engage students. Students initia|
the choice, adaptation, or creatic
of materials to enhance their
learning.

al

te
N

Structure and Pacing

The lesson is logically
structured and allows
students the time needed t
learn cognitively
challenging work.

CO

The project or lesson has no

clearly defined structure, or th

pace of the instruction is too
slow, rushed, or both.

The projecor lesson has a
e recognizable structure, althoug
it is not uniformly maintained
throughout the activities. Pacin
of the instruction meets the
needs of some students.

The project or lesson has a

hclearly defined structure
around which the activities ar

gorganized. Pacing of the
instruction is intentional,
generally appropriate and
meets the needs of most
students.

The projects olesson’s structure
is highly coherent, allowing for
eon-going student reflection and
closure. Pacing of the instruction
is intentional, varied, and
appropriate for each student.

CO = Classroom Observation
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Standard 3: Delivery of Instruction Component3d: Using Assessment in Instruction to Advance Stuaht Learning
Elements: Assessment criteria, Monitoring of sttitksarning, Feedback to students, Student selfsaasent and monitoring of progress

Assessment is an integral part of the instructipnatess. The design of instruction must accouna f@nge of assessment strategies: formativesammnative,
formal and informal, including goals and benchmdheg both teachers and students set and use. gdighy assessment practice makes students ariliefam
fully aware of criteria and performance standanf®rms teacher’s instructional decisions, and fages both teacher and student feedback. Furtiese t
practices also incorporate student self-assessameiteflection and teacher analysis to advancailegand inform instruction during a lesson or agof

lessons.

Element

Ineffective

Developing

Effective

Highly Effective

Assessment Criteria

Students know and
understand the criteria
by which their learning
will be assessed

CO

Teacher does not
communicate to students th
criteria and performance
standards by which their
work will be evaluated.
Teacher does not make
assessment criteria
comprehensible to English
learners or special needs
students.

Teacher inconsistently
ecommunicates to students
the criteria and performanc
standards by which their
work will be evaluated.
Teacher occasionally make
assessment criteria
comprehensible to English
learners and special needs
students.

Teacher ensures that students
fully aware of and can articulatg

e the criteria and performance
standards by which their work
will be evaluated. Teacher

smakes assessment criteria
comprehensible to English
learners and special needs
students.

afeeacher ensures that students are fully
aware of and can accurately articulate
the criteria and performance standards
by which their work will be evaluated
and have contributed to the developme
of the criteria. Students know and
understand which standards they have
mastered and which standards they ng
to continue learning. Teacher and
students makes assessment criteria
comprehensible to English learners an
special needs students.

Monitoring of Student
Learning

Teachers closely monitg
student work and
responses in order to
understand how student]
are progressing towards|
the learning objectives
CoO

=

Teacher does not monitor
student learning.

Teacher monitors student
learning unevenly. Class is
assessed as a whole;
formative assessments are
used infrequently and/or dg
not inform instruction.
Teacher occasionally
confers with students abou
their learning.

Teacher monitors the progress
students, making use of
formative, diagnostic,
benchmark assessment data to
guide instruction and adjust
accordingly for subsets of
students during lessons or unitg
of instruction. Teacher regularly
confers with students about the
learning.

ofreacher monitors the progress of
individual students and uses a variety
formative diagnostic and benchmark
assessment data to adjust and
differentiate instruction to meet
individual needs during lessons and
units of instruction. Teacher and
students systematically and frequently
rconfer with the student taking the lead i
monitoring personal learning.

Feedback to Students
Students receive
instructive and timely
feedback that will move
their learning forward

CO

Teacher’s feedback to
students is limited,
infrequent, irrelevant, and/q
inaccurate. Feedback is no
aligned to the instructional
outcome.

Teacher’s feedback to
students is not consistently
rtimely, frequent, accurate,
and/or relevant. Feedback
may not be aligned with
instructional outcome.

Teacher's feedback to students
timely, frequent, relevant
accurate, and tied to the
instructional outcome. Specific
feedback allows students to
revise and improve their work.
Students provide feedback to

iSeacher’s feedback to students is time
frequent, specific, relevardccurate, ang
tied to the instructional outcome.
Students make use of the feedback to
revise and improve their work. Student
work collaboratively with peers to
provide actionable feedback.

their peers when directed by th

D
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teacher.

Student Self-Assessme
and Monitoring of
Progress

Students have
opportunities to assess
their own work against
the established criteria
and monitor their own
progress towards
achieving the expected
learning outcomes.

nfreacher does not provide

CO

students opportunities to
engage in self-assessment
monitoring of progress
against assessment criterig
or performance standards.

Teacher provides
inconsistent or limited
oopportunities for students
self-assess or monitor their
progress and the results of
their work against the
assessment criteria and
performance standards.

Teacher provides students with
frequent opportunities to self-
assess and monitor their progre

against the assessment criteria|
and performance standards.
Teacher directs students to set
learning goals.

Teacher provides students with frequent
opportunities to reflect on their learning,
sself-assess and monitor their progress
and the results of their own workand the results of their own work against

the assessment criteria and performance

standards. Students independently set
and modify learning goals and identify
methods for achieving their goals base

on their self-assessment.

o

CO = Classroom Observation
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Standard 3: Delivery of Instruction

Elements: Responds and adjusts to meet studerd,feeistence

Component &: Demonstrating Flexibility and Responsiveness

Effective practitioners demonstrate flexibility arebponsiveness in their classroom. They capétalizopportunities for student learning by making
adjustments to lessons based on assessment ofitskeaieing needs, building on students’ interestsl employing multiple strategies and resourcesdet

diverse learning needs.

Element

Ineffective

Developing

Effective

Highly Effective

Responds and Adjusts to
Meet Student Needs

The teacher adjusts the
lesson or project in
response to the learning
needs of the students

CO

Teacher does not acknowledge
students’ questions or interests
and/or adheres rigidly to an
instructional plan even when a
change is clearly needed.

Teacher attempts to address
students’ questions or
interests, or to adjust the
lesson, although the pacing g
the lesson is disrupted.
Teacher does not
accommodate multiple
learning styles in instruction

Teacher successfully
addresses students’ question
interests or learning styles,

f while maintaining the integrity
or intent of the lesson or
adjusts the lesson to enhancs
student learning.

Teacher successfully
saddresses students’ question
interests and learning styles.
Teacher takes advantage of

opportunities, teachable
> moments to adjust instruction
in order to enhance learning,
building on student interests
spontaneously. Students
themselves relate the teachal
moment to the intent of the
lesson.

D

Persistence

The teacher does not give

up on students who may he

having difficulty meeting
the established learning
outcomes

CO

Teacher gives up or places blam
on other factors when unable to
solve student-learning problems
Teacher has high expectations f
very few students.

eTeacher attempts to solve
student-learning problems bu
effort is ineffective or short

bisighted. Teacher has high
expectations for most studen

Teacher persists in seeking
t approaches for student-
learning problems, drawing o

a broad repertoire of research-using an extensive repertoire

sbased strategies. Teacher ha
high expectations for all
students.

Teacher persists in seeking
effective approaches for
nstudent-learning problems,

sof research-based strategies
and soliciting additional
suggestions from colleagues,
parents, and the community,

for all students. Students holg
high expectations for
themselves.

maintaining high expectations

CO = Classroom Observation
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Standard 4: Additional Professional Responsibilitis

Component 4a: Maintaining Accurate Records

Elements: Tracks progress towards identified leagroutcomes, Tracks completion of student assigsrireaupport of student learning, Manages norrirtsional records, Submits

records on time

Maintaining accurate records inform interactionthwgarents, students, and administrators, informetpre and make teachers more responsive to indivgtudent needs by tracking
student growth over time. Effective maintenancesfructional records would include student assignis, skill lists, records of competencies, gragesfolios etc. Non-instructional
records would include attendance taking, field pgpmission slips, picture money, supply orderskbarders, lunch records, discipline referrals €achers should use available

technology for record keeping. Efficiency of opé@atin record keeping is a key to success. Wellgihesl and implemented systems require very litigaong maintenance. FFT pp.

94-6

Element

Ineffective

Developing

Effective

Highly Effective

Tracks Progress Towards
Identified Learning Outcomes

Teacher assesses how students
are progressing toward the
identified learning outcomes

PC, A

Teacher has no system for
maintaining information on stude
progress in learning, or the syster
is in disarray. Student growth ove
time cannot be tracked.

Teacher’s system for maintaining

ptinformation on student progress in

learning is rudimentary and only
partially effective. Student growth
"over time is inconsistently or
randomly tracked.

=]

Teacher system for maintaining
information on student progress is
well organized and tracks student

progress towards learning outcome

System allows for tracking student

growth over time and communicatio

with parents.

Teacher system for maintaining

information on student progress is well
organized, efficient, and tracks stude
5.progress towards learning outcomes
System allows for tracking individual

nstudent growth over time and

communication with parentStudents

contribute information and
interpretation of the records.

nt

Tracks Completion of Student
Assignments in Support of
Student Learning eacher keeps
track of student assignments in
support of student learning

PC, A

Teacher’s system for maintaining
information on student
progress/completion of
assignments is disorganized and
in disarray.

Teacher’s system for maintaining
information on student
progress/completion of

oassignments is rudimentary and
only partially organized.

Teacher’s system for maintaining
information on student

progress/completion of assignment:

is organized. Teacher includes
methods for communicating
information to parents.

D

Teacher’s system for maintaining
information on student

progress/completion of assignments

highly organized and efficient.

Students participate in maintaining th
records and in communicating with

parents.

Manages\on-instructional
Records- Teacher accurately
manages records such as healt
records,book inventories, field
trip permission slips, lunch
counts, etc.PC, A

Teacher’s records for non-
instructional activities are in
disarray, resulting in errors and
confusion.

Teacher's records for non-
instructional activities are
adequate, but require frequent
monitoring to avoid errors.

Teacher maintains an organized

system for managing information orj

non-instructional activities.

Teacher maintains a highly organize
system for managing information on

non-instructional activities, and

students contribute to its manageme

1

nt.

Submits Records on Time

Teacher submits records within
the expected timeline8C, A

Teacher’s submission of
documents is late, incomplete, or
absent.

Teacher’s submission of
documents is usually on time and
complete, but reminders may be
necessary.

Teacher’s submission of documents

is always accurate, timely, and
complete.

Teacher's submission of documents
always accurate, timely, complete, and

providescontextual details when
appropriate.

S

PC = Professional Conversation; A = Artifacts
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Standard 4: Additional Professional Responsibilitis ~ Component 4b: Communicating with Families
Elements: Information about the instructional pragr, Information about individual students, Engageinoé families in the instructional program

Parents/guardians care deeply about the prograhsiothild and appreciate meaningful communicatiegarding their child’s progress and achievement.
Communicatiorshould includegpersonal contact that will establish positive anejoing two-way communications.

Element Ineffective Developing Effective Highly Effective
Information About the Teacher provides little or no Teacher provides required Teacher provides required and Teacher provides required and on-going
Instructional Program information about the information, but offers little additional information on a regular | additional information to families about
Teacher informs families aboutl instructional program to families| additional information. Teacher | basis to families about the the instructional program. Students
the instructional program in Teacher does not utilize availableminimally uses available district | instructional program. Teacher use$ participate in preparing materials for thei
order to be clear about the district technology or any other | technology or other available district technology and families. Both teacher and students use
learning expectations communication mearte enhance| communication means to enhancg other communication means to available district technologp promote
parent teacher communication. | parent-teacher communication. | enhance parent-teacher two-way parent-teacher communication.
PC, A communication.
Information About Individual Teacher provides minimal Teacher adheres to the school's | Teacher successfully communicates Teacher successfully communicates with
Students information to parents about required procedures for with parents about students’ progresgarents about students’ progress on a
The teacher is able to respond td’ndividual students, or the communicating with families. on a regular basis, beyond report | regular basis, beyond report cards and
families about the progress of | communication is inappropriate | Responses to parent concerns arecards and parent conference nights; parent conference nights, respecting
their own child(ren) to the cultures of the families. minimal, or may reflect occasiongdl respecting cultural norms and cultural norms and language differences
Minimal response to parent insensitivity to cultural norms. language differences. Teacher is Response to parent concerns is handled
concerns is handled with no Some response to parent concernsavailable as needed to respond to | expeditiously and with great professiona
PC, A professional and cultural is handled with little professional | parent concerns. Available and cultural sensitivity. Available
sensitivity. and cultural sensitivity. technology is used to communicate| technology is used to communicate pre
pre and post assessment notification and post assessment notification, as well as
and performance. Teachers other academic and behavior information.

communicate available interventions.Teachers communicate available
interventions. Students contribute to the
design and implementation of the systen.

Engagement of Families in the| Teacher does not value the role| Teacher values the role parents | Teacher values the role parents play Teacher values the role parents play in the

Instructional Program parents play in the achievement| play in the achievement of their | in the achievement of their students. achievement of their students. Teacher
The teachecommunicates with of their students. Teacher makes students, but attempts to engage| Teacher successfully engages frequently and successfully engages
families to create a partnership| N0 attempt to engage families in| families in the instructional families in the instructional program| families in the instructional program.
around student learning the instructional program, or suchprogram is inconsistent. through technology and/or Students and parents contribute ideas that
PC, A efforts are inappropriate. assignments that involve parent inpuencourage familparticipation.

and home school contacts.
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PC = Professional Conversation; A = Artifacts
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Standard 4: Additional Professional Responsibilitis Component 4c: Demonstrating Professionalism

Elements: Ethical conduct and compliance with sthdistrict, state, and federal regulations, Advogéntervention for students, Decision-making

Teaching professionals display the highest starsdair¢htegrity and ethical conduct; they are irgeflially honest and conduct themselves in waysistems
with a comprehensive moral code. Educators receghit the purpose of schools is to educate sta@dent embrace a responsibility to ensure that every
student will learn. Teachers are keenly alert t @vocate for the needs of their students. EdtediEmonstrate a commitment to professional stalsdar
problem solving and decision-making. Professiodalcators comply with school, district, state armdefal regulations and procedures.

Element

Ineffective

Developing

Effective

Highly Effective

Ethical Conduct and Compliance
with School, District, State, and
Federal Regulations

The teacher exhibits integrity an
ethical conduct in all interactions
with the school and community
and complies with all rules and
regulations of the profession

PC, A

2 Teacher displays dishonesty in

interactions with colleagues, studen|
parents, the school community, and
the public or teacher does not comp
with school and district regulations.

d

Teacher is honest in interactions
tswith colleagues, students, parent
the school community, and the
Iypublic. Teacher partially complies|
with school and district regulation
or is inconsistent in modeling a
professional demeanor.

Teacher displays high standards of
5,honesty, integrity, discretion, and

confidentiality in interactions with
colleagues, students, parents, the

5 school community, and the public.
Teacher supports and fully complies

with school and district regulations

and models professional demeanor.

Teacher displays high standards of honest]
integrity, discretion, and confidentiality, and
takes a leadership role with colleagues,
students, parents, the school community, 3
the public. Teacher supports and fully
complies with school and district regulation
models professional demeanor, and takes
leadership role in establishing and
articulating such regulations.

y

oo

Advocacy/Intervention for
Students

The teacher is aware of student$

needs and advocates for all
students, particularly those who
may be underserved

PC, A

Teacher is not alert to student need
and contributes to school practices
,that result in some students being il

served by the school.

5 Teacher is partially aware of
student needs and attempts to
address practices that result in
some students being ill served by
the school.

Teacher is aware of student needs al

actively works to ensure that all
students receive an opportunity to
succeed.

ndeacher is aware of student needs and is
highly proactive in challenging negative
attitudes or practices to ensure that all
students, particularly those traditionally
underserved, are honored in the school,
seeking out resources as needed.

Decision-Making

The teacher is comfortable
making informed decisions
related to the well being of
students and student learning

PC, A

Teacher makes decisions and
recommendations based on self-
serving interests

Teacher’s decisions and
recommendations are based on
limited though genuinely
professional considerations.

Teacher maintains an open mind ang
collaborates in team or departmental
decision-making. Teacher’s decision

are based on thorough, genuinely
professional, considerations.

Teacher takes a leadership role in team or
departmental decision-making and helps

5 ensure that such decisions are based on t
highest professional standards.

PC = Professional Conversation; A = Artifacts
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Standard 5: Professional Growth Component 5a; R&ecting on Practice
Elements: Accurate reflection; Use of reflectionntimrm future instruction; Selection of professibdevelopment based on reflection and data; Impteation of
new learning from professional development

Reflecting on teaching is the mark of a true prsifasal. The importance of reflection on practicgaserned by the belief that teaching can neveardrtect yet
it can be continually improved. With practice angherience in reflection, teachers can become miscerching and can evaluate both their successesramc.
Reflective practice enhances both teaching andilegr Skilled reflection is characterized by aceyrespecificity and ability to use the analysigiuir
reflection in future teaching as well as the apild consider multiple perspectives. Other perspestmay include practices such as videotaping, PAR
journaling, action research, student work, etc.

Element

Ineffective

Developing

Effective

Highly Effective

Accurate Reflection

The teacher can analyze

practice and student work, to
determine what went well anc
what specific changes would
improve the lesson and stude
outcomes

PC, A

Teacher does not know
whether a lesson was effectiy
or achieved its goals, or how
to measure a lesson’s
effectiveness and whether it
n?chieved its goals, or
profoundly misjudges the
success of a lesson.

Teacher has a general

eimpression of a lesson’s
effectiveness and uses that
impression to determine the
extent to which instructional
goals were met.

Teacher uses criteria to asse
a lesson’s effectiveness and
the extent to which it achieve
its instructional goals; the
teacher can cite evident®
support the judgment.

s§ eacher uses specific criteria
to assess a lesson’s

d effectiveness and the extent {
which it achieved its goals.
The teacher cites specific
examples from the lesson to
support the judgment and
provides rationales for
instructional choices or
possible changes to the lessa

Use of Reflection to Inform
Future Instruction

The teacher uses reflection tq
inform future lessons

PC, A

Teacher has no suggestions
what could be improved
another time the lesson is
taught.

fofeacher offers global
suggestions for what could be
improved another time the
lesson is taught.

Teacher offers specific
2 alternative actions to be used
another time the lesson is
taught.

Teacher offers specific
alternative actions to be used
another time the lesson is
taught. The teacher can justif
each instructional option and
can predict the probable
successes of each different
approach.

Selection of Professional
Development Based on
Reflection and Data The
teacher uses reflection and
various forms of data to
determine professional
development needs

PC, A

Teacher does not use
information from self and pee
analysis, or data on student
achievement to determine
professional development
needs.

Teacher uses information fro
r self and peer analysis, or dat
on student achievement to
determine professional
development needs.

mTeacher uses information fro
a self and peer analysis, along
with data on student
achievement to determine
professional development
needs.

mTeacher continually uses
information from self and pee
analysis, along with data on
student achievement to
determine and prioritize
professional development
needs.
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Implementation of New
Learning from Professional
Development

The teacher implements new
learning into the classroom

setting and monitors progress

towards deep implementatior
PC, A

Teacher engages in no
professional development
activities to enhance
knowledge or skill or does no
implement new learning in th
classroom.

Teacher participates in
professional activities to a
limited extent when they are
[ convenient. Teacher attempts
> to implement new learning
from professional
development, with limited
success.

Teacher seeks out
opportunities for professional
development to enhance

5 content knowledge and
pedagogical skill. Teacher
implements new learning fron
professional development an
tracks the degree to which
student achievement is
positively impacted.

Teacher seeks out
opportunities for professional
development to enhance
content knowledge and
pedagogical skill. Teacher
nimplements new learning fron
i professional development an
tracks the degree to which
individual student
achievement is positively
impacted. Teacher works witl
peers to deepen
implementation.

L O

PC = Professional Conversation; A = Artifacts
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Standard 5: Professional Growth

Component 5b: Participating in a Professional Commauity
Elements: Collaboration with colleagues, Promotesitiure of professional inquiry and collaboration

Participation in a professional community requaieBve involvement the promotion of a culture offaworation and inquiry that improve the culturgediching
and learning. Relationships with colleagues arerguortant aspect of creating a culture where eiggennaterials, insights and experiences are shahedgoal of
the professional community is improved teaching laadhing.

Element

Ineffective

Developing

Effective

Highly Effective

Collaboration with
Colleagues

The teacher supports and
cooperates with colleagues ir
order to promote a

professional school culture

PC, A

Teacher's relationships with
colleagues are negative or
self-serving.

Teacher maintains cordial
relationship with colleagues t
fulfill duties that the school or
district requires.

Relationships with colleagues
D are characterized by mutual
support and cooperation.

Relationships with colleagues
are characterized by mutual
support and cooperation.
Teacher takes initiative in
assuming leadership roles
among the faculty.

Promotes a Culture of
Professional Inquiry and
Collaboration

The teacher promotes a
culture of inquiry for the
purpose of improving teachin
and learning and collaborates
with colleagues to do so

PC, A

Teacher does not value a
culture of inquiry and
collaboration, resisting
opportunities to become
involved. Teacher resists
attendance at required
gdepartment, grade-level,
school-wide or district-
sponsored professional
development meetings.

Teacher attempts to promote
school culture of inquiry and
collaboration. Teacher
participates in department or
grade-level meetings as
required by the school or
district.

areacher actively promotes a
culture of professional inquiry
and collaboration. Teacher
actively participates in
professional learning
communities, lesson study,
teaming, or other inquiry
models with colleagues.

Teacher takes a leadership r
in promoting a culture of
professional inquiry and
collaboration. Teacher initiate
or takes a leadership role in
professional learning
communities, lesson study,
teaming, or other inquiry
models with colleagues.

ble

n

PC = Professional Conversation; A = Artifacts
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Appendix 3

California Professional Standards for Educational Leaders

Inherent in these standards is a strong commitment to cultural diversity and the use of
technology as a powerful tool.

Standard 1

A school administrator is an educational leader who promotes the success of all students by
facilitating the development, articulation, implementation, and stewardship of a vision of
learning that is shared and supported by the school community.

e Facilitate the development of a shared vision for the achievement of all stbbdset
upon data from multiple measures of student learning and relevant qualitatosgonsli

e Communicate the shared vision so the entire school community understands and acts on
the school’s mission to become a standards-based education system.

e Use the influence of diversity to improve teaching and learning.

e |dentify and address any barriers to accomplishing the vision.

e Shape school programs, plans, and activities to ensure that they are integratdatealr
through the grades, and consistent with the vision. Leverage and marsharsuffici
resources, including technology, to implement and attain the vision for all students and
all subgroups of students

Standard 2

A school administrator is an educational leader who promotes the success of all students by
advocating, nurturing, and sustaining a school culture and instructional program conducive to
student learning and staff professional growth.

e Shape a culture in which high expectations are the norm for each student as evident in
rigorous academic work.

¢ Promote equity, fairness, and respect among all members of the school community.
Facilitate the use of a variety of appropriate content-based learningaiseted learning
strategies that recognize students as active learners, value oaflead inquiry,
emphasize the quality versus the amount of student application and performance, and
utilize appropriate and effective technology.

e Guide and support the long-term professional development of all staff consigtetitevi
ongoing effort to improve the learning of all students relative to the consetasts.

e Provide opportunities for all members of the school community to develop and use skills
in collaboration, distributed leadership, and shared responsibility.

¢ Create an accountability system grounded in standards-based teachirgr@nd.le

e Utilize multiple assessments to evaluate student learning in an ongoireg$focused
on improving the academic performance of each student.
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Standard 3

A school administrator is an educational leader who promotes the success of all students by
ensuring management of the organization, operations, and resources for a safe, efficient, and
effective learning environment.

Sustain a safe, efficient, clean, well-maintained, and productive school enviraghatent
nurtures student learning and supports the professional growth of teachers and support
staff.

Utilize effective and nurturing practices in establishing student behavizageaent
systems.

Establish school structures and processes that support student learning.

Utilize effective systems management, organizational development, andhpsdiieng
and decision-making techniques.

Align fiscal, human, and material resources to support the learning of atbsplgf
students.

Monitor and evaluate the program and staff.

Manage legal and contractual agreements and records in ways that fostessiqralfe
work environment and secure privacy and confidentiality for all students and staff

Standard 4

A school administrator is an educational leader who promotes the success of all students by
collaborating with families and community members, responding to diverse communitstsntere
and needs, and mobilizing community resources.

Recognize and respect the goals and aspirations of diverse family and congraurnty.

Treat diverse community stakeholder groups with fairness and respect.

Incorporate information about family and community expectations into schooiattecis
making and activities.

Strengthen the school through the establishment of community, business, institutional,
and civic partnerships.

Communicate information about the school on a regular and predictable basis through a
variety of media.

Support the equitable success of all students and all subgroups of students by mobilizing
and leveraging community support services

Standard 5

A school administrator is an educational leader who promotes the success of all students by
modeling a personal code of ethics and developing professional leadership capacity.

Model personal and professional ethics, integrity, justice, and fairness, armtl tbepe
same behaviors from others.

Protect the rights and confidentiality of students and staff.

Use the influence of office to enhance the educational program, not personal gain.
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¢ Make and communicate decisions based upon relevant data and research about effective
teaching and learning, leadership, management practices, and equity.

e Demonstrate knowledge of the standards-based curriculum and the ability tatenteg
and articulate programs throughout the grades.

e Demonstrate skills in decision-making, problem solving, change management, planning,
conflict management, and evaluation.

e Reflect on personal leadership practices and recognize their impact aeddeflon the
performance of others.

e Engage in professional and personal development.

e Encourage and inspire others to higher levels of performance, commitment, and
motivation.

e Sustain personal motivation, commitment, energy, and health by balancingiomdés
and personal responsibilities.

Standard6

A school administrator is an educational leader who promotes the success of all students by
understanding, responding to, and influencing the larger political, social, economic, legal, and
cultural context

e Work with the governing board and district and local leaders to influence polidies tha
benefit students and support the improvement of teaching and learning.

¢ Influence and support public policies that ensure the equitable distribution of resource
and support for all subgroups of students.

e Ensure that the school operates consistently within the parameters of, fetdézaand
local laws, policies, regulations, and statutory requirements.

e Generate support for the school by two-way communication with key deciskersra
the school community.

e Collect and report accurate records of school performance.

e View oneself as a leader of a team and also as a member of a larger team

e Open the school to the public and welcome and facilitate constructive conversations
about how to improve student learning and achievement.

These standards were adapted from the Interstdieddeaders Licensure Consortium (ISLLC) Standéods
School Leaders (1996). Washington, DC: Council lne€State School Officers. Adaptations were madék
California Professional Standards for Educationaldders (2001) by representatives from the Calito@chool
Leadership Academy at WestEd, Association of GalddSchool Administrators, California Commissiom o
Teacher Credentialing, California Department ofugdtion, and California colleges and universitiesr use with
the Descriptions of Practice in Moving Leadershiprfslards Into Everyday Work, the elements in sofitieeo
standards have been reordered by WestEd.

Copyright 2004 WestEd and the Association of QalifoSchool Administrators. All rights reserved.ddswith
permission.
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APPENDIX 4- MEMORANDUM OF UNDERSTANDING (MOU)

To: Miguel Rodriguez Date: August 2011
Superintendent, Local District H

From: Akida Kissane Long,
UCLA Doctoral Candidate
Educational Leadership Program

Subject: Memorandum of Understanding with Local District H/
the Angels of the Southland Unified School District

Purpose, Goals and Need for the Project

Strong and effective schools are the outgrowth from strong instructional
leadership of the principal. This research project will examine the result of
Mentor-Coach Principals using Blended Coaching techniques with Developing
Principals to formulate an action plan to improve skills and practices related to
supervision of instruction

The outcomes from this study will inform the development of differentiated
learning experiences for principal professional development.

Statement of the Problem

Examination of the literature on the in-service professional development for
principals concludes that in most states and districts, ongoing principal
professional development is inconsistent, sporadic and not differentiated to meet
specific issues faced by practicing principals. Minimal researchéas

conducted on the effectiveness of principal development programs in connection
to principal work performance (Darling Hammond, 2010).

Research Questions
1. According to Developing principals, what impact if any, do Mentor-coach principals,

have in assisting Developing principals refine their skills observing instnyct
providing substantive feedback to teachers and conducting pre and post observation

conferences?
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2. According to Mentor-coaches and Developing principals, what content, methods, and
activities were effective or ineffective in the mentor coaching psdcdsow are their
perspectives similar or different?

What the project will provide

The project will provide each participating principal

- Training in Blended Coaching model

- Action plan writing

- Developing Principals will receive ongoing support from a Mentor-Coach
Principal

- Areport of findings that will inform future design for principal professional
development

What Local District HHASUSD will provide

- The Local District will provide a list of names according to the established
criteria for both Mentor-Coach and Developing Principal
- Time and location to meet with focus groups
SIGNATURES:

(Miguel Rodriguez)

(Akida Kissane Long)
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APPENDIX 5- Kearney’s Model Stages of Principal Proficiency

Aspiring Principal: Identification and Recruitment

High-quality teachers are the foundation for developing accomplisirezipgals. Identifying and
recruiting teacher leaders, along with others who have demonstratecigadill, is key to establishing
a strong cadre of principals able to move schools to improve and studentewe aRlecruitment is more
than finding sufficient numbers of licensed individuals to fill job vates) more than passively
collecting sign-ups for the position. Recruiting requires attractingdated who see themselves being
successful in the role of principal and, then, identifying those in the pool whe ar may become — a
perfect fit for the work. The recruiting process includes both inviting andgeirsy skilled and
experienced teachers to commit to specific preparation pathwaysemaoeitification, and significant
leadership responsibilities

Principal Candidate: Preparation and Licensing

It is in this second stage along the principal development continuum, Preparadi Licensing, that
principal candidates attain the basic knowledge and skills requirde: lsfate to become authorized, or
licensed, to work as a site administrator. At this stage, candidateld the entry-level expertise needed
to carry out, at a minimum, the technical tasks required of princigalgever, those “entry-level”
expectations should reasonably be, what constitutes adequate prepamndtiomydest to provide it are
hotly debated questions.

Novice Principal: Induction

After recruiting and hiring well-prepared beginning principals who showdtenpal to be successful
school leaders, the next step is to make their role more satisfyingyssilhehoose to stay. This stage of
principal development, induction, begins when an administrator is sktecterk as a principal in a
district. Sometimes, experienced principals who move into a new distidtemare assigned to a new
school within their district are also included in the induction cycle itBufirst-time principals who are
most in need of this support as, during the first two or three years on thegiplinidertake the often
challenging transition fromreparingto become a principal feeingthe principal in charge of an entire
school community.

Developing Principal: Continuous Improvement

In a coherent principal development system, good recruitment, effectivegirepaptions, and
supportive induction over their first year or two of work provide novice graisiwith a solid launch into
their career. Once launched, some principals excel immediately, athdes develop more slowly. Either
way, principals’ need for continued professional growth does not end after e years on the job,

but continues throughout their careers. With school leadership shown toyéaatke associated with
high student achievement in those schools that outperform others with stoilant demographics,

there is a strong press for ensuring that all principals have Iséjitand those identified in minimum
licensing requirements. Complex challenges that require long-term a&ffibthe emergence both of new
policies and of new research on promising practices, with the ever-charpawations they bring,
dictate that principals extend and continuously recalibrate their kdge] skills, and performance levels.
All developing principals, sometimes known as mid-career principalstfiase with 3 to 30 or more
years on the job), benefit from ongoing high-quality professional leatigidgo their individual

leadership growth and enhanced professional performance. While good professielmgrdent should
result in improved principal performance, one international study itedi¢hat ongoing professional
learning for veteran administrators contributes to enhanced moralesgioofe commitment, and a sense
of professional value and personal worth.3 These, in turn, lead to gréetgioreof skilled and
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experienced leaders, those with maximum capacity for successfully gaaingl improvement to raise
student achievement. New study results show that schools perform ettegwded by experienced
principals, which suggests that the commitment to providing long-termguiglity professional
development to mid-career principals is well worth the investment.

Expert Principal: Highly Accomplished Practice

Highly accomplished principals are those who exhibit the highest lepeirfiirmance and successfully
lead efforts that result in school improvement and student achievemerdeSignation of “highly
accomplished” denotes a level of expertise judged according to penfmerevel rather than course
hours, veteran status, or years of service or seat-time experience aédmnbwledging successful
principals is not a new practice, extending a standards-based @amgruum to include the ongoing
development of “highly accomplished” principals is new. Further develapipgrt principals to become
more than “effective,” means pushing their continuous learning into innovatidrtsaéning and
supporting them to work with others, both teachers and other principals, who are conieganks.
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APPENDIX 6
- Sequences of Project Events and Related Tasks Action Research RabjTimeline

August/September 2011 Obtain a pool of potential study candidates

Initial Interview of volunteer Mentor-Coach Principals

September 2011 Mentor-Coach Blended Coaching Training
October 2011 Initial Interview of volunteer Developing Principals
Mid-October 2011 Partner Mentor Principal and Developing Principal
Mid-October 2011 Begin study

Mid-October 2011/January 2012
- Meet Monthly with Mentor Principals

- Set up observations of mentor coaching sessions with
each of their partnered Developing Principal Session

- Conduct mid-point focus group with Developing
Principals.

- Post-patrticipation interview with Developing
Princofipals

February 2012 Post-participation focus group with Mentor Principals
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APPENDIX 7
Telephone Script to use for Recruitment to the Study

Hello- This is Akida Kissane Long, fellow principal in Local District H

| am currently conducting an action research project to fulfill the reqaimesvor my Doctorate

at UCLA. My project examines how principals best learn certain skills wuiking with

fellow principals. Your name was randomly selected to participate in the stuthl ocal
superintendent is fully aware of the study but does not know specifically who will be
participating. The results of the study will be used by our Local Distrethape the way that
principals receive non-evaluative professional support and development. You are under no
obligation to do this. Your participation is completely voluntary.

The duration of the project will be from August 2011 to January 2012. In that time you will be
getting training and support on how to better supervise instruction. The time you g@gnd a
from your school will be minimal. Most of what | want to understand from the styshyrti®f

what you do as a principal. Your biggest time commitment will be in journaling your
perceptions of the impact that your professional development experiences agedmyou as

you work with your teachers.

If you think that you would like to be a part of this study, | would like to set up a time to mee
with you to go over all of the specifics and to get your consent.
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APPENDIX 8

LETTER of INTRO TO MENTOR-COACH PRINCIPALS

From the desk of Akida Kissane Long

August 2011
Dear Colleague,

| am sending you this note as a principal colleagd a doctoral student from the UCLA Educational
Leadership Program. | am approaching you havingived prior approval from UCLA, ASUSD and our Lbca
District Superintendent. Your name was randomlgateld from a list of those identified by our losaperintendent
based on the characteristics of an accomplishedipél. When | first started the EdD program, éwnthat |
wanted to do something that would contribute toaeeing the performance of principals. For the pastyears, |
have studied the problem of principal professial®lelopment. My determination is that more focuspfincipal
professional development should be on differerdidtsarning using a model for mentor-coaching avathing.
This is not aimed at beginning principals, but wivatwill call Developing Principals. (Those of aglleagues,
who are not novices, but have yet to reach thd Everoficiency).

The nature of this research will involve a committnieom you for the next 6 months. Should you age
volunteer to be part of this study, you will betpafra team of 5 accomplished principals, who will:

- receive training on a principal assessment toghelil with the national leadership standards

- be trained in a specialized blended coaching model

- design an action plan for Developing Principals

- coach and mentor-coach 2 Developing Principalaroagreed upon action plan

- participate in an ongoing network of Mentor-Coacimgipals to refine our practice with the Develagpin

Principals
- keep journals and logs of the experience

| have attached a proposed timeline for our prajettining the time commitment.

You are under no obligation to accept. Howeveypif do accept to participate with the study throitglentirety,
you will receive my eternal gratitude, acknowledgiiea my dissertation, and a $50 iTunes cardwilllbe
contacting you in the next few days to speak with gpecifically about the project. In the meantimgould like to
thank you in advance for your consideration inipgrating in this pilot research project.

Sincerely,

Akida Kissane Long

ATTACHMENTS TO MENTOR-COACH LETTER
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University of California, Los Angeles

CONSENT TO PARTICIPATE IN RESEARCH
The Use of Mentor Coaching Strategies to Refine Instructional Supervision Skills of
Developing Principals

You are asked to participate in a research study conducted by Akida Kissane Long
EdD(C) Primary Investigator and Dr. Robert Cooper /Dr. Eugene Tucker Faculty

Supervisors, and associates from Educational Leadership Department, at the University

of California, Los Angeles. You were selected as a possible participant in this study
because of your position as a principal in Local District 8. Your participation in this
research study is voluntary.

Why is this study being done?

This study is being done to explore the ways in which non-evaluative personnel (
Mentor coach principals) can use various strategies to enhance the instructional
supervision skills of mid-career principals

What will happen if | take part in this research st  udy?

If you volunteer to participate in this study, the researcher will ask you to do the
following:

- Participate in one-on- one interview

- Participate in classroom observations with other principals

- Meet with other principals to discuss your practice as either a mid-career or
mentor coach principal

-Keep a journal regarding your experiences as a study participant

How long will | be in the research study?

Mid-Career Principals
Participation in the study will last for 12 weeks.

Mentor Coach principals
Participation in this study will include
- atwo day training in August
- Monthly meetings with for Mentor Coach Team
- atleast 1 face-to-face meeting with your assigned principals each month
which includes classroom observations and post observation conferences.

Are there any potential risks or discomforts that | can expect from this study?

There are no anticipated risks with this study
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Are there any potential benefits if | participate?

You may benefit from the study because you will receive training and support from
colleagues which will be confidential and non evaluative.

The results of the research may add to a professional body of knowledge on how to
best conduct professional development experiences with principals.

Will | receive any payment if | participate in this study?

You will receive a $50.00 iTunes gift card for your participation in the study.

Will information about me and my participation be k ept confidential?

Any information that is obtained in connection with this study and that can identify you
will remain confidential. It will be disclosed only with your permission or as required by
law. Confidentiality will be maintained by means of securing information in a locked file
cabinet and using letters and numbers in place of names in the study.

Withdrawal of participation by the investigator

The investigator may withdraw you from participating in this research if circumstances
arise which warrant doing so. If confidentiality is in anyway violated or if the tasks for
the study are not complied with, you may have to drop out, even if you would like to
continue. The investigator will make the decision and let you know if it is not possible
for you to continue.

What are my rights if | take part in this study?

You may withdraw your consent at any time and discontinue participation without
penalty or loss of benefits to which you were otherwise entitled.

You can choose whether or not you want to be in this study. If you volunteer to be in
this study, you may leave the study at any time without consequences of any kind. You
are not waiving any of your legal rights if you choose to be in this research study. You
may refuse to answer any questions that you do not want to answer and still remain in
the study.

Who can answer questions | might have about this st udy?
In the event of a research related injury, please immediately contact one of the
researchers listed below. If you wish to ask questions about your rights as a research

participant or if you wish to voice any problems or concerns you may have about the
study to someone other than the researchers, please call the Office of the Human
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Research Protection Program at (310) 825-7122 or write to Office of the Human
Research Protection Program, UCLA, 11000 Kinross Avenue, Suite 102, Box 951694,
Los Angeles, CA 90095-1694.

SIGNATURE OF STUDY PARTICIPANT
| understand the procedures described above. My questions have been answered to

my satisfaction, and | agree to participate in this study. | have been given a copy of this
form.

Name of Participant

Signature of Participant Date

SIGNATURE OF PERSON OBTAINING CONSENT

In my judgment the participant is voluntarily and knowingly giving informed consent and
possesses the legal capacity to give informed consent to participate in this research
study.

Name of Person Obtaining Consent Contact Number

Signature of Person Obtaining Consent Date
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APPENDIX 9
OVERVIEW OF DAY 1 MENTOR-COACH PRINICPAL TRAINING

Local District H Conference Room DAY 1
Monday, October 17, 2011 4:30-7:30

l. Introductions
Il. Purpose and Overview
a. Overview of the Action Research Project
i. Audio taping
ii. Kearney's Conceptual Model
1. The Mentor-Coach Principal
2. The Developing Principal
b. Project Timeline
i. Establish Future dates-
1. Developing Principal Action Plan Development
2. Monthly Meetings
3. Visitation Schedule
c. Commitments (Appendix 12), forms Journals, Logs

Activities:
[l Kearney’'s Conceptual Model
a. Objectives
i. Define role of the Principals (Kearney, 2003a)
1. Kearney Conceptual Model
2. Role / Responsibility in the study
ii. Define the role of Developing Principal (Kearney, 2010)
1. Kearney' s Conceptual Model
2. Role/ Responsibility in the study
IV.  Assessing Learning Centered Leadership
a. Objectives
I. Analyze core content and key processes as identified in Assessing
Learning Centered Leadership
il. Correlate key leadership standards to core content and key processes with
ISLLC, Teaching and Learning and Leadership Frameworks and
Standards
lii. Identify measureable activities that correlate with the identifigd ke
processes and core content
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APPENDIX 10- SLIDES FROM DAY 1 MENTOR-COACH TRAINING

The Use of Mentor Coaching Strategies to Refine
Instructional Supervision Skills of Developing
Principals:

Action Research Dissertation Project for Local
District 8

Akida Kissane Long-Principal Investigator
Doctoral Candidate
UCLA- Educational Leadership Program

Mentor — Coach Meeting # 1

Objectives
O Identify the purpose of the study

Review project Logistics

clarify the roles of the Mentor Coaches

Distinguish between mentor and coach

Design a Plan of Action whew working with Developing
Principals
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Mentor Coach Meeting #2

O Objectives
0  explain the constructs of the Blended Coaching model

0 Aligw skills used in coaching and mentoring with
Blended coaching model

Determineg situations whew coachiing and mentoring
skills ave used

Role play active listening, paraphrasing, clarifying,
iwterp retiwg, tinst mo‘tf,wg, SUMIMLAYLZ iwg and
transforming

The Purpose of the study
The Problem

Our nation’s sehools are in weed of high performing
lnstructional Leaders.

Our problew. is the shortage of adwministrators who are
equipped from principal preparation programs to meet the
demands of the role

“The demand o{thejob (the principalship)

far exceeds the capacity of most people”

- Linda parling-Hammond
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Theoretical Framework

Principal is a
learner

The principal teaches and

s alongside the
teachers
o
i The teachers are
/ ers and learns

A ‘d
@ Vi alongside the children
/
/
/

¥

Who are the Principals in this project?

Career Stages — Karen Kea FM‘D_J

Aspiring Principal: tdentification and
Recruitment

Principal Candidate: Preparation and
ooy

Novice Principal: lnduction
Developing Principal: Continuous Improvement
Expert Principal: Highly Accomplished Practice
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Roles of the Principals in this Study

Mewntor Coaches design and provide a
professional development model aimed at
addressing specific, individualized goals
generated from an Action Plan desigwned
with the Developing Principals

Mentor — Coach... Similarities- Differences

COoOACHES

MEMNTORS " ,
Cownstruet relationships

Froavie LSSUEs based pw trust

'|

Prowote self directed | Recognize problems as
learning / opportunities
Establish Limits | NIl e Vo [ S
Ewpower / reflective process
Provides emotional
Support

Identify goals Observes

SWMLArLZE
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What techniques will be used by the Mentor
Coaches?

What is the purpose of this study?

Measure the bmpact that the Mentor Coach
has ow the Developing Principal to provide
substantive feedback to teachers.
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Program Logistics
Project Timeline

Mewtor Coach Logistics Timeline
- Establishing rapport/ meeting

Setting a schedule to do a pre/ observation/post
with two teachers at each sehool.

Future dates
Collecting pata-

- _Journaling/Audio-taping

What is Action Research?

DIAGNOSING
Indentfying or

WHAT SPECIFIC THINGS HAD Ak ekl s
AN IMPACT ON THE g P
PROBLEM? WHAT MEERS TO
BE CHAMGEDR?
ACTION

SFE%:;\ITI’!J%G change the PR structure PLANNING

to differentiate for this Considering

Indentifying general Lesug alternative courses
findings of action

AN v 4

_ EVALUATING TAKING ACTION

Studying the Seledting a course Frevede Menor Couch
consequences of an of action SMPRoHE fo L Cateer
action Principals
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What are instructional supervision skills ?

Principals engage in the following activities with the specific purpose of promoting
teacher growth by:

Providing teachers with objective feedback on current
state of their Lnstruction

plagwnosing and solving instructional problems

Helping teachers develop skill in using instructional
strateglies

Helping teachers develop a positive attitude about
continuous professional growth

What are Mentor Coaches doing and observing?

Mewntor Coach principals will have two of the
following cycles with each of their assigned
PEVELOPING principals

- During a Pre-conference
- During an Observation Lesson

+  During a Post Conference
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The Pre-conference

BEFORE THE PRE-CONFERENCE
- Read over lesson plan with Deveto-piwg
'Primipat

Determine with the Developing prineipal
what ‘Linstruetional Lems’ they will want to
use to observe the teacher

Provide opportuwities for a[ues’ci.ows that the

PURPOSE OF THE PRECONFERENCE

1. IBENTIFY THE CONCERNS THE
TEACHER IS HAVING ABOUT THEIR
INSTRUCITONAL PROGRAM

- “ How as your teaching beew going?

“Do You find You are having more success
L one area than another?
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THE PRE CONFERENCE

2. IPENTIFY THE INSTRUCTIONAL
LENS THROUGH WHICH
DEVELOPING PRINCIPALS WILL BE
OBSERVING

EFFECTIVE TEACHING PRACTICES

* clarity of delivery “Student engagement

“variety Ln the delivery

*Bnthusiasm in the delivery

rstudent pw task
*Studewt groupings
“Towe, praise and encouragement bin .

delivery

*Purposeful Standards based plamming

sAllgrament of Lesson Objectives and
assessments

Organization of lesson
Addresses multiple cogmitive Levels

*Biscussion methods
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Post-Pre-conference/ Lesson Observation

ln the video You are about to wateh, imagine that are
observing this teacher in the Planning Conference as
if yow were her Principal.

Duriing the course of the Pre- Observation Conference,
Your Developing prineipal has ascertained from the
teacher that she wants to work o student,
engagement, groupings, equity and differentiation.

Determaing how you witll docuwment your observation to
provide support for your feedback
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A Newark Math Teacher

How would you coach this teacher?

As a group, deconstruct the observation
task to determine what it would take to
provide this teacher with substantive
feedback through the lens of student,
engagement, groupings, and
differentiation

159



APPENDIX 11

Overview of Mentor-Coach Principal Training
DAY 2- Monday, October 24, 2011 4:30-7:30

VI.
VII.

Review
Health and Welfare
a. Questions/ Concerns
Emotional Intelligence (Goleman, 1995 )
a. Objectives
i. Define Emotional Intelligence
ii. Analyze core concepts/ key processes for elements of
Emotional Intelligence
What is a Coach/ What is a Mentor-Coach?
a. How are they alike/ How do they differ
i. Objectives-
1. Identify the characteristics of a Mentor-coach and a
Coach
2. ldentify the roles of a Mentor-Coach and Coach
3. Compare the roles and characteristics of Mentor-Coach
and Coach

What is Blended Coaching
a. Objectives
i. Identify the 5 strategies of Blended Coaching
ii. Apply specific coaching strategies to varied situations
lii. Demonstrate the ability to identify and apply techniques of the
5 coaching strategies

Confidentiality, Ethics of Coaching
Next Steps / Future Dates

160



APPENDIX 12

DAY 2 - SLIDES FROM MENTOR COACH TRAINING

The Use of Mentor Coaching
Strategies to Refine
Instructional Supervision
Skills of Developing
Principals:

Action Research Dissertation
Project for Local District 8

Akida Kissane Long
Principal Investigator

Review Pt. 1

* Program Logistics

— Future Dates
* December 9,2011-First Cycle with each DP completed

e December 12, 2011-Mentor Coach Focus Group- LD8
Office

* January 27, 2012- Second Cycle with each DP
completed

* January 30, 2012- Mentor Coach Focus Group
¢ June 16, 2012- Graduation Day!!!

Mentor Coaching
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ournaling Guidelines

Include date, time and place of each observation.
In order to maintain confidentiality, label your
principals in a way that will help you remember
them, but do not use their names.

Write a narrative in the first person ( I, we...) of what
occurred. ( Use your recording device and listen while you

write). It is not necessary to transcribe the recordings. They
are to be used to inform your perceptions.

Your perspective is what is being measured, so remember to
include all that you think, believe, perceive, intuit,
judge and feel.

Mentor Coaching

Points that you need to review...
o Establishing observation cycles?

Developing Principal Matches?
Establishing the lens?

Recording perceptions?

Journaling?

Mentor Coaching
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Building TRUST

» Demonstrate a genuine concern for the DP’s
growth

Invite and initiate communication between
sessions. email/texts are great. Let them
know that you are thinking about them.

 Maintain confidentiality at all times

e Establish your Mentor / Coaching Agreement
— See the pocket of your Journal...

Mentor Coaching

Building

* Be on time, keep appointments

Trust (cont...

e Follow up on your DP’s action steps

e Be committed

e Champion new behaviors

e Ask permission

Mentor Coach
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Building TRUST...

e Be present and flexible

@ Cell, texts, email check

e Keep your promises

— Write down what you promise and do it within 48
hours.

e Be honest

Mentor Coach

Communication is the KEY!
What is being communicated?

Mentor Coaching
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Active Listening

Listening Deeply-Focus on what is being said by the DP
« Their beliefs, issues, actions, attitudes, interpretations

Superficial Listening- Is that really listening?

Objective Listening- Beyond the words... ;
Wi
e Intuitive Listening- Translation... m
Listening for Emotion- Interpretation... ‘

Mentor Coaching

Direct Communication/Feedback

e Clear feedback
— Be sincere and avoid sugarcoating comments

— Focus on the positive attributes before areas of
improvement

Be descriptive rather than judgmental

Focus on Behavior and performance versus the
person
— Turn negative feedback into a new goal or
challenge
— Deliver feedback in an encouraging, supportive
—_ manner @& v .

Mentor Coaching 11
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Blended Coaching

Mentor Coaching

Instructional Facilitative

Ways of Doing Ways of Being

1. Establish criteria for preconference, 1. Brainstorming ideas with your

observation and post conference Instructional Team for how to best
structure learning for teachers in
classroom observations

2. Scripting observable behaviors in the 2. Examining all approaches in the way
lesson observation that teachers learn from observed
classroom lessons

3. Designing a way to structure teacher 3. Using the supervision process to
feedback conferences. uphold high standards and support
ongoing professional growth.

Mentor Coaching

BLENDED COACHING STRATEGIES)
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Strategies/Moves of Facilitative Coaching

e Paraphrasing
- So...
— Let me make sure I understand...

— In other words...it sounds like... 5)

e Clarifying

— Could you tell me more about... LISTEN

— Tell me what you might mean by...
— Could you give me an example...
— How is that different from...

Mentor Coaching

Facilitative Moves (con’t

e Interpretation
— What you are describing could mean...
— Could it be that what you are saying is...
— Is it possible that ...

e Mediational

— What criteria do you use to...

— What might happen if...

— How would it look ...

— What is the impact of...on students...

Mentor Coaching
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Strategies/Moves of Instructional Coaching

e Instructional —
— Would you like more information...
— Would you like to review some options...
— Would you like for me the share some resources...

Mentor Coaching

Strategies/Moves Instructional Coaching

» Transformational-
— Let’s try a role play
— How could we turn that ‘rut’ story into a ‘river’ story?
— What new ‘way of being’ are your willing to try out?

Mentor Coaching
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APPENDIX 13

LETTER of INTRO TO DEVELOPING PRINCIPALS
From the desk of Akida Kissane Long
October 2011

Dear Colleague,

| am sending you this note as a principal colleague and a doctoral student fro@Lihe U
Educational Leadership Program. | am approaching you having receivedppioral from
UCLA, ASUSD and our Local District Superintendent. Your name was randotabtesd from
a list of those identified by our local superintendent as a developing principal.

When | first started the EdD program, | knew that | wanted to do somethingdblat w
contribute to enhancing the performance of principals. For the past two yeass skindied the
problem of principal professional development. My determination is that more facus f
principal professional development should be on differentiated learning using a model fo
mentor-coaching and coaching. This is not aimed at beginning principals, but wiglt ved
Developing Principals

The nature of this research will involve a commitment from you for the next xmo8thould
you agree to volunteer to be part of this study, you will be one of 10 principals from dur loca
district to:
- receive training on a principal assessment tool aligned with the nationakleade
standards
- work with a Mentor-Coach Principal for the next 18 weeks,
- collaboratively develop a standards-based action plan for you to work on with a
- participate in an ongoing network of Developing Principals to provide input to the
professional development model
- keep journals and logs of the experience
| have attached a proposed timeline for our project, outlining the time commitment.
You are under no obligation to accept. However, if you do accept to participate withdpe st
through its entirety, you will receive my eternal gratitude, acknowledgmeny dissertation,
and a gift card from Burke Williams.
| will be contacting you in the next few days to speak with you specificatiytahe project. In
the meantime, | would like to thank you in advance for your consideration in pamigipathis
pilot research project.

Sincerely,

Akida Kissane Long
Mentor-Coach/ Developing Principal Commitment
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University of California, Los Angeles

CONSENT TO PARTICIPATE IN RESEARCH
The Use of Mentor Coaching Strategies to Refine Instructional Supervision Skills of
Developing Principals

You are asked to participate in a research study conducted by Akida Kissane Long
EdD(C) Primary Investigator and Dr. Robert Cooper /Dr. Eugene Tucker Faculty

Supervisors, and associates from Educational Leadership Department, at the University

of California, Los Angeles. You were selected as a possible participant in this study
because of your position as a principal in Local District 8. Your participation in this
research study is voluntary.

Why is this study being done?

This study is being done to explore the ways in which non-evaluative personnel (
Mentor coach principals) can use various strategies to enhance the instructional
supervision skills of mid-career principals

What will happen if | take part in this research st  udy?

If you volunteer to participate in this study, the researcher will ask you to do the
following:

- Participate in one-on- one interview

- Participate in classroom observations with other principals

- Meet with other principals to discuss your practice as either a mid-career or
mentor coach principal

-Keep a journal regarding your experiences as a study participant

How long will | be in the research study?

Mid-Career Principals
Participation in the study will last for 12 weeks.

Mentor Coach principals
Participation in this study will include
- atwo day training in August
- Monthly meetings with for Mentor Coach Team
- atleast 1 face-to-face meeting with your assigned principals each month
which includes classroom observations and post observation conferences.

Are there any potential risks or discomforts that | can expect from this study?

There are no anticipated risks with this study
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Are there any potential benefits if | participate?

You may benefit from the study because you will receive training and support from
colleagues which will be confidential and non evaluative.

The results of the research may add to a professional body of knowledge on how to
best conduct professional development experiences with principals.

Will | receive any payment if | participate in this study?

You will receive a $50.00 iTunes gift card for your participation in the study.

Will information about me and my participation be k ept confidential?

Any information that is obtained in connection with this study and that can identify you
will remain confidential. It will be disclosed only with your permission or as required by
law. Confidentiality will be maintained by means of securing information in a locked file
cabinet and using letters and numbers in place of names in the study.

Withdrawal of participation by the investigator

The investigator may withdraw you from participating in this research if circumstances
arise which warrant doing so. If confidentiality is in anyway violated or if the tasks for
the study are not complied with, you may have to drop out, even if you would like to
continue. The investigator will make the decision and let you know if it is not possible
for you to continue.

What are my rights if | take part in this study?

You may withdraw your consent at any time and discontinue participation without
penalty or loss of benefits to which you were otherwise entitled.

You can choose whether or not you want to be in this study. If you volunteer to be in
this study, you may leave the study at any time without consequences of any kind. You
are not waiving any of your legal rights if you choose to be in this research study. You
may refuse to answer any questions that you do not want to answer and still remain in
the study.

Who can answer questions | might have about this st udy?
In the event of a research related injury, please immediately contact one of the
researchers listed below. If you wish to ask questions about your rights as a research

participant or if you wish to voice any problems or concerns you may have about the
study to someone other than the researchers, please call the Office of the Human
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Research Protection Program at (310) 825-7122 or write to Office of the Human
Research Protection Program, UCLA, 11000 Kinross Avenue, Suite 102, Box 951694,
Los Angeles, CA 90095-1694.

SIGNATURE OF STUDY PARTICIPANT
| understand the procedures described above. My questions have been answered to

my satisfaction, and | agree to participate in this study. | have been given a copy of this
form.

Name of Participant

Signature of Participant Date

SIGNATURE OF PERSON OBTAINING CONSENT

In my judgment the participant is voluntarily and knowingly giving informed consent and
possesses the legal capacity to give informed consent to participate in this research
study.

Name of Person Obtaining Consent Contact Number

Signature of Person Obtaining Consent Date
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APPENDIX 14

(Adapted from ASCD Mentor-coach/protégé agreement)

This is a commitment between

Mentor-Coach Principal and

Developing Principal, established on

o We will make every effort to really get to know each other, not only asd#€aach/
Developing Principals, but as people.

e Our relationship will be completely confidential.

o When we get together, we will be focused, fully present, and engaged wimather.

o We will recognize and respect each other’'s experiences, leatyleg, ¥alues, beliefs and
priorities.

o We will honor our commitments to one another. In that way we will:

(0]
(0]
(0]
(0]

(0]

Come prepared

Keep our commitments

Be on time

Fully devote out time together to each other, to addressing today’ sngjeslleneeds and
to our mentor-coaching goals

...and if we can't, we will contact out partner in advance of our meeting

o We will be open and honest

o We will recognize that challenges, mistakes and problems areraihig@pportunities and will
strive to focus on “how we got here” only long enough to avoid returning soon, and foiis m
on solutions-focused thinking to move forward.
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APPENDIX 15- SLIDES FROM DEVELOPING PRINCIPALS MEETING

* Deyeloping Principals’
Meeting:

Action Research Dissertation
Praoject for Local District H

Akida Kissane -Long
Principal Investigator

- ldentify the purpose of the purpose of
the study

- Review project logistics
- Clarify the roles of the Mentor-Coach
Principals and the Developing Princpals

*Project Objectives



*Measure the perceptions of the impact that
Mentor Coach Principals have on Developing
Principals in various instructional supervision
activities including

*Providing actionable feedback to teachers during
pre and post observation conferences

*Using strategies modeled by Mentor-Coaches

* Establishing an instructional focus during lesson
observations

*Purpose of the Action
Research Study

*Kearney’s model of Principal
Development

*LDH superintendent provided the rubric
*Random selection

*Voluntary participation

*Intentional matching

*How were you
selected for study

participation?
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*According to Developing principals, what impact if any, do
Mentor-coach principals, have in assisting Developing
principals refine their skills observing instruction, providing
substantive feedback to teachers and conducting pre and
post observation conferences?

*According to Mentor-coaches and Developing principals,
what content, methods, and activities were effective or
ineffective in the mentor coaching process? How are their
perspectives similar or different?

*Research Study
Questions

* According to Developing principals, what impact if any, do
Mentor-coach principals, have in assisting Developing
principals refine their skills observing instruction, providing
substantive feedback to teachers and conducting pre and
post observation conferences?

*According to Mentor-coaches and Developing principals,
what content, methods, and activities were effective or
ineffective in the mentor coaching process? How are their
perspectives similar or different?

*Research Study
Questions
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*Have a meeting with your assigned Mentor-Coach this week to
get acquainted and to set dates for observation cycles

*Select 2 teachers with whom you have an established rapport
and/or are STULLing this year

*Get some possible dates for an Observation Cycle that can occur
before the second week of December and the third week of
January. Plan time to meet with your teacher for

*Pre-observation/ Lesson Observation/ Post Observation

* Allow time to meet with your Mentor-Coach before and after each
session with your teacher

*Study Logistics...

*Have a meeting with your assigned Mentor-Coach this week to
get acquainted and to set dates for observation cycles

*Select 2 teachers with whom you have an established rapport
and/or are STULLing this year

*Get some possible dates for an Observation Cycle that can occur
before the second week of December and the third week of
January. Plan time to meet with your teacher for

*Pre-observation/ Lesson Observation/ Post Observation

* Allow time to meet with your Mentor-Coach before and after each
session with your teacher

*Study Logistics...
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*Journal all of the interactions you have with your
Mentor-Coach Principal.

*Complete the first observation cycle by December 9,
2011

*] will contact you to exchange journals with you by
December 12, 2011

*Conduct the second Observation Cycle by January 27,
2012,

*Continue to journal all interactions with your Mentor-
Coach

*Plan to participate in Developing Principals’ Focus
Group on February 7, 2012

*Study Logistics...

*Support
*Guide
*Instruct
*Reflect
*Consult
*Observe
*Counsel
*Collaborate

*Role of the Mentor
Coach
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Principals engage in the following activities with the
specific purpose of promoting teacher growth by:

*Providing teachers with objective feedback on
current state of their instruction
*Diagnosing and solving instructional problems

*Helping teachers develop skill in using
instructional strategies

*Helping teachers develop a positive attitude
about continuous professional growth

*What are Instructional
Supervision Skills

*Include date, time and place of each observation.

*Write a narrative in the first person ( | we) of what
occurred between you and your Mentor-Coach.

*Your perspective is what is being measured, so
remember to include all that you think , believe,
perceive, intuit, judge and feel.

*Your written word becomes my data...

*Tips on Journaling...
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APPENDIX 16-

Mentor Coach Logistics and Timeline

November 1-11
- Make an appointment with each of your Developing Principals (DPs)
- Plan to visit in the mid-morning during a school day at the DPs site

- Get to know each other, build rapport walk campus and classrooms, stay for recess or
lunch.

o Talk about the school and the instructional program

o Talk about the teachers and their levels of expertise

o Decide which teacher they will use to conduct their pre-observation,

observation and post-observation conference.
= Suggest using a teacher that they are Stulling.
o Provide a few dates to the DP for flexibility in scheduling.

November 11-December 15, 2011
- Complete at least one of the two DPs in a complete cycle with a teacher.
- Provide me with the journal / media files of the coaching sessions with the DP

December 5 or 11, 2011
- Meet to discuss / refine the first observation cycle.
- Collect journals from first cycle

Jan 9-27, 2012
- Complete the last of the coaching cycles with DPs
- Provide me with the journal / media files of the coaching sessions with the DP

Jan 30, 2012
- Final meeting / Focus group with Mentor-Coach Principals
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APPENDIX 17- Questions for 6-week Focus Groups - Mentor-Coach Rrcipals

1.

In a given month how many times have you had face-to-face contact with your
Developing Principal?

In a given week, how often have you communicated via phone or email? Who initiated
the contact?

What instructionally focused goals are you working on with your Developingipail?

What type of support have you provided in reaching those goals?

What kind of support do you need to provide greater support to your Developing
Principal?
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APPENDIX 18-Questions for 6-week Focus Groups - Developing Pringals

1. In a given month how many times have you had face-to-face contact with powoiv
Coach Principal?

2. In a given week, how often have you communicated via phone or email? Who initiated
the contact?

3. What instructionally focused goals are you working on with your Mentor{Coac
Principal?

4. What type of support have you provided in reaching those goals?

5. What kind of support do you need from your Mentor-Coach Principal to receive greater
insights into supervising instruction and conducting feedback conferences?
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APPENDIX 19- Post-Participation Focus Group Meeting Questions
For Mentor-Coach Principals

1. In a given week, how often did you interact with your Developing Principal ?t Wijbes
of interactions did you have? Who initiated the interactions?

2. What coaching techniques were most effective in working with your Developing
Principal?

3. In what ways did you Mentor-Coach your Developing Principal? What topics vaeste m
important to them?

4. What technical assistance did you provide the Developing Principals? Imjages
what amount of time did you spend on technical aspects of the job?

5. What was more comfortable for you to do, coach or mentor-coach? Elaborate on your
answer.
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APPENDIX 19A- Short Answer questions to be administered immedialy following the
Focus Group meeting.

6. What impact, if any, do you perceive to have had on the Developing Principal?

7. What growth, if any, did you see over the course of time that you worked with your
Developing Principal?

8. What benefits, if any, do you perceive this model having in the professional devetopme
of principals?

9. What impediments, if any, do you perceive this model having on the professional
development of principals?

10.What changes to the process would you make in creating this model for mentor-coach
coaching? What would you do differently for the next training?

11.What other observations do you have about the work that you did with your Developing
Principal?
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APPENDIX 20- Post-Participation Focus Group Meeting Questions
For Developing Principals

- To be administered immediately following the Focus group session witheveloping
Principals.

1. What growth, if any, did you see over the course of time that you worked with your
Mentor-Coach Principal?

2. What benefits, if any, do you perceive this model having in the professional devetopme
of principals?

3. What impediments, if any, do you perceive this model having on the professional
development of principals?

4. What changes to the process would you make in creating this model for mentor-coach
coaching? What would you do differently for the next training?

5. What other observations do you have about the work that you did with your Mentor-
Coach Principal?
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APPENDIX 21 Data Collection Matrix/ Units of Analysis

Research Data Units of Data
Question Collection Observation Sources
1.According to -Interviews with - Journal entries of the
Developing principals, Developing principals - The Developing
what impact if any, do Principals Principals’
Mentor-coach principals, -Transcripts from Calendars
have in assisting -Open-ended interviews
Developing principals surveys -Weekly bulletins
refine their skills - Responses from open-
observing instruction, - Journals ended survey -Written
providing substantive communication to
feedback to teachers ang teachers from
conducting pre and post principals
observation conferences?
-Schedules
-Principals’
coaching logs and
journals
Research Data Units of Observation Data
Question Collection Sources
2. According to -Open ended -Responses of Mentor- | -Survey responses

Mentor-coaches and
Developing principals,
what content, methods
and activities were
effective or ineffective
in the mentor coaching
process? How are the
perspectives similar or
different?

surveys of Mentor-
Coach Principals

" -Interviews with
Mentor-Coach
Principals

I Research Mentor
Coach Principal
team meetings

-Focus group
discussions with
Mentor-Coach
Principals

Coach Principals from
survey questions

-Professional
Development session
outcomes from Mentor-
Coach Research team
Monthly meetings

- Transcripts from
Mentor-Coach Focus
groups meeting

-Transcript from Mentor-
Coach Principals
interviews

- Journals from Mentor-
Coach Principals

- Transcripts from
interviews and
focus groups

-Journals of
Mentor-Coach
Principals
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