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(ABSTRACT)

The educational reform movement of the 1980's has
called for a restructuring of our nation's public schools.
The effective schools research and reform literature, such

as the Carnegie Report (1986), suggest that collegiality

offers teachers and administrators the opportunity to
improve the structure of our nation's schools. Collegiality
encourages intellectual sharing which promotes
professionalism, consensus and unity among a school staff.
Peer coaching is recognized as one way teachers are
provided opportunities to work in a collegial setting. The
peer coaching model requires that teachers be provided with
(a) theory, (b) practice in observation skills, (c) practice
with notetaking as a source of data collection, (d) practice
in giving specific feedback from the notes during an
observation and (e) practice in observing videotaped
teaching episodes. An important contribution of the peer
coaching model is that it allows teachers the opportunity to

observe and learn from each other. Therefore, if teachers



are to benefit from the peer coaching model, they must be
able to provide feedback to their peers that is both useful
and accurate.

Hall (1988) implied that the peer coaching teachers in
her study needed more training in feedback skills in order
to provide useful feedback to their peers. However, to
date, there is no empirical evidence to support Hall's
assumption. Furthermore, if the peer coaching model is to
be successfully implemented and positively affect teacher
behavior, then staff development personnel need information
to address selected variables which may be impeding feedback
in the peer coaching model. Therefore, the researcher of
this dissertation conducted an investigative social research
study in order to provide an objective assessment of peer
coaching feedback and then to investigate selected variables
that may be impeding that feedback. In order to provide
this information, the researcher conducted her study in a
large suburban public school system that had implemented
peer coaching for a three year period. A select group of 54
teachers, who had been trained in mentoring and peer
coaching skills, participated in telephone interviews,
"scripting," feedback commentaries and a questionnaire in

order to provide the data needed for the study.
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CHAPTER I
INTRODUCTION
According to the first-wave educational reform reports

of the 1980's, such as A Nation at Risk, published by the

National Commission on Excellence in Education (1983) and

the Carnegie Report (1986), there is little to rejoice about

regarding the education of America's vyouth. For example,
the Commission (1983) noted that some twenty-three million
American adults are functionally illiterate, and
international comparisons of student achievement, completed
a decade ago, revealed that American students were never
first or second, and, in fact, were last seven times.
Furthermore, both the Commission (1983) and the

Carnegie Report (1986) cite a need for educational reform

regarding the teaching profession. For example, the

Carnegie Report (1986) noted that school systems which are

based upon traditional bureaucratic authority must be
restructured so that teachers are provided opportunities to
work and learn together in a collegial environment, thereby,
allowing them to constantly strive to improve their
performance. Unfortunately, Michaels (1988) notes that much
of what schools have done to address the first-wave reform
movement is simply to alter the "external trappings of

schooling”" (p. 3), such as adding ten minutes to the
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homeroom period or adding an extra unit to modern math.
Michaels (1988) further notes that preserving public
education will take time, money and effort and a call for a
second-wave reform movement which will also include the
element of collegiality. Research studies, too, have
focused attention on collegiality. The effective schools
literature notes the importance of a collegial working
environment for teachers. Purkey and Smith (1983), who have
reviewed much of the effective schools literature, note that
collegiality "encourages the kind of intellectual sharing
that can lead to consensus and promotes feelings of unity
and commonality among the staff" (p. 445). Finally,
teachers, themselves, have called for a more collegial
environment in which to work and learn as reflected in a
recent poll conducted by the National Education Association

{1988).

Peer Coaching
Therefore, if the call for collegiality is to be
realized, then the work environment o5f teachers must be
transformed in order to provide opportunities that encourage
collegial relationships. Peer coaching has been recognized
as one way through which teachers are provided opportunities
to work and learn together in a collegial setting (Hall,

1988).
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Peer coaching is a '"process in which teachers assist
each other in negotiating the distance between acquiring new
skills or teaching strategies and applying them skillfully
and effectively to instruction" (Hall, 1988, p. 6). Peer
coaching not only involves both peer observations and
conferences, but promotes staff and personal development as
well, Teachers involved in peer coaching have the
opportunity to learn about the theoretical foundation of a
skill, such as a new model of teaching, during staff
development. The teachers observe that skill being
demonstrated and practice that skill with feedback from
their peer. The peer coaching process is an intense one.
This kind of staff development, for a single skill, can take
up to as long as six days, and it may take as many as 30
trials for the teacher to achieve executive control or
complete command of that skill (Glatthorn, 1987). Many
programs involving peer coaching have been implemented
throughout the nation in recent years (Sparks and Bruder,
1987; Leggett and Hoyle, 1987; Glatthorn, 1987; and Hall,
1988). These peer coaching models have been credited with
increasing collegiality and professionalism of teachers
(Glatthorn, 1987), decreasing teacher isolation (Hall, 1988)
and increasing student learning through the improvement of

the instructional process (Sparks and Bruder, 1987).
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Feedback

A critical component of the peer coaching process
involves the feedback that the observing teacher gives to
his/her peer after viewing that peer teach. Such feedback
must provide the receiver (the observed teacher) with
information that will allow that teacher to make wvalid
decisions as to how he/she will change their behavior and
thus improve their performance. Providing useful feedback
is not a simple process. It requires particular formats and
protocols that must be learned and practiced. If feedback
is given poorly, it is most likely to trigger certain
defensive mechanisms in the receiver, and the purpose of
staff development will be defeated. Included in the
criteria for useful feedback identified by Joyce and Showers
(1988) are the following: (a) accuracy, (b) specificity, and
{c) value neutrality. If the peer ccaching model is to be
successfully implemented and, thereby, achieve the desired
results, the observing teacher must be skilled in providing
useful feedback to his/her peer regarding that peer's

instructional behaviors.

Problem Statement

Hall (1988) conducted a survey study of 379 peer
coaching teachers in a large suburban public school system
that had implemented peer coaching for a two year period.

Hall documented those teachers' levels of job satisfaction
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and their perceptions about the usefulness of peer coaching,
as well as their perceptions about the degree to which trust
and sharing of resources existed in their schools. As a
result of her study, Hall (1988) found that peer coaching
teachers were generally satisfied with their jobs and
regarded the peer coaching model as useful. She also found
that the peer coaching model reduced teacher isolation and
provided an environment for the sharing of resources and the
development of trust. Another of Hall's findings indicated,
though, that most peer coaching teachers tended to view the
feedback that they received as more useful than the feedback
they gave to other teachers. However, Hall's study lacked
an objective assessment of the usefulness of the feedback
given by the peer coaching teachers - was the feedback
specific and descriptive? Therefore, the problem was to
make an objective assessment of peer coaching feedback, to
identify wvariables that affect feedback and to make
recommendations as to how the feedback process can be

improved.

Purpose of the Study

The purpose of this study was to, first, make some
determination as to whether or not peer coaching teachers do
or do not tend to give useful feedback to their peers and,
then, to investigate selected variables that may be impeding

feedback in the peer coaching model. The variables
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investigated were scripting skills, communication skills,
trust and teacher reflection and connoisseuring skills. In
order to collect the data needed for the study, the
researcher worked with a select group of teachers from the
Hall study who had been trained in mentoring and peer

coaching skills.

Research Questions

Douglas (1976) contends that "the goal of all social
research is to discover, understand and communicate truth
about human beings in society" (p. 1). Consequently, the
researcher used the investigative social research method
which relies upon "building and using friendly and trusting
relations and then checking out the people and the
information" (Douglas, 1976, p. 129) to conduct her study.

The first consideration in this study was to make some
determination as to whether or not teachers do or do not
tend to give useful feedback to their peers. Therefore,
research question number one addressed this priority.

1. Will feedback given by a select group of teachers
(54) from the Hall study be judged by supervisors and other
teachers as useful, and does the feedback adhere to any
established criteria for useful feedback, such as being
descriptive and specific?

Since the answer to question one did cast serious doubt

about the usefulness and adherence to the established
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criteria of the feedback given, the following questions were
pursued to identify factors that may relate to the outcome
of the study.

2. To what extent are '"scripting" skills a factor in
why some peer coaching teachers may not be providing useful
feedback to their peers?

3. To what extent are communication skills a factor in
why some peer coaching teachers may not be providing useful
feedback to their peers?

4. To what extent is trust a factor in why some peer
coaching teachers may not be providing useful feedback to
their peers?

5. To what extent are teacher reflection and
connoisseuring skills factors in why some peer coaching
teachers may not be providing useful feedback to their

peers?

Limitations of the Study

Regarding external wvalidity, it should be noted that
due to the population size and the manner of selection, this
study was not meant to be generalizable to all teachers
involved in peer coaching across the country. It was,
instead, meant to be a social research investigation of the
peer coaching model.

Furthermore, it was recognized by the researcher that

the case study may be particularly vulnerable to subjective
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biases as the researcher may use selective judgments to rule
certain data in or out, or assign a high or low value to
their significance, or place them in one context rather than
another (Isaac and Michael, 1971).

Finally, it should be noted that the data gathered in
this study involved self-reporting, and may not be accurate.
Therefore, all conclusions resulting from this study need to

be considered in light of this fact.

Delimitations of the Study

Isaac and Michael (1971) note that case studies are "in
depth investigations of a given social unit resulting in a
complete, well organized picture of that unit" (p. 20).
They further state that the case study "tends to examine a
small number of units across a large number of variables and
conditions which is in contrast to the survey which tends to
examine a small number of variables across a large sample of
units" (p. 20). Furthermore, case studies tend to be
intensive and to bring to 1light important variables,
processes and interactions that deserve more extensive
attention (Isaac and Michael, 1971).

However, case studies are delimiting due to the fact
that the focus is on a few units, and they do not allow
valid generalizations to the population from which they came
{Isaac and Michael, 1971). Likewise, this study was

delimited to a specific school system in Virginia and was
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also delimited to a select group of teachers who had been

trained in mentoring and peer coaching skills.

Definitions

In order that a common language may be used regarding
this study, the following terms have been defined:

Collegiality - "The bringing together of the combined

judgment and expertise of a group of professionals" (Hall,
1988, p. 7).

Connoisseuring Skills - Weber (1987) describes

connoisseuring skills as "artistry in teaching," (p. 48)
while other educators refer to connoisseuring skills as
simply good teaching pedagogy.

Feedback - "Feedback is a way of helping another person
to consider changing his or her behavior. It is
communication to a person that gives that person information
about how he or she is affecting or 'coming across' to
others" (McKeen and White, 1986, p. 1). Attributes of
useful feedback include accuracy, specificity and
nonevaluative judgments (Joyce and Showers, 1988).

Observational Skills - A process whereby a peer

coaching teacher observes his/her peer in order to provide
useful feedback to that peer regarding the model-relevant
skill.

Peer Coaching - A process in which teachers assist each

other in negotiating the distance between acquiring new
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skills or teaching strategies and applying them skillfully
and effectively to instruction (Showers, 1985).

Scripting - A process whereby an observing teacher
makes a shorthand log of the teacher-pupil interaction that
she/he has observed in the classroom. This log then becomes
the basis for the observing teacher's diagnosis of the
teaching behaviors observed (Brandt, 1985).

Script Tape - A written record of what a teacher does

in the classroon. Brandt (1985) refers to script taping as
a "kind of recording that you can play back to the teacher
so the teacher knows in temporal order everything that
happened in the lesson" (p. 64).

Teacher Reflection Skills - A process whereby teachers

are provided opportunities for self-analysis in order to
improve their instructional expertise and professional
development.

Trust - "The degree to which the teacher perceives
interpersonal relationships as characterized by an assured
reliance or confident dependence on other teachers in the

school" (Hall, 1988, p. 6).

Significance of the Study

This study will contribute to the research based
literature on peer coaching and provide information that

could be used by staff development personnel to address
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selected variables which may be impeding feedback in the

peer coaching model.

Organization of the Study

Following Chapter I, the remainder of the study is
organized as follows:

Chapter II is a review of the related research and
literature.

Chapter III discusses the methodology of the research
study, including a description of the population and the
instrumentation and analyses that were used in the study.

Chapter IV discusses the results of the analyses of the
data obtained from the study.

And, finally, Chapter V presents the conclusions,
implications, training recommendations and recommendations

for further study.



CHAPTER II
REVIEW OF LITERATURE
Is educational reform taking place in America's schools
today? Has the educational reform movement of the 1980's,

which was generated by such reports as A Nation at Risk

(1983), A Nation Prepared: Teachers for the 21st Century

(1986) and Mortimer Adler's The Paideia Proposal (1982),

resulted in a movement toward restructuring America's
schools? Unfortunately, Michaels (1988) notes that much of
the reform movement has only resulted in "tinkering with the
external trappings of schooling" (p. 3), such as adding ten
minutes to the homeroom period or developing a one-week unit
in mathematics, rather than making the kinds of changes that
schools really need. Furthermore, just as the first wave of
reform included the element of collegiality, Michaels (;988)
notes that the second wave of reform will also include the
element of collegiality.

Collegiality or "the bringing together of the combined
judgment and expertise of a group of professionals" (Hall,
1988, p. 7) serves many purposes. Collegiality
encourages intellectual sharing and promotes feelings of
unity and commonality among the staff (Purkey and Smith,

1983).

12
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Therefore, if educational reform is to occur, teachers
must be provided with opportunities that encourage collegial
relationships. Peer coaching has been recognized as one way
through which teachers are provided opportunities to work
and learn together in a collegial setting (Hall, 1988).
Peer coaching can be defined as a process in which teachers
assist each other in negotiating the distance between
acquiring new skills or teaching strategies and applying
them skillfully and effectively to instruction (Hall, 1988).
A critical component of the peer coaching process involves
the feedback that peer coaching teachers give to each other
in order to improve the instructional process.

Hall (1988) noted that the peer coaching teachers in
her study "tended to view the feedback that they received as
more useful than the feedback that they gave to other
teachers" (p. 69). Furthermore, Hall (1988) implied that
peer coaching teachers may need more training in order to
give useful feedback to their peers. However, to date,
there is no empirical evidence to support Hall's assumption
that a lack of sufficient training may be impeding feedback
in the peer coaching model. Therefore, the researcher of
this dissertation will investigate selected variables that
may be impeding feedback in the peer coaching model.

The literature review addresses collegiality and the
peer coaching model with special emphasis upon (a) training,

(b) feedback, (c) trust, (d) teacher reflection and
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connoisseuring skills, (e) communication and (f)

observation.

Collegiality

Schlechty and Vance (1983) note that "almost all the
research on effective schools indicates that schools in
which teachers engage in a great deal of job-related
discussion and share in decisions regarding instructional
programs are more effective than schools in which decisions
are made by rule-bound bureaucratic procedures" (p. 479).

The above description denotes what many people today
refer to as collegiality. Purkey and Smith (1983), for
example, include collaborative planning and collegial
relationships as one of the four components of school
culture that characterize effective schools. Purkey and
Smith (1983) further suggest that one way to change the
culture of a school is to develop "a sense of ownership,
commitment and general consensus among the staff of the
school”" (p. 447). After this groundwork has been laid, the
use of discussion groups, faculty meetings and in-service
programs should be utilized (Purkey and Smith,

(1983).

Zahorik (1987) also suggests that collegiality offers
teachers the opportunity to become less private about their
classroom behaviors, to improve the instructional process

and to make teaching a more rewarding experience.
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Unfortunately, however, Vance and Schlechty (1983) note that
relatively few schools exist that allow teachers the
opportunity to build collegial relationships. Furthermore,
Vance and Schlechty (1983) state the following:

The often-noted lack of a shared language to describe

work problems (e.g., Lortie, 1975), the tendency of

schools to eschew long-term planning for short-term

crisis management, and what Silberman (1970) calls the

mindlessness of schools are at least in part

attributable to teachers having little time to think

alone and even less time to think together (p. 479).

Although some would argue that it is the supervisor's
job to provide the support that is so sorely needed by so
many teachers, Brandt (1987) notes that principals also lack
the time to provide teacher support. Brandt (1987) states,
"Good, constructive, helpful, committed support can come
from peers and subordinates as well as from supervisors.
And in many ways it's better coming from peers than from
anyone else" (p. 17). Finally, Brandt (1987) notes that
many school systems have implemented merit pay or "master"
teacher evaluation systems that have as their main criteria
for "master" teacher level the ability to establish
collegial relationships with other teachers.

Hall (1988) also notes that "the structure of most
schools inhibits teachers' opportunities to build collegial

relationships" (p. 11). Furthermore, teaching has often



16
been characterized as a "lonely profession," and many
beginning teachers are left on their own to learn the many
intricacies of the teaching profession.

In contrast to the traditional school structure that
Goodlad (1984) describes as "classroom cells" where teachers
spend most of their time, the collegial or cooperative
school offers a fundamental change in school organization.
However, will the collegial school organization improve the
gquality of staff cooperation and thereby improve the quality
of instruction? Johnson and Johnson (1987) note that
"cooperation among adults promotes achievement, positive
interpersonal relationships, social support, and self-
esteem” (p. 30). In summary, the literature on collegiality
suggests that cooperative or collegial school settings do
contribute to '"greater productivity and expertise, more
positive interpersonal relationships and cohesion as a
staff, increased social support within the faculty, and
enhanced self-esteem for the educators" (Johnson and

Johnson, 1987, p. 30).

The Peer Coaching Model
Although it would appear that teachers have many
sources to which they can turn for support, encouragement
and intellectual exchange, such as college professors,

principals and supervisors, Duke (1984) contends that '"the
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conventional wisdom of schooling - wisdom freqguently
supported by empirical research holds that teachers learn
best from other teachers" (p. 105).

The above theory has given rise to the peer coaching
model that many school systems are embracing today in order
to alter the traditional organizational structure of our
nation's schools. Such a restructuring would allow
teachers the opportunity to learn and gain support from
their peers, which should also result in improved classroom
instruction. The peer coaching model is synonymous with
the names of Bruce Joyce and Beverly Showers>for)they have
contributed much to the literature base of the peer coaching
model. Joyce and Showers (1988) note that the major purpose
of peer coaching is to effect change in teacher behavior
which should ultimately result in greater student
achievement for all children. However, the peer coaching
model requires change, not only on the part of teachers and
administrators, but also upon the traditional structure of
schools as we know them today. For example, Joyce and
Showers (1988) contend that the traditional hierarchical
relationship that currently describes most school settings
must "give way" to a climate more conducive to learning and
growing on the part of teachers - "a scientific climate
rather than a hierarchical one" (p. 93). A climate
conducive to learning and growing would allow teachers to

try new teaching strategies, to explore new content areas
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and to "solve" educational problems in a collegial setting.
Therefore, teachers would be encouraged to be more
innovative and creative in their teaching methods, even
though, at times, they would also experience failure or
awkwardness in learning a new teaching strategy or fine-
tuning an existing one. Joyce and Showers (1988) note that
teachers must be provided with a climate that permits
experimentation, permission to fail and a willingness to
"try again in order to learn new teaching strategies" (p.
92). Furthermore, Joyce and Showers (1980) note that
"mastery of new techniques requires more intensive training
than does the fine-tuning of existing ones" (p. 380). Joyce
and Showers (1987) note that it can take up to as many as 20
or 30 trials before the transfer of a new skill becomes
automatic. Therefore, many advocates of the peer
coaching model caution against combining evaluation with
coaching. Bird and Little (1983) noted in their study of
peer coaching that evaluation and coaching should be viewed
as two separate processes and should not be combined. Joyce
and Showers (1988) also warn "where there has been a failure
to separate evaluation and the status and power difference
from supervision, it is improbable that the process will
create a climate conducive to learning and growing on the

part of the teacher" (p. 92).






































































































































































































































































































